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ABSTRACT

This study investigated learner participation in the language classroom in four
secondary schools in Blantyre district two years after the implementation of the CLT
syllabus. The data revealed that the interaction patterns in these classes were still
dominated by teacher talk. Although the new syllabus emphasized learner involvement
through pair and group discussion, among the prescribed textbooks there was only one
textbook—Senior Secondary Integrated English Book 3 which would have promoted
such interaction if used effectively. However, most of the teachers were using the other
prescribed text, Step Ahead: New Secondary English Book 3 which in effect promoted
teacher talk. Those who used Integrated knglish Book 3 were selective in their choice
of the activities. In addition, there was no enough time for the learners to participate
interactively. The pressure to finish the syllabus in order to prepare the learners for the
national examination led to the dominance of lecturing. During the lessons, the
teachers mostly asked closed questions, which drew short responses but when the
teachers asked open-ended questions, the discussions either ran out of time or resulted
in a lot of noise. The teachers and the learners agreed that the approach was affected by
a number of problems, including less participation, noise, poor English and time
constraints. Despite these shortfalls, effective learner participation in the language
classroom could be achieved if the teachers were qualified enough to adopt the
flexibility in the teaching required in this approach. The time for the language teaching

has to be increased too to meet the demands of the activities.
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CHAPTER 1

1 INTRODUCTION

1.1 CHAPTER OVERVIEW

This chapter traces the developments in the teaching of English in Malawi. It
shows that initially, the teaching was based on the audiolingual approach which was
later changed due to the dissatisfaction with the performance of the learners who
passed the examinations but were unable to use the language, in their communication.
The new approach [the communicative language teaching (CLT)] was implemented in
secondary schools in 2002. It was expected that effective implementation of the CLT
approach would result in interactive learner participation in classroom discourse. The
interaction would in turn enable the learners to use the language in their
communication. However, the new approach was implemented in an education system
with a lot of challenges which are discussed in this chapter. The challenges in the
education system provide a point of departure for this study on the extent of learner

participation in the implementation of the CLT approach.

1.2 BACKGROUND

In Malawi, English is a second language used for all official communication and
as a medium of instruction in schools and colleges. Consequently, effective use of the
language is essential to a student’s success both in school and at work. The learning of
English starts in standard one as a subject, but from standard five to secondary school
and colleges, it is learned as a subject and used as a medium of instruction. The
centrality of English in Malawi’s education system is reflected in the curriculum,
where it is a passing subject for all examinations in which a certificate is awarded.

Despite the importance of English in the curriculum, there were observations
about primary school graduates who had achieved low levels of comprehension and
were unable to communicate effectively in English (Khomani, 1996). The failure of
the learners to use the language was blamed on the structural approach to language
teaching, hence the need for change. The Education Development Plan (1985) spelt out

the need for change in the teaching methods from pure structural approach in the old



primary school English curriculum to the development of basic effective
communication skills through the communicative approach (Khomani, 1996). These
recommendations led to the introduction of the new primary school English language
syllabus in 1992, which was learner centred. (The terms Curriculum and syllabus will
be used interchangeably). This impetus for the revision of the English language
syllabus led to similar changes in the secondary school syllabus. The new syllabus,
which was based on the CLT approach was implemented in secondary schools in 2002.
In addition to the developments in language teaching in Malawi, the revision of the
primary and the secondary school syllabuses should also be considered in the context
of global changes in the views on language teaching which started among American
linguists and influenced the work of British linguists, who later developed the CLT
approach. Crystal (1986) has termed the development as a widespread reaction that
started in the 1970s against methods which stressed the teaching of grammatical forms
without paying attention to the use of the target language.

The old syllabus was based on the structural view of language, which according
to Richards and Rodgers (1988) considers language as a system of structurally related
elements in terms of phonological units, grammatical units, grammatical operations
and lexical items. When teaching these aspects, classroom interaction was mostly
teacher centred with very minimal learner participation.

However, the new secondary school syllabus emphasizes the integration of the
four language skills, namely: listening, speaking, reading and writing. These skills
were to be taught through learner interactive participation in classroom discourse.
Consequently, it was anticipated that the interaction patterns in the classroom would
reflect a reduction of the traditional teacher talk to create leeway for learner interactive
participation. Learner involvement in the classroom is aimed at developing what
Hymes (1972) called ‘communicative competence,” which refers to the underlying
systems of knowledge and skill required for communication. This knowledge is in the
form of grammatical competence, discourse competence, sociolinguistic and strategic
competence. Therefore, the introduction of the CLT approach required realigning the
roles of both the teacher and the learners in the classroom.

According to Richards and Rodgers (1988), in the audiolingual approach,

language learners are looked at as individuals who can be trained to produce correct




responses in the target language. Due to the influence of the behaviourist learning
theory, the interest is on how the learner uses the target language, not the internal
processing. The teacher is seen as the model of the target language whose role is to
control and direct the pace of learning.

However, in the CLT approach, the teacher’s role is more as a facilitator of
learning than a provider of knowledge. According to Breen and Candlin (1980) cited in
Richards and Rodgers (1988), in the communicative classroom, the teacher has three
main roles. The first is to act as a facilitator of the communication process, the second
as a participant and the third as an observer and learner, while the students are
expected to participate actively in all the activities in the classroom. This would in turn
promote the knowledge of the language system through controlled performance
(Widdowson, 1981). The approach emphasizes that when learners use the target
language in their interaction in the classroom, opportunities for language learning are
increased. As Allwright (1988) has pointed out, the process of classroom interaction
determines what language learning opportunities are available for the learner.
Therefore, the implementation of the new language syllabus in secondary schools in
Malawi in 2002 necessitated an adjustment of the interaction patterns in the language
classroom. Learner interaction is aimed at developing the learners’ ability to listen,
speak, read and write through involvement in classroom discourse in the form of pair,
group and class discussions. Consequently, this would mean a reduction of the
traditional teacher talk, which is mostly associated with the teaching of the structures
of the language.

The implementation of the CLT approach in secondary schools in Malawi has
implications for the teacher, who has to play various roles according to the nature of
the learning tasks assigned to the learners. As the learners are required to interact in
pair and group discussions, the teacher’s role is expected to shift from an authority to a
facilitator of learning. Nevertheless, Khomani (1996) forecast a problem among the
teachers in Malawi when he pointed out that the generation of teachers currently
teaching in schools was taught through the methods and materials of the old
curriculum. In fact, citing Mchazime (1993), Khomani alluded to the possibility of
resistance to the implementation of the new syllabus was likely to encounter among

practicing teachers when he argued that the teachers saw themselves as examples of



the success of the methodology and the materials in the old syllabus. Although
Khomani was referring to primary school teachers, the same problem applies to those
in secondary schools. These teachers, who were taught using the old method and had
been teaching using the same method were expected all of a sudden (most of them
without induction) to adopt the methods in the new curriculum, where the teaching was
to be learner-centred.

The abilities of both the teachers and the learners were another challenge facing
effective implementation of the CLT approach in secondary schools in Malawi. It
should be appreciated that these changes were being implemented in an education
system where most of the students were not proficient in English and some of the
teachers did not have the prerequisite qualifications to teach effectively. The former
could be inferred from the Chief Examiner’s report, which stated that most of the
candidates’ scripts were full of mistakes of grammar, poor vocabulary,
incomprehensible sentences with mother tongue interference and so on (MANEB
2001). As Yordanova (2000) has rightly noted, in the CLT approach, students are
required to use language that they have imperfectly mastered to negotiate meaning.
The learners’ inability to use the L2 effectively would negatively affect their
contributions to classroom activities. It can be argued therefore that such learners
would make a lot of errors in their interaction. These errors would constitute
detrimental input to the other learners and consequently limit the contribution of such
learner involvement to effective language learning.

On the other hand, research had revealed that the low performance of students in
schools in Malawi was partly due to the unqualified teachers teaching in most of the
schools (Malunga et. al 2000; Kuthemba-Mwale, 2000). These teachers therefore
would have problems adopting the flexibility in teaching required in the CL'T
approach. It appeared very unlikely that the teachers would let the learners interact in
pairs or groups and also accommodate the learners’ opinions on the content without

undermining their own self-confidence.

In situations where the teachers had the necessary qualifications and experience,

their teaching was constrained by the need to prepare the students for the external
assessments (Kholowa, 1999). In fact, the education system in Malawi measures the

effectiveness of the teacher depending on how well the students pass the government




examination. However, learner involvement in the classroom requires a lot of time if

the learners are to do a good job. As a result, the teachers would view the interaction as ;
a waste of the time available to finish the syllabus and prepare the learners for the |
examination. In addition to these constraints, the absence of an oral element in the |
examinations mean that the learners are not compelled to develop effective use of the
language, and the teachers do not see their duty as developing the learners’ speaking
skills but rather the reading and writing skills on which the learners’ success or failure
is measured.

The learners themselves are not motivated enough to appreciate the importance
of using English in their interaction in the classroom. The education system is such
that English is used in the classroom but the learners are not compelled to use it in
their social interactions. This shows that the education system in Malawi emphasizes
the instrumental rather than integrative function in the teaching and learning of
English. As Ellis (1987:117) has pointed out, instrumental motivation occurs when the
learner’s goals for learning the L2 are functional. ‘For instance, learning directed at
passing an examination....” Since English is a passing subject in all the examinations
for which a certificate is awarded, it means that both the learners and the teachers
consider it as vital only as key to passing the examinations. According to Gardner
(1979), cited in Ellis (1987), motivation is the primary determinant of L2 proficiency;
those who have high motivation attain high proficiency in the language. Motivation is
also central in Accommodation Theory (Giles and Byrne, 1082, cited in Ellis, 1987)
where it is stated that high motivation results in a high level of proficiency.
Unfortunately, in Malawi, the learning of English is associated with the instrumental
motivation since most of the students are geared towards passing English as a subject,

but not acquiring the skills to use it in their speech.

1.3 STATEMENT OF THE PROBLEM

The circumstances surrounding the implementation of the CLT approach in
secondary schools in Malawi posed a threat to the achievement of interactive learner
involvement in classroom discourse, which is a key determiner of effectiveness in the

implementation of the approach. In fact, Mchazime (2001:75-76) aptly stated the




problem created by the promotion of learner participation in the implementation of the
communicative language teaching approach when he says that:

The new curriculum represents a major paradigm shift for the practicing
teachers in Malawi. It is known that whenever paradigms shift,...there is
a seeming loss of self-confidence, authority and power in the classroom.
This is because the long experience that teachers may have gained over
many years of teaching is challenged and perhaps even shaken. .. The
transition from the structural approach to communicative language
teaching has...been too swift for many teachers to internalise... CLT may
be viewed by many as too demanding...Some of them might be falling
back on their old practices while using the new communicative materials.

Mchazime’s (2001) observations present some of the threats facing the effective
implementation of the CLT approach in the classroom. It was against these challenges
that the study was meant to investigate the extent to which the implementation of the
CLT approach had promoted learner interactive participation in classroom discourse
and to find out the problems which both the teachers and the learners were facing in |

the implementation of the approach.

1.4 RESEARCH QUESTIONS

The research analysed the interaction patterns in the language classroom to find

answers to the following questions:

1. What interaction patterns are teachers using in the language classroom?
2. To what extent are the learners participating in classroom discourse?
<2 What problems do teachers and learners face in the implementation of

the CLT approach?

1.5 SIGNIFICANCE OF THE STUDY

This study was important as an evaluation of learner participation in the language
classroom, a prerequisite to the effective implementation of the CLT approach. As
Murphy (1993) has rightly noted, sometimes innovations in English language teaching
have not produced the expected results. He argues that a theoretical proposal based on
principles from a relevant field is not a guarantee of operational success in language

education. Therefore, it is necessary to evaluate what is going on in order to make the



necessary adjustments. This study, therefore, is meant to provide some information on
how the new approach was being implemented by analysing learner participation in
four form three classrooms in Blantyre district. The information is vital to educational
planners as a prototype to be used to evaluate the effectiveness of the implementation
of the new approach. The results will also provide the momentum to other researchers
to find out if similar results could be found in other areas not covered in this study.
These collective results will be very important to educational planners as an evaluation
of how the approach is working in the classroom. Such information will be used to
determine the necessity of introducing interventions where pitfalls in the approach will

be highlighted.

1.6 LIMITATIONS

One of the limitations in this study was the use of classroom observation and
recordings. During the first few days, the presence of the researcher in the classroom
made both the teachers and the learners’ w sensitive to what they were saying. The
recording of the interaction in the classroom compounded the teachers’ and the

learners’ sensitivity. In fact, in the first lessons there were some learners who were

whispering when answering questions. Fortunately, the recorder was very sensitive and
it picked up such utterances. However, in the subsequent lessons both the teachers and
the learners got used to the observations. The use of the questionnaires also provided
the researcher with some information beyond what was observed. The resources in
some of the schools in the study constituted another limitation. In one of the schools,
the three form three classes were using the same set of textbooks. Therefore, when the
lessons in two of the classes followed each other, the teacher had to wait for the
textbooks to be brought, thus reducing the time for the lesson. In another school, three
learners were assigned one textbook. Therefore, it was difficult for some of them to
read properly. Both of these situations were beyond the researcher’s control but they
had very little effect on the results because the teachers’ plans to involve the learners
were apparent, regardless of these limitations.

One of the key words used in the study was ‘participation.” However, the word

was used in a narrow sense to refer to the learners’ involvement in the lesson in terms




of interaction. The covert forms of involvement like silent reading, writing an exercise

and so on were left out.

1.7 CHAPTER SUMMARY
This chapter has shown that the decision to introduce the CLT approach in

secondary school in Malawi, although viewed as a panacea to English language
teaching and learning by policymakers might not have been producing the anticipated
results due to the prevailing circumstances. Therefore, this study was aimed at
investigating learner participation as a way of determining the effectiveness in the

implementation of the approach.




1.8 DEFINITION OF TERMS
Accuracy:

Approach:

Audiolingual method:

Automatic processing:

Code switching:

Comprehensible input:

Competence:

Communicative Competence:

Curriculum:

Controlled processing:

Declarative knowledge:

Error:

Feedback:

Fluency:

The correct use of the target language.

A manner/method of doing something.

The teaching of the formal systems of the target
language in terms of grammar, phonology and
lexis through listening and speaking practices.
Ability to use a [second] language without active
control or attention.

Refers to alternation between one or more
languages, dialects or language register in the
course of discourse between people who have
more than one language in commonn.

The input which the learner can understand.
Learner’s mental knowledge of the rules of the
target language.

The learner’s knowledge of the rules of the
language including when, where, and with whom
to use them.

Content of what students learn, how they learn it,
and how teachers help them learn, using
particular supporting materials.

When the learner pays active attention to what is
said and the number of features used is limited.
The learners’ knowledge of the rules of the L2.
Learner language which deviates from the rules
of the target language.

The response to the learner’s communication
efforts. It can be acknowledgement or correction.
The ability to speak in the target language and be

understood by speakers of the language.

O




Hypothesis:

Input:

Interaction analysis:

Instrumental motivation:

Integrative motivation:

Interlanguage:

Language acquisition:
Language learning:

Language proficiency:

Learning:

Likert scales:

Method:

Output:
Participation:

Performance:

The learner’s internalised rule that is used in L2

communication.

The language to which the learner is exposed. It “
can be written or spoken. Input serves as the data ‘1
which the learner must use to determine the rules
of the target language.

A research procedure used to investigate
classroom communication. It involves the use of
a system of categories to record and analyse the
different ways in which teachers and students use
language.

Oceurs when the learners’ goals for learning the
L2 are functional.

Oceurs when the learner uses the L2 to socialise
and identify with the L2 speech community.

It is the term which refers to the systematic
knowledge of a second language which 1S
independent of both the learner’s first language
and the target language.

Picking up a language through exposure.

The conscious study of a [second] language.

The learner’s knowledge of the target language
measured in relation to native speaker
proficiency.

The internalisation of rules and formulas which
are used to communicate in the L2.

The set of responses in a questionnaire.

A way of doing something, especially according
to a defined plan.

The language produced by the learner.

The act of taking part or sharing in something.

It consists of the production of language.
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Procedural knowledge:

Target language:

Reliability:

Second language:

Second language acquisition:

Tally:

Learner’s knowledge of how to use the L2.

The language that the learner is attempting to
learn.

The dependability of the information. Sampling:
A represent sample of the target population.

An additional language which the learner
acquires after acquiring the mother tongue.

The subconscious or conscious process by which
a language other than the mother tongue is learnt
in a natural or untutored setting.

A score recorded when counting sets of the

utterances in the lessons.
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CHAPTER 2
2 LITERATURE REVIEW

2.1 CHAPTER OVERVIEW

This chapter starts by tracing developments in linguistic theory and their impact
on language teaching as a background to the initiation of the CLT approach which was
later introduced in Malawian schools. The developments provide the necessary context
to the CLT approach, which emphasizes learner participation in the classroom. The

language acquisition theories are presented in light of the tenets of the CLT approach.

2.2 THE AUDIOLINGUAL METHOD

According to Stern (1984), the audiolingual method was a result of the work of
American structural linguists in the early 1940s. The need for army officers to learn
different languages very quickly led to the need for the analysis of different languages
in order to develop effective language teaching methods. As a result, linguists
responded by developing teaching manuals in different languages to be used for
teaching army officers to prepare them for service in different countries. In light of
these developments, Bloomfield (1942), cited in Stern (1984), criticised the language
teaching methods used in schools and colleges at that time and instead he suggested
that native speakers should be the ones to teach languages. Bloomfield criticized the
teaching of English that involved comparing the system of the target language to the
classics. He stressed that non-native speakers were not providing the learners enough
information about the language and in some instances some teachers were
incompetent. Bloomfield (1942) is quoted in Stern (1984) as arguing that the learners’
failure to use the language was due to the teachers’ incompetence. However, the
teachers might not have been wholly to blame for the learners’ failures, considering the
translation methods used to teach foreign languages at that time. The translation
method could have had very little impact on language learning. It was during this same
period that the audiolingual method was developed from the work of Charles Fries,
(Stern, 1984). Charles Fries proposed language teaching based on the structure or the

grammar of the target language.
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The audiolingual theorists based their learning theory on the view that language
was a ‘system of structurally related elements being phonemes, morphemes, words,
structures and sentence types’ (Richards and Rodgers, 1988:49). As a result, language
teaching involved teaching the structures of the language mostly disregarding both
meaning and context. According to Mchazime (2001:64), ‘In Malawi, the audiolingual
method was in use for over 30 years.” He further states that the aim of the English
course was to ensure that ‘pupils could understand and produce the basic sentence
patterns of the English language.” Although the teaching was based on the structures of
the English language, the learners developed proficiency in the language. This was
mostly due to the high quality of the teachers who were teaching the language at the
time. These acted as models for the learners who were also motivated to use English in
their social interactions. However, the problem arose from the unqualified and under-
qualified teachers who entered the system as the government responded to the need for

more teachers in the schools.

2.3 THE COMMUNICATIVE APPROACH

In the 1960 and 1970s, there was a change in the nature of the demand for
language teaching in Europe. This was mostly due to the change of emphasis by
British applied linguists from the teaching of structures of the language to the teaching
of communicative proficiency. According to Tudor (2001), the demand coincided with
a change in perspective on the nature of language itself and Hymes’ (1972) Theory of
communicative competence influenced the thinking of linguists at the time. The theory
played an important role in introducing a new perspective on language which also
influenced language teaching. The main criticism was that language teaching led to
what Cummins (1979, 1980) calls cognitive/academic language proficiency (CALP).
The learner only knows the structures of the target language as is mostly required for
academic purposes, but is unable to use it in social interactions. CALP refers to the
aspects of proficiency in which the learner reflects on the surface features of the
language but not the interpersonal abilities. This scenario was blamed on the
audiolingual approach to language teaching. Hence, there was a need to adopt an

alternative approach to language teaching. The approach came to be known as
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communicative language teaching. CLT developed from the work of a British linguist
Wilkins and the Council of Europe. From the 1970s, CLT became the approach to
language teaching aimed at making communicative competence the goal of language
teaching. The goal was to develop procedures for the teaching of listening, speaking,
reading and writing skills. The approach focuses on the learners’ knowledge of the
functions of language and their ability to use it. As for language proficiency, it leads to
what Cummins (1979, 1980) calls Basic [nterpersonal Communicative Skills (BICS).
At the centre of CLT is a theory of language as communication, and the goal of
language teaching is to develop ‘communicative competence’. According to Hymes
(1972), communicative competence refers to what a speaker needs to know in order to
be communicatively competent in a speech community. On the other hand, Halliday’s
theory of communication is based on the functional account of language use (Halliday,
1970). As regards the theory of learning, there is very little that has been written, but
some elements of the approach can be discerned from the CLT practices. According to
Johnson (1982), the learning is based on three principles: communication, task and
meaningfulness. In another analysis, Johnson (1984) considers the acquisition of
communicative competence as skill development, which is both cognitive and
behavioural. Hence, communicative language teaching involves using activities
through which the learners are expected to communicate by sharing information,
negotiating meaning and interacting. In the new syllabus these activities mainly
involve pair and group work. When the learners are engaged in the tasks assigned to

o 1S

O

them, the teacher is expected to be a facilitator. For this reason, classroom learnin
aimed at creating conditions for genuine communication among the students. Tudor
(2001) has rightly noted that students’ learning depends on the teacher’s choice of the
samples of the target language and the learning activities in which the students engage.
However, the emphasis which the CLT approach places on ‘genuine interactions’
in the language classroom has not gone without criticism. Widdowson (1981) has
argued that it is not possible to link learning activities directly to the target uses of
language. Tudor (2001) has also pointed out that it is difficult to set up conditions that
fully replicate the realities of communication in particular situations. Van Lier (1998)

also says that although the CLT approach emphasizes interaction in the classroom, it

should be appreciated that part of the time there may be private and covert activities




such as reading a text, writing an exercise and so on. In fact, the study of learner
participation in this research centred only on the overt aspects of participation in the
form of learner talk.

Despite the elusive nature of some forms of learner participation, CLT has
remained an approach, which stresses students’ overt participation in classroom
discourse. Widdowson (1981) stresses that the assumption in the approach is that
learning a language involves associating the formal elements of the language with their
physical realization. Despite the high prospects of learner language use created by the
CLT approach, it was still debatable whether such approach contributed to effective

language learning in secondary schools in Malawi.

2.4 LANGUAGE TEACHING IN MALAWI

Chimombo (2003) has presented a comprehensive picture of the developments in
the teaching of English since the inception of formal education during the colonial
period through Banda’s 30-year rule up to the first five-year term of the new
multiparty regime in 1994. Citing Alpers (1972), S. Chimombo (1980) and Matiki
(1991) M. Chimombo (2003) has pointed out that the teaching of English was not a
priority in the koranic schools established by Arabs in Yao speaking areas. The aim of
the koranic schools was the promotion of literacy in Arabic in order to read the koran.

On the other hand, the mission schools in the northern region were using
Chitumbuka as a medium of instruction. Chimombo (2003) citing Kayambazinthu
(1995:61) says that the mission schools ‘had a substantial English language
component.” The Henry Henderson Institute, founded by the Established Church of
Scotland in Blantyre, southern Malawi, in the late 19" century started with Chinyanja
as a medium of instruction and moved on to English as a medium of instruction (K.
Ross 1997, personal communication cited in Chimombo, 2003). Citing Vail and White
(1989) Chimombo (2003) has summarised the missionaries’ position on the teaching
of English by saying that in central Malawi, the French-speaking Roman Catholics and
Africaans-speaking members of South Africa’s Dutch Reformed Church were both

committed to policies that de-emphasised the use of English.
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The differing mission/religious language policies had an impact on the value
accorded to the English language. According to Chimombo (2003:42) ... ‘the late
President Banda insisted that English must be taught from standard 1, not as was
recommended by the Ministry of Education’s Primary Curriculum Review English
Syllabus Committee in 1988, from Standard 3. On the other hand, the UDF
government eased the ban of vernacular languages other than Chinyanja in primary
education early 1996. Therefore, the promotion of learner participation in the
implementation of the CLT approach should be seen in the context of the unstable
language policies in Malawi’s education system.

Since the inception of formal education in Malawi, the English language syllabus
was based on the audiolingual method. However, the need for a change of the syllabus
was spelt out in the Education Development Plan (1985-1995). The plan emphasized a
new approach to language teaching in Malawi. In fact, one of the goals articulated in
the plan stressed the acquisition and development of permanent language literacy
(Ministry of Education, 1985). The plan was used as the basis for the review of the
primary school language curriculum which was implemented in 1992. This was
followed by similar changes in the secondary school English syllabus as the then
Principal Secretary for education pointed out in the foreword to the new syllabus. The
Secretary said: ‘The review of the primary education curriculum has also made the
review of the secondary education necessary” (Language syllabus, 2002:1). The CLT
curriculum was implemented in secondary school in 2002. The need for the
achievement of interactive learner participation as required in the CLT approach

should be seen in the light of the dithering language policy in Malawi.

2.5 THEORETICAL CONTEXT

2.5.1 Language Teaching and Learning Theories

In order to understand learner participation in the implementation of the CLT
approach, it is necessary to look at language theories and how they relate to language
teaching and learning. In fact, English language teaching methods have an implication
on the role of both teachers and learners in the language classroom. As Chimombo

(1984:1) has put it, ‘Language teachers need to know what they consider language to
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be, because their view will affect how they teach language and...how their students
learn it.” Despite Chimombo’s (1984) theoretical view of language teaching, it should
be appreciated that in practice, language teaching is determined by the motivation
behind it. Kholowa (1999) has rightly stated, the teaching of English in Malawi is
aimed at preparing the learners for the national examinations. Therefore, the
requirements of the examination (s) determine the areas of focus in the teaching and
Jearning of the English language in Malawi.

Chimombo (1984) has stated that the relationship between language theories and
language learning theories can be properly analysed by using Mackey’s framework.

Chimombo’s (1984) adapted version of Mackey’s framework is presented in figure 2.1

below.
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Figure 2.1 A framework for the analysis of linguistic theories
(Adapted from Mackey 1976: 8-10 by Chimombo, 1984:2)

According to Chimombo, (1984) the framework in figure 2.1 gives a
comprehensive definition of language (Brown 1980:5 cited in Chimombo 1984:2). In
the definition, language is an essentially human form of behaviour (A2,
Experience—Content) which makes use of a system (BD, Form) of communication

(AB, Content, and probably CD, Expression, too) consisting of arbitrary symbols, both
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vocal and visual (C, Expression—Substance), which have been assigned meaning (BD,
Form) by a speech community (A1, Phenomena—Content).

However, in order to understand the implications of the different language
theories for language learning, it is necessary to discuss the language theories in
relation to the language learning theories. The language learning theories are presented

in figure 2.2 below.
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Figure 2.2 A framework for the analysis of language learning
theories (Chimombo 1984:7)

Chimombo (1984) has said that the framework in figure 2.2 relates to learning
theories in the following way: Area Al (Cognitive—Internal-Meaningful) is that area
of learning which is seen as purely mental and it reflects the rationalist’s view of
learning or the cognitive view which advocates the role of the innate Language
Acquisition Device. The Gestalt view covers Areas A and B (Meaningful-Learning).
Area D1 (Physical-Learning—Rote) is the area of learning which is seen as observable

like the stimulus—response or empiricist’s (classical behaviourist’s) view of learning.
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The neo-behaviourists have attempted to add Areas C1 and C2 (Cognitive—Internal
Rote + Affective—Internal-Rote) and D2 (Social-External-Rote) to D1 in order to
account for language learning and the role of motivation in learning. The humanist
psychologist’s view of learning embraces all areas of the framework, cognitive,
physical, and social.

The next section presents a synthesis of the language theories in figure 2.1 and
the language learning theories in figure 2.2.

Different language theories have revealed different views of teaching and
learning methods. Inescapably each of the teaching and learning methods has a bearing
on the roles of both the teacher and the learners in the language classroom. The
discussion will start with audiolingualism, then cognitive approach and end with the
more recent humanistic approaches to language teaching,
Counselling—Learning/Community Language Learning and the Silent Way and the
Notional-Functionalism. This approach is similar to the one adopted by Chimombo
(1984) and is relevant to the current study because it will assist the reader to appreciate
the developments in language theory and their implications for language learning.

Audiolingualism was based on the descriptive, structural, and contrastive
linguistics of the fifties and sixties. Language learning was considered as stimulus and
response, and reinforcement with an emphasis on error-free learning. According to
Fries (1945: 3) cited in Chimombo (1984:3), the learner has learned the foreign
language when he has ‘within a limited vocabulary mastered the sound system. .. [and]
made the structural devices... matters of automatic habit.” In this approach the learner
learns the language and not about the language. As Chimombo (1984) has noted, the
audiolingual view of language belongs in Mackey’s area D, Expression—Form (Figure
2.1). Audiolingualism does not pay attention to Expression area C, D, because that is
not directly observable in the system of the language. As a result, the learning in the
audiolingualism belongs in Area D (the behaviourist view of learning). It involves rote
learning, Area C2, D1, in figure 2.2. The learning is mechanical since it involves
repetition and imitation and the students do not have to understand what they are
learning. The mechanical nature of the learning diminishes the role of the teacher in

the lesson. As a result, a tape in a language laboratory could easily replace the teacher.
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The learner ‘learns’ the target language passively by merely responding correctly to
the stimulus.

The cognitive approach developed as a reaction to audiolingualism’s emphasis on
teaching the structures of the target language. Therefore, the cognitive approach
emphasizes the teaching of the rules of the target language. The learner is required to
use the rules of the language to analyse and understand the sentences s/he is presented
with. Consequently, the cognitive approach is based on meaningful learning Area A,

B. Chimombo (1984) has cited Chastain (1976) and Ausubel (1968) as distinguishing

between rote and meaningful learning and reception and discovery learning.

Meaningful learning involves the integration of new material into the learner’s
cognitive structure, covering Areas A and B (Meaningful learning) figure 2.2. Unlike
in the audiolingualism, in the cognitive approach learners are required to understand
what they are required to do. The learners apply rules they have been taught and the
learning moves from competence to performance. Learner errors constitute the
developmental process of language learning. Nevertheless, the cognitive approach
emphasizes skill-getting activities in which the learning is still at cognitive level in
Areas Aland C1 in figure 2.2. Such learning results in learning in which the learner
passes examinations but is unable to use the language in social interaction. The
problem is that the learner has not yet moved to skill-using activities, which require
genuine social interaction, Areas B2 and D2 in figure 2.2.

The humanistic approaches. Counselling—Learning/Community Language
Learning and the Silent Way emphasize the development of the learner’s abilities

through the use of the target language. During language learning, the system of the

language emerges spontaneously through the use of the target language. According to
Chimombo (1984) Curran’s view of language presented in
Counselling—Learning/Community Language Learning covers Mackey’s Areas A and
B, Content and probably Areas C and D, Expression in figure 2.1. In terms of language
learning, the two theories give the learner control over the learning. Chimombo (1934)
has cited Gattegno (1972) as emphasising the need for the learner to develop his own
‘inner criteria,’” thus covering Areas A and C, Internal learning in figure 2.2. In
addition, by emphasizing the learner’s use of the target language, the two approaches

pay attention to the affective aspect of language learning found in Areas A2 and C2.
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Finally, notional-functionalism emphasizes the learner’s communicative
competence. The notional-functional view of language covers Areas A and B
(Content) and areas C and D (Expression) because it is concerned with total language
behaviour and not the structures of the language. Therefore, notional-functional is
concerned with all the four areas in figure 2. 1: namely areas A, B, C, and D; Area A
represents the situation, Area B the context, Area C the material sign, and Area D the
formal sign. Areas A and C (Substance) thus represent use, and Areas B and D (Form)
usage.

However, the notional-functionalism has no clear view of learning due the
overriding concern with language. The teaching is expected to respond to the
communicative needs of the learners. Language learning is viewed as socialization
covering areas B2 and C2 in figure 2.2.

The foregoing discussion of the language theories and the learning theories has
revealed variations in the role of the teacher and the learners. Audiolingualism
concerns itself with Area D of both the language framework and learning framework.
In the teaching and learning the teacher is the provider of information while the learner
is the recipient of the content which s/he repeats without understanding. The cognitive
approach’s view of language covers Area D. but its view of learning covers Area Al
and C1. Due to its concern with communicative competence, it also covers Area B of
the language framework and Areas B2 and D2 of the learning framework. In the
classroom, the teacher assists the learner to understand the rules of the target language.
Therefore, the approach focuses on meaningful learning. The view of language in
Community Language Learning covers Areas A and B (Content), it also extends to
areas C and D (Expression), while the view of learning covers all the four areas of the
learning framework. For this reason, the teacher has to assist the learner to know how
to use the target language while the learner has to use the language in his/her
communication. The Silent Way’s view of language matches that of audiolingualism,
but its view of learning is similar to that of Community Language Learning. Then, it
means that while the teacher is expected to provide the learner with information about
the language, the learner is expected to use the language in his/her communication.
Notional-functionalism covers all the areas of the framework like Community

Language Learning but its view of learning is similar to that of the cognitive approach.
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Although the teaching focuses on the functions of language, the learner is expected to
know the rules of the language without any emphasis on the use of the language. In
CLT approach, both the views of language and learning conform to those of the

Community Language Learning.

2.5.2 Second Language Acquisition (SLA)

Interaction in the language classroom is aimed at language teaching on the part of
the teacher and L2 learning for the learner. According to Ellis, (1987) ‘second
language acquisition” (SLA) refers to the subconscious or conscious process by which
a language other than the mother tongue is learnt in a natural or untutored setting. The
study of SLA is directed at accounting for the learner’s competence by investigating
how a learner performs when he/she uses a second language. In this research the
interest was to explore how the implementation of the CLT approach promoted learner
participation in classroom discourse in the cases in question. Second language
acquisition is sometimes contrasted with second language learning (Ellis, 1987). The
term ‘acquisition’ is used to refer to picking up a second language through exposure,
while the term ‘learning’ is used to refer to the conscious study of a second language.

Chimombo (2003) has said that second language learning can be explained using
a contextual framework adapted from Mackey (1967) by Chimombo (1986). Figure
2.3 below presents Mackey’s framework adapted by Chimombo (2003) as the

framework for the analysis of learning and contextual theories.
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Figure 2.3 A Synthesis of the frameworks for the Analysis of Learning
and Contextual Theories
The framework in figure 2.3 has implications for the learning theories that have

been discussed below.

2.5.3 Reception Based Theories

There are two hypotheses which account for language acquisition based on the
input to which the learner is exposed. In the first place, input refers to the target
samples to which the learner is exposed and it contains the raw data which the learner
has to work on in the process of language construction (Ellis, 1990). The first
hypothesis states that the learner acquires those structures to which the learner is
exposed frequently. Among these are formulaic expressions. These consist of
‘expressions which are learned as unanalysable wholes” and employed on particular

occasions, for instance greetings and their responses. In the early stages of language
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acquisition the learner uses a strategy of pattern memorization after attending to the
input. This is possible because the patterns are frequent and each pattern is linked to a
communicative function which the learner is motivated to perform (Lyons, 1968, cited
in Ellis 1984). The pattern practice was typical of the audiolingual method. The second
is the input hypothesis. Krashen (1981a; 1982) and Long (1983b; 1983c¢) cited in Ellis
(1986) argue that SLA depends on the availability of comprehensible input before the
learner’s internal processing mechanism can work. In figure 2.1 the internal language
processing presented in Areas Al and A2 as internal learning/ receptive learning.

Krashen (1982) argues for comprehensible input in the form of the /nput
hypothesis. According to Krashen (1982), comprehensible input is central in the
Monitor Model. He argues that for SLA to take place, the learner needs input that
contains exemplars of the language forms which according to the natural order are due
to be acquired next. However, Krashen’s (1982) rejection of the contribution of output
in SLA weakened his argument and it has been a source of intense criticism. Swain
(1983) cited in Ellis (1986) argues that the Input hypothesis fails to recognize the
importance of comprehensible output as an important factor in language learning. In
effect, Krashen’s position is in sharp contrast to the ideals of the CLT approach, in
which learner output (External Learning in figure 2.3) is considered very important in
language learning.

On the other hand, Long (1983a cited in Ellis, 1986) argues in favour of the
Monitor Model. The argument is presented from three standpoints: firstly, access to
comprehensible input is characteristic of all cases of successful language acquisition;
secondly, greater quantities of comprehensible input result in better acquisition; and
thirdly, lack of access to comprehensible input results in little or no acquisition.
Research has shown that the quantity of the input contributes to learning. Nells (1979),
quoted in Ellis (1986), in a study of L2 acquisition, found that the amount of adult
speech addressed to the learner helped rapid learning. However, in the classroom this
depends on availability of comprehensible input. Another important aspect in language
learning is the quality of the input. Therefore, the language addressed to the learner
should be a model of the target language. Nevertheless, the low linguistic performance
of most of the learners would compromise the input during group discussions. Another

factor which contributes to the use of the input for acquisition is the need to
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communicate. Unlike the L1 learner who needs to communicate in order to understand
his or her environment, the L2 learner’s need to socialize in the target language is
reduced due to the availability of the L1. However, in situations where the target
language serves as the medium of communication and the target instruction, there is a
strong need to communicate for transactional purposes, and this facilitates L2
acquisition. The use of the target language for socialization is found in area B2 in the
framework presented in figure 2.3. The use of the target language is, according to the
framework, an external manifestation of learning. Unfortunately, in most secondary
schools in Malawi, English is used in the classroom only while the learners use the L1
in all their social interactions outside the classroom. This diminishes the need to

socialize in the target language and impedes effective language learning.

2.5.4 Production Based Theories

The proponents of the output hypothesis consider learner utterances as an
important factor in the acquisition of the L2. In figure 2.3 learner output is presented in
area B1, B2 as productive performance which is an external manifestation of learning.
Learner output is the theory on which the CLT approach is based. Swain (1985), cited
in Ellis (1990), argues that the learner needs the opportunity for meaningful use of her
linguistic resources. In this connection, Swain (1985) outlines three roles of output:
The first is that the need to speak in a precise, coherent and appropriate manner
encourages the learner to develop the necessary grammatical resources. Secondly,
output provides the learner with the opportunity to try out hypotheses to see if they
work. This view supports learner strategies in L2 acquisition (Ellis, 1986). Ellis has
presented hypothesis testing as manifested through learner performance. The process
of hypothesis testing begins when the learner attends to L2 input and compares it with
his own hypothesis. Then the learner produces L2 utterances containing rules
representing the hypothesis he has formed and assesses their correctness in terms of the
feedback received. This shows the importance of error correction in the language
classroom, which is done by the teacher, but is not encouraged in the CLT approach
due to the need for the learners to use the target language in their communication

without interruption.
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Secondly, through interaction, the learner elicits a repair from his interlocutors by
either confirming or rejecting an initial hypothesis. So, the revision of the language
rule is a result of the learner responding to evidence that requires modification of the
hypothesis. Swain (1985) also says that production may help to force the learner to
move from semantic processing to syntactic processing. As Hatch (1978b: 404) quoted
in Ellis (1990:93) has put it: ‘One learns how to do conversations, one learns how to
interact verbally, and out of this interaction syntactic structures are developed.” Swain
(1985) has exemplified the argument on the output hypothesis by referring to the study
of the Development of Bilingual Proficiency Project (Swain et al., 1989, quoted in
Ellis, 1990) where French-L2 immersion students failed to achieve native speaker
grammatical competence, not because they lacked comprehensible input, but because
they had limited opportunities for speaking in the classroom and were not pushed in
the output. The conclusion drawn from this argument is that production will aid
acquisition only when the learner is pushed—opportunities to speak in themselves may
not be sufficient. However, the assumption in the implementation of the CLT approach
is that the pair and group discussions used create the opportunity for ‘all’ the learners
to participate in classroom interaction. But it remains to be proved if the learners are

pushed to participate in the discussions.

2.5.5 Cognitive Theory and Second Language Acquisition

While the input and output hypotheses consider the language data available to the
learner and the learner’s utterances respectively, the cognitive theory attempts to
explain how information is processed and retrieved in the mind of the language
learner. (Area Al Cognition, Internal learning in figure 2.3). The theory has three basic
principles, which explain language learning. The first is the representation of new
knowledge. According to Weinstein and Mayer (1986), in Ellis (1990), new language
is acquired in two stages. When exposed to the target language, the learner selects
which features to pay attention to and transfers this information into the short-term
memory. However, this depends on the availability of comprehensible input. Then, the
learner acquires some or all of these features by transferring the information into long-
term memory for permanent storage. Still, it can be argued that this depends on

whether the information is new or not. On this point, Ellis (1991) says that this stage is
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aided by the availability of ‘models’ in the target language. At this point, it is arguable
whether the learner interaction during pair or group discussion promoted in the CLT
approach provides the learner with the right models.

The second principle of cognitive theory involves developing the ability to use
the knowledge. The information transferred into long-term memory is not available for
use in all performance conditions. This is due to two factors. The first is the distinction
between controlled and automatised processing. Learning involves automatisation of
memory nodes so that information which is available through controlled processing
can be handled spontaneously. Automatisation is the ease with which the learner uses
the L2 and it happens when the learner has internalised the rules of the target language.
So, unless automatisation has been achieved, the learner will depend on controlled
processing to use his/her knowledge of the language. The learners who have not
reached the automatised stage will not participate effectively during group discussions
since they will not be fluent in the language.

The second factor involves declarative and procedural knowledge. According to
Anderson (1980; 1983; 1985, cited in Ellis, 1990) declarative knowledge involves
‘knowing that—and it consists of information like definitions of words, facts, rules and
so on. On the other hand, procedural knowledge involves ‘knowing how’—and is
represented in memory in terms of ‘production systems’ consisting of a condition and
an action. In this case, the learner’s ability to use the language effectively depends on
the knowledge of the language system and how to use the rules effectively. Anderson
(1985) identifies three stages in the learning process in line with the cognitive theory.
The first is the cognitive stage where the learner makes use of a conscious activity to
acquire the L2. As such, the learner can describe the knowledge verbally. This is
followed by the associative stage where errors in the original declarative knowledge
are detected, corrected and the knowledge is procedurized. In the autonomous stage,
performance becomes totally automatic and errors disappear.

The third principle is the integration of the knowledge. Karmiloff-Smith (19806)
cited in McLaughlin (1987) describes how the acquisition of new information leads to
a restructuring of the learner’s knowledge system. The organization of the content
learnt is achieved as the learner attempts to simplify, unify and gain control over the

internalised knowledge. The third stage is when the learner has achieved balance
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between the environment and the mentalist influences without threatening the
knowledge system. This could be when the interlanguage rules are independent of «
input. It is also at this point that corrective feedback will not have any effect on the

learner’s language. According to Ellis (1987) this is when the interlanguage has

reached the fossilization stage. Therefore, it is imperative that the learners should be

provided with input of the right quality which might not be available during group

discussion as most of the learners struggle to express themselves in the target

language. Hence the learner’s language could reach the fossilization stage before s/he

has internalised the rules of the language.

The preceding theories challenge the contribution of learner participation in i
classroom discourse. All of them emphasize the role of the linguistic input available to 1
the language learner for language acquisition and the learner’s performance shows |
his/her ability in the target language. The teacher’s contribution is central in providing l
the input and feedback on the learner’s performance. Therefore, the emphasis the CLT
approach places on learner participation in pairs and groups plays down the |
contribution of the teacher in the development of the learners’ competence and |

performance.

2.5.6 Studies Based on Interaction Analysis Categories

This study used the adapted version of Flanders’ (1970) interaction Analysis
Categories. According to Newman (2001) Flanders’ Interaction Analysis Categories
(FIAC) consist of 10 categories of communication, which include all communication
possibilities. These are broadly divided into ‘Teacher talk’ with seven categories,
“Pupil talk’ with two categories and “silence or confusion.” However, these categories
were too broad for the purpose of the current study. An adapted version of Flanders’
system (1970) used by Rost (2000) was the one readapted for this particular study.

It is worthy noting that there are a number of studies which have been carried out
using Flanders’ Interaction Analysis Categories, but in each case, the categories had to
be adapted for the particular study. According to Rozycki (1999) the adaptation of the
system depends on the aims of the research, the research questions and the theoretical
framework of the study. Daud (1994:1) proved the need for adaptation of the system

by showing that the system in its original state ... may not be adequate for the purpose
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of observing teachers who are using computers as an aid in teaching’ Therefore there
was a need to add some categories to incorporate the computer.

Rost (2000) adapted the Flanders’ Interaction Analysis Categories and called it
the Verbal Interaction Categories System (VICS) and used it to analysed teacher
learner interaction in Satellite-Delivered Extension Educational Presentations. The aim
was to find out if the distance between the instructor and the students led to a reduction
of instructor-student interaction. According Rost (2000) the distance had no effect on
the interaction interactions as he says that: ‘The findings show that the interaction
levels of a distance-delivered Extension Service educational class session can

approximate the interaction levels of a traditionally delivered class’ Rost (2000:6).

The system was also used in the study of differences between expert and non-
expert problem based learning (PBL) tutors at the University of Michigan medical
school, (Davis et al., 1992) where it generated information which proved that although

the curriculum was learner centred, the teaching was teacher/tutor centred.

2.5.7 Analysis of Classroom Discourse

Discourse analysis aims to discover speech rules and to describe the conversation
structures that the speech rules generate. Coulthand (1985), cited in Griffiths (2002) 1
emphasizes that discourse analysis is also concerned about the relationship between the
discourse and the speakers and hearers by and for whom it is produced. The interest in
discourse analysis is to examine how speakers take and relinquish the role of speaker,
how social roles affect who speaks when and what they talk about, how non-verbal
signalling works and the form of utterances is conditioned by the social relationship
between the participants. These forms of discourse can be applied to the classroom
situation and can provide information on the interaction patterns in the classroom. In
this study the aim was to determine the extent of learner involvement in classroom
discourse.

According to Chimombo and Roseberry (1998) classroom discourse is a form of
education discourse which takes place in a school context. An analysis of classroom
discourse reveals the inequality in the power relations between the teacher and the
student. Chimombo and Roseberry (1998) have discussed a number of factors to be

considered in the analysis of the interaction patterns between the teacher and the
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students in the classroom. Some of the factors which are relevant to this study are
discussed briefly in the following section. In the classroom, the teacher and the
students are the discourse participants. Although the teacher can be said to be the
producer of the lesson, he is not the sole producer because he/she uses various
textbooks which were written by other people, the authors are co-producers of the
lesson. On the other hand, the students are the interpreters of education discourse.
Chimombo and Roseberry (1998) have quoted Hechman (1 987:66) as pointing out
that many teachers still perceive students as passive recipients of the knowledge which
the teachers impart. However Hehman (1987) reported on a study of a school system
where there was a major shift in perception of students. The shift in the role of the
students has to do with learner active involvement in the classroom as is required in
CLT approach.

People’s perception of the teaching-learning process is two dimensional. Some
people see the teacher as all-powerful and controlling all the knowledge imparted to
the learner. such a view is the one in the audiolingual approach to language teaching.
The other view of the teaching-learning process considers the students as active
participants in the construction of knowledge as is the case in CLT approach. Purpose
and intent are other aspects reflected in classroom discourse. In the classroom, the
purpose and intent of the lesson are communicated through structuring moves. Bellack
et al. (1966), cited in Chimombo and Roseberry (1988) identified four specific moves
used by teachers in the classroom, namely: structure, solicit, respond and react.

Some studies of classroom discourse have focused on move structures. Griffiths
(2002) has said that Sacks studied question and answer sequences in the classroom
and discovered that the pattern of exchange between the teacher [T] and pupil [P] was
not T-P, T-P, T-P as initially believed, but rather T-P-T, -P-T, T-P-T. Griffiths (2002)
citing Coutlhard (1985) has said that the T-P-T pattern explains the fact that teachers
talk for an average of 75% of the talking time within the frame of typical classroom
discourse.

According to Sinclair and Coulthard cited in Griffiths (2002) the interaction in
the classroom can be divided into initiation options [informative, directive and
elicitation] and the appropriate pupil responses [acknowledge, react, and reply] with

further opinions to be expressed where required [accept, evaluate and comment .
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Another aspect of classroom discourse is turn-taking, where teachers may nominate a
child to answer a particular question, or a child may bid for the chance to answer the
question by raising his/her hand and/or shouting *Sir/Miss.”

Galton et al. (1980) cited in Tann (1991:16) and recited in Griffiths (2002:5)
revealed the precise nature of teacher-talk by providing a detailed analysis of the
ORACLE Project. They state that the discourse is mostly task-oriented, such as giving
information (generally to the whole class), instruction (usually to a group) and
feedback (most often on an individual basis). The project found that 44.7% of teacher
utterances were statements of which 15.4% were information giving 28% were task
directions or instructions, while 14.5% related to classroom routines.

The foregoing discussion has shown that in an attempt to understand the
interaction between the teacher and the learners, researchers have focused on different
aspects of classroom discourse. As for this study, the focus was on the extent of

learner participation in classroom discourse.

2.6 PARTICIPATION

One of the key terms in this study was ‘participation,’ the term is also found in
the title. The Longman Dictionary of Contemporary English (1984:780) defines
participation as ‘the act of taking part or having a share in an activity or event.’ And
the Thesaurus: English (U.S.) on line defines it as contribution and it is similar to
‘chipping in’, ‘input’ ‘involvement’, and ‘share’. When taken to the classroom, the
‘activity” or ‘event’ is classroom interaction in which the teacher and the learners take
part. According to Van Lier (1988:92) ‘when observing the behaviour of those present
in the L2 classroom. one of the salient characteristics is the participation in the
interaction that goes on there.” However, participation in language classroom can
either be covert or overt. Despite this evasiveness ... ‘it is useful to describe active
participation in the classroom, since it is a prerequisite for interaction and hence
communication...’(Van Lier, 1988:93).

Learner participation in classroom interaction is central to the CLT approach.
According to Johnson (1982) learning in CLT approach is based on communication,

task and meaningfulness. In this case the learning activities in the CL'T approach are
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expected to... ‘engage learners in communication, require the use of such
communicative processes as information sharing, negotiation of meaning and
interaction’ (Richards and Rodgers, 1988:76).

In this study, therefore, participation was taken to mean learner talk in the
classroom, the other activities which did not involve speaking (e.g. writing an exercise,
silent reading) were not considered as ‘learner participation’ simply because they did
not involve the production of utterances which were the basis for quantifying learner
participation in the classroom. Nevertheless it was felt that the other covert forms of
participation could be analysed outside this study by focusing on time as a factor rather
than utterances. However, due to the nature of classroom interaction, learner talk
cannot be discussed in isolation because of the presence of the teacher who plans and
controls classroom interaction. Therefore, learner talk is discussed in relation to

teacher talk.

2.7 CHAPTER SUMMARY

The foregoing literature review has put learner participation in classroom
discourse in the context of language teaching and learning. The theories have shown
that learner participation in the language classroom is the learner’s physical linguistic
manifestation of the L2 knowledge. Prior to this, the learner requires input to activate
the language processing mechanism. In the language classroom, the teachers play a
central role in shaping the learners’ L2 knowledge. Therefore, such a role cannot be

transferred to the learners as purported in the CLT approach.
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CHAPTER 3

3 RESEARCH METHODOLOGY

3.1 CHAPTER OVERVIEW

This chapter outlines the methodology used in this study including the data
collection methods. The study was based on a multiple case approach and the data was
collected from four form three classrooms in secondary schools in Blantyre district.
The case study approach was used in this study with full knowledge of the weaknesses,

but it was ideal due to its strengths. The data was both qualitative and quantitative.

3.2 RESEARCH DESIGN
The study used a multiple case study approach to investigate whether the
implementation of the CLT approach has led to increased learner interactive
participation in the language classroom and find out the problems both the teachers and
the learners were facing in the implementation of the approach. The use of the case
study approach was due to the need for data gathered in a real-life context, in this case,
the language classroom. As Yin (1984) puts it, the case study research method is an
empirical inquiry that investigates contemporary phenomena within the real-life
context and uses multiple sources of evidence to gather data. The emphasis is on the
contextual analysis of a limited number of events or conditions and their relationships.
Therefore, in order to obtain a comprehensive picture of the interaction patterns in the
language classroom, a multiple case approach was ideal for the study. The data |
gathered from the classrooms in the four cases provided information for a comparative
analysis on the implementation of the approach in the cases in question. The classroom
observations and recording of the lessons provided in-depth information on the actual |
interaction between the teachers the learners during the lesson. |
However, the case study as a research design has been criticized from a number
of viewpoints, one of them being that the dependence on a single case renders it
incapable of providing conclusions which can be generalized. Gidden’s view presented

by Yin (1993) is that case methodology is ‘microscopic’ because it lacks a sufficient
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qumber of cases. But Hamel (Hamel et al., 1993) and Yin (1993; 1994) have argued
forcefully that the relative size of the sample whether 2, 10 or 100 cases are used, does
not transform a multiple case study into a macroscopic study, but the goal should be to
establish the parameters which should be applied for interpreting similar cases.
Consequently, even a single case is acceptable. Therefore this study used the multiple
case approach (4 classes taught by 4 teachers) to get a picture of effectiveness of the
implementation of the CLT approach. The case study has also been criticized for
lacking reliability as different researchers might come to different conclusions. In
addition, the critics have argued that it is difficult to check the observer’s analysis.

Despite these and other criticisms, researchers have used the case study research
method for many years across a variety of disciplines. This derives from the strengths
of the case study research regardless of the criticisms. In fact, Anderson (1999) argues
that the criticisms are not true, because the case study method is valid and rigorous.
This position is similar to what Yin (1989a) states that the applicability of the results is
due to the set of methodological qualities of the case and the rigor in the construction.
In this study, lessons were recorded using a portable tape recorder, and field notes
were taken to capture all aspects of interaction during the lessons. Questionnaires were
also administered to get information on different aspects of classroom interaction. The
use of multiple methods in the data collection was meant to gather detailed information
required in the study. In a nutshell, the case study approach was appropriate because of
the need to gather data in the classroom in order to analyse the extent of learner

participation in the implementation of the CLT approach.

3.3 SAMPLING

In the data collection the researcher used purposeful sampling and the sample
which was used is what Palton (1990), quoted in Anderson (1999), calls ‘convenience
sample.” This is a sample, which is accessible to the researcher and has the required
characteristics. In this study, the interest was on form three classes. So, secondary
schools in Blantyre district were convenient and had the characteristics sought in the

study. Out of the ten government and grant-aided secondary schools in Blantyre, four
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were chosen randomly as a sample for the study, three from the urban and one from the

rural area. Table 3.1 presents the profile of the teachers in the study.

Table 3.1 Profile of the teachers in the study

Experience
Case Textbooks Nature Sex & Age Qualifications Primary Sec. Subjects No. of
No. used of school periods
per wk.
One Step Ahead Government Male, 34 Diplomz\—Domasi 8years 4 years Chichewa 23
Integrated (Urban) 2002 &
English English
Two Integrated Government Male, 32 Diploma—Domasi 15 yrs 1 year Chichewa 28
English (Rural) 2003 &
English
Three Step Ahead Grant-aided Female, 46 Diploma—Domasi 19yrs 1 year Chichewa | 22
(Urban) 2003 &
English
Four Integrated Grant-aided Female, 41 Diploma—Domasi 17yrs 3years | Chichewa | 24
English (Urban) 2001 &
English

three were from the urban
were m
were initially teaching in primary school before they went for

course and started teaching in secondary.

being a s
language classroom. Secondly, since it was a senior
how the learners were being prep
and employment op
pressure of national examination, so the probability of using non-tra

methods, in this case, the CLT approach would b

In table 3.1 the reader will notice that out of the four schools used in the study,

The choice of form three classes was due to three reasons: firstly, it was felt that

and one from the rural area. There were four teachers, two
ale and two female and their age ranged between 34-46 years. All the teachers

a three-year diploma

enior class, the learners would probably be receptive to participation in the

class, it would create a picture of

ared for effective communication in tertiary education

portunities. The other reason was that in this class there is little

profile of the learners in the classrooms in question.
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Table 3.2 Profile of the learners in the study

Case No. | Nature of school Number of students Age rangLJ

One Government (Urban) | The enrolment was 54 but 16-21 years
attendance ranged between
38-43 pupils.

Two Government (Rural) | The enrolment was 43 but 41 16-22 years
pupils were present.

Three Grant-aided (Urban) | The enrolment was 46 and 15-20 years
all were present.

Four Grant-aided (Urban) | The enrolment was 48 but 45 15-21 years

s pupils were present.

In figure 3.2 the reader will see that the enrolment ranged between 43-54 pupils
per class. During the observations most of the pupils were present. The age range of

the pupils was 15-22 years.

3.4 PILOT STUDY

Before embarking on the study, the research instruments were first piloted to test
their efficacy in revealing the aspects being sought. Although the researcher
administered the questionnaire for the learners, it was discovered that most of the
learners had some problems understanding some of the items, especially responding to
those questions that required explanations. As a result, in the actual study, there was
only one item which required the learners to give the problems they face when they
held discussions in pairs and groups.

As for the recordings, there was a technical problem at one of the schools where
it was piloted. The lesson had not been recorded because the microphone was not
inserted properly into the tape recorder. When this was done, the next lesson was
recorded clearly. After transcribing the lesson it was noted that the framework adopted
for the coding of the utterances, could not cater for all the interactions. This was the
original version of the Flanders® Interaction Analysis Categories (Flanders, 1970).
Then the researcher had to explore other analysis categories, which were exhaustive,
hence, the re-adaptation of Rost’s (2000) adapted version. The adapted version of the

Flanders’ system is presented in table 3.3.
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Table 3.3 FIAC adapted by Rost, (2003: 3)

1. Lecturing—presenting information;
2. Giving instructions;
Teacher | 3. Asking a question;
talk 4. Responding by accepting an idea from a student;
5. Responding by rejecting an idea from a student.
6. Learner initiates talk with teacher;
7 Learner initiates talk with another learner;
Learner 8. Learner responds to question or comment from the teacher;
talk 9. Learner responds to question or comment from another learner;
10. Silence-no talking in the classroom;
Silence 11. Confusion—everyone talking at once. _J

The categories in table 3.3 were readapted to include some aspects, which

emerged from the data and were important in the analysis. The readapted version is

presented in table 3.4 below.

Table 3.4 Flanders’ (1970) Interaction Analysis Categories Adapted for the

study.
| TEACHER- 1. Lecturing: where the teacher provided information to the learners

LEARNER aimed at language teaching.

INTERACTION 2 Teacher questions: all the questions the teacher asked during the
lesson.
3. Learner responses
4 Learner language errors: the learners’ utterances which deviated
from the rules of the target language.
5. Learner code-switching: where the learner used L1 in his/her
utterances.
6. Correcting learner language errors. the teacher’s feedback aimed
at correcting the learners’ errors.
7 Learner initiates talk with teacher: where the learner asked a
question to the teacher or ‘commented’ on what the teacher had said.
| Learner initiates talk with another learner;: Where the learner
asked a question to another learner

LEARNER- 2 Learner responds to question from another learner.

LEARNER :

INTERACTION 3.Regulated talk: where the learners were giving each other chances

to speak-controlled turn taking.

rules of the target language.

4. Disorderly talk: where 2 or more learners were speaking at once.
5.Language errors: the learners’ utterances which deviated from the

6.Code switching: where the learner used L1 in his/her utterances. J
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However, the adapted version in table 3.4 shows that the last two categories ViZ.
silence and confusion/noise were left out because they were beyond the scope of this
study although they can be a subject for further research to investigate what preceded
and followed the silence. And for the confusion or noise, one would be interested to

investigate the causes and how normalcy was restored.

3.5 DATA COLLECTION

As Yin (1984) has said that a case study uses multiple sources of evidence to
gather the data, the current study used four techniques of data collection. This was
done to ensure triangulation in the data collection. Cohen and Manion (1998: 233
have defined triangulation as “the use of two or more methods of data collection in the
study of some aspect of human behaviour”. In this study, considering the effect the
presence of the researcher might have had on both the teachers’ and the learners’
behaviour, it was necessary to triangulate the data collection methods. In fact Cohen
and Manion (1998) have stressed that the complex nature of human behaviour and
interaction necessitate the use of multiple sources of data in research which deals with

any of these phenomena. For this reason the data collected was both qualitative and

quantitative.

3.5.1 Access and Acceptance

Before going into the classroom to collect the data, the researcher first sought
permission from the Regional Education Office for the South West Division where an
acceptance letter was obtained (Refer to Appendix 1). This was in keeping with what
Cohen and Manion (1994: 354) call the principle of informed consent which 1s
important in the initial stages of the research project where “access to the institution
organisation where the research is to be conducted should be accepted by those whose
permission one needs before embarking on the task.” On arrival at the schools, the
researcher met the head teacher who then introduced the researcher to the head of
languages. After knowing what the researcher was looking for, the head called the

teacher whose lessons were later observed. The discussion with the teacher in question

was meant to ensure that there was informed consent, which Diener and Crandall
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(1978, cited in Cohen and Manion, 1994:350) have defined as ‘the procedures in
which individuals choose whether to participate in an investigation or not after being
informed of facts that would be likely to influence their decisions.’

Although the teachers were told what the researcher was looking for and assured
of the confidentiality of the information, one teacher got suspicious and wanted to see
the researcher’s notes. When the researcher showed the teacher the notes in questions,
s/he even appeared fascinated to discover that in addition to writing what both the
teacher and the learners were saying, the researcher was also attempting the exercises

the learners were doing. After this incident, there was no other problem.

3.5.2 Collecting Qualitative Data
3.5.2.1 Recording of Lessons and Field notes

The data for this study were collected in the month of June 2004. At that time,
the schools were in the second term (the middle of the school year) of the school

calendar. The specific dates for the visits to the schools are presented in table 3.5

below.
Table 3.5 Details of the Lesson Observations and Recordings.
| CASE DATES Length Number of observations & recordings
" ONE of lessons
\ SRy U L 20 minutes | Five observations and five recordings.
sdav > ) .
| ursday 10th June 2004 80 minutes
| ” % <
‘ Tiday 11th June 2004 40 minutes
‘ ednesday 16th June 2004 40 minutes
ursday 17th June 2004 80 minutes
\ Tiday 18th June 2004 40 minutes
CASE e s i 80 minutes Four observations and four recordings
Monday 21st June 2004 z
TWO : 40 minutes
Uesday 22nd June 2004 40 minutes
‘ Wednesday 23rd June 2004 20 minutes
| CASE i Al e 40 minutes Four observations and four recordings
, THREE Wednesday Oth June 2004 40 minutes
“riday 11th June 2004 40 minutes
| AU TIRUos |
Uesday 22nd June 2004 40 minutes
CASE N ot B 35 minutes | Five observations and five recordings
| 00 =
FOUR TmEagey B J65 200 35 minutes
ednesday 9th June 20 35 minutes
| 50 MUNUHCS |
ursday 10th June 2004 70 minutes
R S 70 minutes L/’_’//—J
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In table 3.5 it should be noted that the length of the lesson did not translate into a
similar length of recording because when the teacher was writing on the board, when
the learners were reading silently or doing an exercise and so on the tape was put on
pause. In other words whenever there was an activity which did not involve speaking,
the tape was put on pause.

During lesson observations in the classroom, the researcher had a portable tape
recorder, which was used to record the lesson. The recorded lesson was later
transcribed. The aim of the recording was to capture all the utterances by both the
reacher and the learners. These recordings were important considering that people
speak much faster than the normal writing speed. So, the recordings provided the
researcher the opportunity to record all the interactions in the lesson, which would
otherwise have been impossible to write in the notes. During the observations, the
researcher was also taking notes. The notes included the aspects which were important
in the interactions but could not have been captured in the recording like the items
which the teacher wrote on the chalkboard: the number of learners in the classroom
and how many were active; the number of groups formed during group discussions and
the number of those groups which presented their answers to the whole class and those
that did not. During the data collection, the researcher used a non-participant approach
by sitting at the back of the classroom without saying anything throughout the lesson,
but taking notes on the interaction and attempting all the exercises during the lesson

while ensuring that the tape recorder was working.

3.5.2.2 Collecting Quantitative Data

The quantitative data in the study was collected through the use of
questionnaires. This method was chosen bearing in mind the advantages, regardless of
the disadvantages. According to Anderson (1999) questionnaires are efficient for data
collection with a large number of respondents, as was the case in this study. The other
advantage is that the data can be analysed quantitatively using statistical methods
which are reliable because they are not susceptible to bias. They also enable the

researcher to ask a large number of questions. This characteristic was important in this

study as a way of collecting information on a number of aspects in relation to learner

participation in the classroom.
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However, questionnaires have weaknesses (Anderson, 1999). Where the

questionnaire has many questions some people do not respond to all of them due to
‘questionnaire fatigue.” Bearing this in mind, the questions were limited to the

essential aspects of the study. The other problem is that the reliability of questionnaires
depends on planning and pre-testing. The former was taken care of by considering the
comments made by the supervisor while the latter was sorted out during the pilot

study. Then the “danger’ of respondents not understanding the questions meant that the
researcher had to administer the questionnaires in the classroom by going around

assisting those who had some problems.

3.5.2.3 Questionnaires

There were two sets of questionnaires, one for the teachers and the main one for
the learners. The items in the questionnaires were set in three main areas: the textbooks
being used, the teacher behaviour, which either promoted or limited learner
participation, the learner behaviour when given an opportunity to interact, and the
problems which both teachers and the learners were facing in the implementation of
the CLT approach.

Since the questionnaires were to be administered to students in secondary school,
it was appreciated that their level of language might not be high enough to understand
complex expressions, so, the statements were simplified. Of course, some adjustments
were made after noting the problems the respondents had in the pilot phase.
Furthermore, the number of items where the respondents were required to write
sentences was deliberately limited. (Refer to Appendix 2).

The statements in the questionnaire were phrased bearing in mind how the results
would be interpreted and presented. Therefore, the Likert scales were the most
appropriate as they render the results easy to code, interpret and present (Bell, 1999).
In fact, Anderson (1999) confirms the usefulness of the Likert scales when he says that
the Likert scale is one of the most useful question form which provide an excellent
means of gathering opinions and attitudes in a short period of time and they lend
themselves to simple and effective analysis.

The researcher used twenty questionnaires per school. Among the learners in the

classroom ten girls and ten boys were chosen randomly to complete the questionnaire.
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The students’ questionnaire was backed up by the one for the teachers which each of
the four teachers completed (Refer to Appendix 3). The questions in the two
questionnaires were similar, but the only difference was that they were asked from two
different perspectives in order to capture the views of each of the two parties on learner
participation in the classroom. The questionnaires were administered on the last day of
the observation. This was meant to act as a conclusion and to avoid influencing the
interactions had the teachers and the learners known in advance what was being

sought.

3.6 DATA ANALYSIS

The responses in the questionnaires were physically counted for each of the items
and the quantities presented in a graph using Excel spreadsheet. The data from the
transcribed lessons were analysed using the classifications in the adapted version of the
Flanders’ (1970) Interaction Analysis Categories system (Refer to table 3.4).
According to the proponents of the Flanders’ Interaction Analysis categories (1970)
(FIAC), the system involves assigning a number (code/tally) to every 3 second span
ie 1 min will have 20 tallies/scores. (Newman, 2001). Rozyki (1999) says that since
all the behaviour occurs in real-time, then, there is a need to sample through time l1e. to
account for the interaction every three seconds throughout the lesson. He suggests that
the researcher should aim at coding 10-20 scorings per minute. Daud (1994) says that
the coding for every three seconds gives how much time is spent on teaching language.

This study therefore adapted the coding of the tallies, instead of coding every 3
seconds, the researcher decided that in order to focus on the actual utterances which
gave a clear picture of the nature of participation being sought, the emphasis should be
on the number of words uttered per minute by both the teachers and the learners. After
a number of trials, the researcher discovered that the number of words ranged between
54-79 per minute. This depended on the amount of silence between the utterances.
Then, considering Rozycki’s (1999:2) suggestion to ‘try for a constant coding of 10-20

scoring per minute’ the researcher decided to use every three words to represent 1

score/tally. Two words were counted as a score, but not one word, however, when the

learner code-switched, each word was counted as a tally/score to avoid mixing the
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utterances in the L2 and those in the L1. The latter were usually 1-2 words. Such code
switching was still considered as participation since it was the learner’s strategy where

the L1 word was more readily accessible than the L2.

3.7 VALIDITY AND RELIABILITY

Although critics have attacked case study research for low validity, Cohen and
Manion (1998:241) have indicated that triangulation is important in a case study to
ensure the validity of the findings. They write ‘triangulation can be a useful technique
where a researcher is engaged in a case study ... of complex phenomena.” In this
study, the validity of the findings arose from the four sources of data used, namely:
recordings of lessons, field notes, teacher questionnaire and learner questionnaire. The
face validity of the questionnaires arose from the pilot test and the revision of the
questions.

On the other hand, the findings are reliable due to the methods of data collection
and analysis employed. According to Anderson (1999:165) ‘straight-forward multiple-
choice questions are answered consistently.” These were the ones, which were used in
this study. The recorded data were analysed using one of the classical models for
interaction analysis. Flanders’ [nteraction Analysis Categories (1960/ 1970) has been
used by a number of researchers due to the reliability of the results generated. In fact
Bell (1999) has referred to the FIAC as one of the best methods of classifying
classroom behaviour. The set of responses in the questionnaires was constructed using
the Likert scales. Hence, the scoring was objective. Therefore, the reader is assured
that the findings of this research are both valid and reliable. On the other hand, the

coding was valid because the words were counted for at least three times in order to

verify the correctness of the coding.

3.8 CHAPTER SUMMARY
This chapter has shown that multiple case study approach was used in the data
collection. The reliability and validity of the data was basically in the triangulation

used in the collection of the data. The multiple sources of information were important
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CHAPTER 4

4 DATA ANALYSIS AND DISCUSSION OF RESULTS

41 CHAPTER OVERVIEW

The study analysed learner participation in classroom discourse in four language
classrooms in four secondary schools in Blantyre district following the implementation
of the communicative language teaching approach in 2002. The investigation centred

on the following three questions:

1. What interaction patterns are teachers using in the language classroom?
2. To what extent are learners participating in classroom discourse?
3. What problems do teachers and learners face in the implementation of

the CLT approach?
The discussion of the findings is divided into the following sections: the syllabus;
the textbooks used; teacher-learner interaction; learner-learner interaction (group
activities); and the problems that both the teachers and the learners face in the

implementation of the CLT approach.

42 BACKGROUND OF THE CASES

The data for this study were collected from four third form classes in
govemment-ﬁmded and grant-aided secondary schools. All of them were in Blantyre
district, three in the urban and one in the rural area. Among them were two full
boarding secondary schools, while one was semi-boarding (some learners were in the
boarding while others were day scholars) and the last a day secondary school. The

minimum number of learners in the classrooms was forty-three and the highest was

fifty-eight. (Refer to table 3.2). All the teachers had diplomas obtained from Domasi

College of Education. (Refer to table 3.1). However, this was a mere coincidence

because the study targeted Form Three classes in all the schools regardless of the

qualifications of the teachers.
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43 THENEW FORM THREE SYLLABUS

The Form Three syllabus is divided into two sections. The first is the scope and
sequence chart which outlines the general content areas to be covered under each of
the four language skills namely listening, speaking, reading and writing. The sequence
chart reveals that in each of the nine content areas, the teacher has to focus on all the
four language skills. Table 4:1 shows an example of the presentation of a particular
topic, (Identification of the main idea(s) in an exposition or argument) under each of

the four language skills.

Table 4.1 An extract from the scope and sequence chart for English for
form 3 (English Language Syllabus Form 3 and 4, 2002:8)

Identifying the Noting in writing the
central idea from | central idea from the
the title, the title, or the end of an
beginning, the oral or written
middle, or the exposition or

end of a written | argument, using an
exposition or appropriate note-
argument taking/summary
format

' Listening
Identify the central
| idea from the title,
the beginning, the
middle, or the end of
\ an oral exposition or
| argument

Stating orally
the central idea
from the title,
the beginning,
the middle, or
the end of an
oral or written
exposition or
argument

In table 4.1 it can be noted that in the language classroom the learners are
required to practice each of the four skills: namely listening, speaking, reading and

writing using the same topic.
The second part of the new Form Three syllabus s the teaching syllabus and (it)

is divided into seven sections as ilustrated in table 4 2 below.
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Table 4.2 An extract from the Senior Secondary Teaching Syllabus for
Form 3 (English Language Syllabus Form 3 and 4, 2002

Language
skill

e e

Listening

Objective(s) Content
Students should be
able to:

Predict the e Oral
content of an exposl
oral exposition tion
from the title,

the first or last

paragraph

Grammatical
focus

Present and
past simple
tenses
Reference
ties
Signalling
devices
Stress and
intonation

Suggested
teaching/learni
ng activities &
experience

Analysing
titles

Careful
listening to
the first or
last
paragraph of
an oral
exposition

e Discussing

in
pairs/groups
the role of
grammatical
features in
predicting
the content
of an oral
exposition

Suggested Suggested mode
teaching/lear | of assessment

ning
resources

o titles, the (o answering

first and multiple choice
last or true-false
paragraph questions on
s of oral predictions
expository @ matching
texts, e.g. students’
radio/TV predictions
with the
content of oral

exposition
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In table 4.2 the teaching syllabus presents various ways of achieving the stated
language skill Such an arrangement gives the teacher most of the required information
starting from the preparation in terms of the objective (s) and the resources, the
grammatical focus, the teaching/learning activities and experiences during the delivery
of the lesson and the mode of assessment. These details would assist the teacher to
focus properly on the skill in question. In fact, one can be right to say that the
arrangement of the various aspects of the language skill is like a scheme of work which
can be handy to the teacher.

The fifth column in table 4.2 gives an indication of how the learners should be
involved during the lesson. Throughout the syllabus this column has a lot of activities
which have to be done in pairs or groups. For instance there are a total of 29 activities
to be done in pairs or groups out of a total of 77 activities set for the second term. This
was the period when the research was conducted. It meant that 37.7% of the total
interaction in the classroom was supposed to involve the learners in pair or group
discussions. In the other activities (62.3%), the onus was on the teachers to decide how
to involve the learners. Nonetheless, this decision was not open-ended because the

activities in the textbooks also determined the extent of learner involvement in the

classroom.

44 THE TEXTBOOKS

Since interaction in the language classroom is a form of institutional talk based

on textbooks, then the choice of these textbooks and the activity structures determined

the interaction patterns in the classroom.

Although there were four recommended textbooks in Form Three, the

observations revealed that in all the four cases in this study, the teachers were only

e used were Senior Secondary Integrated

sh Students’ Book 3. Table 4.3

using two of them. The textbooks which wer

English Book 3 and Step Ahead: New Secondary Engli

below presents activities from units 6 and 7 of Integrated English, and table 4.4

presents the ways through which the learners are to be involved when teaching the

activities in unit 6 of the same textbook. Table 4.5 presents the activities from units 7,
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gand 9 of Step Ahead. Some of the lessons during the observations came from these
units

Table 4.3 Activities in units 6 and 7 of Senior Secondary Integrated
English Book 3

g W -
writing
| .Cartoons Game: Name this

Write a character | Language of

Unit & Listening
Theme

| 6

| Cooperation 2. *Excerpts character study drama: Similes,
from play: Our Role play: Theme from Write about a metaphors,
Survival Our Survival theme personification;
3. Excerpts: The Dramatise scene from use of proverbs;
Concubine, Our Survival emotional
God’s Bits of Read aloud speech from language

Wood, Things
Fall Apart
1.Job
advertisements
2 Matching jobs
with applicants
3.More job
advertisements
4 Excerpt: The
interview
5.Excerpt:Intervi
ews

| 6.Excerpt:

| ‘Unemployment’
\ from Eyes of the
| night

% Activity done by the

play

i

Poems: Vocation, Turn-
boy, Thonga,
Chichewa, and
Chilomwe songs
Sentence stress

7. Choosing

Write a job
advertisement
Write a letter of
application and
Order specifics
Prepare a
questionnaire
Write a song
Summarise a
story

a career interview:

calling the

youth

class during the observation period in Case Four

Table 4.4 Nature of the activities in units 6 and 7 of Senior Secondary
English Book 3

| Unit 6 Individual | Pair

Group | Class Unit | Individual
exercise work | work discussion i exercise work

e e R
i S N S -

I
“




Table 4.5 The activities in units 7 and 8 of Step Ahead New Secondary
English students’ Book 3

Unit 7 M Writing | Listening | Speaking Grammar

*Who killed Summary writing Looking for Transformation

Kangamiti Guided writing diction Using “if” and “might’

Developing Note-taking practice Telephone Punctuation

sensitivity to practice Word formation

style . *Discussion | Subject: verb agreement

Reading practice points Writing better sentences
Expressing

opinion

Unit8 | Scanning for Summary writing- The dangers | The Expressing frequency
specific writing tabulated of DDT proposed Joining sentences
[nformation notes mime ‘If” sentences
*Felida: Cat Comparing and Spelling
family contrasting Word formation
Literature Composition -Adjectives
Desiderata Describing a well- -A word game

known animal Confusing words
Types of school in Writing better sentences
Zimbabwe

Unit9 | Magazine Answering Listening Discussion Rewriting sentences
article-Heads 1 comprehension practice Completing sentences
Win (And You questions Proverbs- ‘If” sentences
Lose $ 1) s*Summary writing discussion *#Pynctuation
Newspaper practice Word formation

Composition-A *% A word game

humorous article
Guided writing
Giving instructions verbs
* Activity done by the class during the observation period in Case One
x* Activity done by the class during the observation period in Case Three

article ***And
then along came
| my sugar’

In tables 4.3 and 4.5 the contents of the units in both textbooks are organised

along the language skills. However, in Integrated English there is an indication of how

the learners are to be involved during the lesson (Refer to table 4 4). For instance the

activities in unit 6 presented in table 4.4 show that there are five activities in which the

learners are expected to work individually, three for pair work, seven for group work

and eight for a class discussion. Such an arrangement is in line with the suggested

proposed in the syllabus (Refer to column 5 in table

Integrated English will promote learner

teaching and learning activities

42). Therefore, the use of the activities in

interactive participation in the classroom as required in CLT approach. However, the

activities in Step Ahead are mostly designed for individual exercises and class

discussion. As a result, the activities in this text can promote teacher talk typical of the

audiolingual approach.

50

Writing better sentences
Transitive and intransitive




The first objective in the study was to analyse the interaction patterns the

eachers were using in the language classroom. For this reason, the first question in the

questionnaire asked both the learners and the teachers to indicate the frequency in the

use of each of the four prescribed textbooks. The learners’ responses in all the four

cases are presented in figure 4.1 below.

\
\‘ 0 ————EEEEE
1 80
| 70
\l 60
o
| @
1\ T 4
T
\ 5
k g 10
1 £
\ 3 0
\ = ng Sec. Step
1‘ o int.E9-3| comm3 | Erg3 Ahead 3
‘1 Xnvonen 2 | o | 4 | B
\ OOften | 8 B 0 10 112
ISomet:mes e \ 19 37 6
o 6
s | 0 | B 7 |

Figure 4.1 Learners’ responses on the textbooks used in the classes

The learners’ responses in the chart rank the frequency in the use of the
prescribed textbooks in the following descending order: Step Ahead: New Secondary
English Students’ Book 3 used very often; Senior Secondary Integrated English
Students’ Book 3 used often; Secondary English Book 3 used sometimes; and English

for Communication Book 3, rarely used

4.4.1 Teachers’ Responses on the Use of Textbooks

In the questionnaire, the teachers’ responses in three of the cases Were similar to

those of most of the learners who said they used Step Ahead very often, but sometimes

they used Integrated English. However, one teacher indicated the other way round.
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Although some of the learners indicated that they sometimes used the other two
extbooks, the teachers’ responses showed that none of them used those textbooks.
During the two-week observation period, some of the lessons in case one came
from units 7 and 8 of Step Ahead but others came from sources outside the prescribed
rextbooks. However, these were outside this discussion because they varied from one
reacher to another. Unit 7 of Step Ahead Book 3 has a total of 16 activities (Refer to
able 4.5) but there is only 1 activity (speaking practice) precisely set out to be done in
pairs and for a class discussion (Discussions points on the comprehension passage)
while the rest are to be done individually. Consequently, these activities would have
promoted teacher talk with individual learner contributions. On the other hand, unit 7
in Integrated English Book 3 (Refer to table 4.3) has almost twice (30 activities) this
umber of activities to be done in pairs, groups and class discussions, which if used
effectively, would have resulted in more learners’ interactive involvement in the
classroom. In case three, the class did activities in unit 9 of Step Ahead (Refer to table
4.5) in which the activities were set for individual exercises and class discussion. The

class read a comprehension passage and answered questions individually (in writing)

later there was a class discussion.

In case two the learner responses showed that the most popular text was Step

Ahead: New Secondary English Book 3, but, during the two-week observation period,

the teacher used Integrated English Book 3. Three of the six lessons came from this

text, two from unit six and one from unit seven. Although unit six has a total of

twenty-two activities (Refer to table 4.4) the class did one of them only as a class

discussion and the teacher used the same passage for a group discussion. Nevertheless,

the class did not do the other exercises in the unit designed for group work. The other

lesson came from the next unit, an exercise done individually. On the other hand, in

case four, the learners indicated that the most frequently used textbook was also

Integrated English Book 3 and the teacher used the same textbook during the

er also chose only those activities in which the

observations. As in case twWo, the teach

learners were involved individually.

owed that In addition to these tWO textbooks, they also

The learner responses sh
used Secondary English Book 3. Non

the syllabus was reviewed, so the continued

etheless, the textbook had been used even before

use of such a textbook indicated that the
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pew syllabus’ was being taught using a textbook prescribed for the old syllabus.

However, none of the teachers used it during the observations.

At this point, it can be said that the teachers were using the prescribed textbooks

electively. TWO of them were using Step Ahead. in which the activities had to be done

idividually and class discussions. In the other two cases where the teachers used
Senior Secondary Integrated English the activities done were only those set for
individual tasks (Refer to tables 4.3 and 4.4) and as class discussions, none of the
reachers used those activities designed for group activities. In fact both teachers

designed their own questions for group activities. Although there was nothing wrong

with such a set up, the only setback was that such questions were less challenging than

those provided in the textbook. Therefore, it can be stated that the popularity of Step

Ahead in two of the cases and the selective use of Integrated English in the other two

cases showed that communicative language teaching in terms of effective learner

participation was not effectively implemented in the cases studied. The choice of

textbooks and the activity structures did not promote effective learner participation. As

Littlejohn and Windeatt (1989:165) have rightly pointed out: ‘the construction of

teaching material is a deliberate attempt t0 bring about certain kinds of interaction in

the classroom. ‘it is important 10 consider materials in terms of what they may suggest
for .. classroom roles.” Therefore, these teachers were choosing those textbooks and

activities which gave them full control of the classroom discourse.

4.4.2 Summary on the Use of Textbooks
have been noted:

From the preceding discussion the following
not all of them were being used

¢ Although there were four prescribed textbooks,

in the cases studied.
o Most of the teachers Were using Step Ahead: New Secondary English Students’
teraction in the classroom:

Book 3 because it put them at the centre of the in
or Secondary Integrated English Book 3

o Those teachers who Were using Seni
s such that they chose those activities

were selective in their choice of the activitie

which promoted teacher talk.
vity structures among the teachers in the four

e The choice of textbooks and the actl
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cases studied did not promote effective learner participation in the classroom

discourse because the activities promoted teacher centred interactions.

45 TEACHER-LEARNER INTERACTION

The extent of learner participation in classroom discourse (as expressed in the
second question in the study which read ‘To what extent are learners participating in
classroom discourse ? ") was determined by analysing the interaction patterns in the
four cases in question using the adapted model of the Flanders™ (1970) Interaction
Analysis Categories (FIAC) (Refer to table 3.4). In the language classroom, interaction
is aimed at language teaching and learning. Hence, it involves the teacher on one hand
and the learners on the other. In this study, the interaction between the teacher and the
learners was called teacher-learner interaction while that among the learners was
learner-learner interaction.

Figure 4.2 and table 4.6 present teacher-learner interactions in all the lessons

observed in each of the four classrooms.

180
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140

120

- ==

o B 888

7.Lmr init.
Lecturi 2 Teacher 3.Leamer 4.Language 5.Code 6.En9r A :
b s j Erors switching correction talk with
teacher

Amount of talk in each of the four cases i

A e e

ST e

Figure 4.2 Teacher-learner interaction
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Table 4.6 Amount of talk in teacher-learner interaction

| Amount of talk as a % of the talk in each of the
| cases

| e or Oy [Caed Aot

BT B I -

) Teacher questions _ml_

"3 Learner responses _

4. Learner language errors mm__

3 Learner code switching ____
o o3 Jo 1o __ |

| 6. Error correction

| 7. Learner initiate talk with 0.7 0 ) 304 I3
' teacher

(v’ m-m-m_m-m-

% In cases one, two and four the other utterances appear in figure 4.4 and
4.5 under learner-learner interaction. (Group activities).

The following can be deduced from figure 4.2 and table 4.6: Time spent on
lecturing was greater in all the cases except in case one, where it was only 15 % of the
otal interaction. In all the cases the lecturing was complemented by the teachers’
questions, but there were few questions in case One. Much of the time in case one was
taken up by individual learner contributions. These accounted for 47% of the

interaction, but the other cases had fewer learner responses. Although the learners in

three of the cases made some language errors, in case one, where the learners spoke

more, there were also more errors. Only in two of the cases did the learners code

switch. Although not clearly noticeable in the graph, there were a few error corrections

in case two (0.3%) but none in the other cases, and in three of the cases the learners

nitiated talk with the teachers but it was very low in case one: 0.7% only. In general,

lecturing dominated the interaction in three of the cases and it was complemented by

the learners’ responses to the teachers’ questions.

4.5.1 Lecturing

In figure 4.2 and table 4 6 it is apparent that lecturing was the dominant features

of the teacher talk in three of the cases. The extent tO
el of learner involvement in the classroom. As

which the teacher maintained the

floor during lecturing determined the lev

Ellis (1984) has rightly noted, the roles that th
onment in the classro

e student and the teacher adopt control

. 2 d
the nature of the linguistic envir om. The data from the transcribe

lessons showed that much of the lecturing was i1 the form of elaborations after the
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learner 1eSPONSES. This is the teacher evaluation/elaboration, which is part of what
Lemke (1993) calls the ‘triadic dialogue’ involving teacher question, student answer,
and teacher evaluation/elaboration. So. the elaboration offered the teachers further
oppommity to make knowledge public by linking various concepts or reformulating
knowledge. The nteractions in extracts 1,2 and 3 show how the teachers elicited

learner respoNSes in order to explain some particular points.

Extract: 1 (Case one)
T Let’s go to line 93, "my ‘nside collapsed” what does it mean? Yes!

[ It means that person was afraid.
T Yes. You know, sometimes when you catch a thief and you are taking him to the
police, the moment he sees the police, he can wet his trousers. That is an example

of collapsing inside

Extract: 2 (Case one)
T What do we mean when we say that their habitat is being destroyed?

- Their habitat is being destroyed by people who cut trees.
T-  Yes. In places where these animals live trees are being cut and sometimes people

set the bush on fire.

Extract: 3 (Case three)
T Today we are going to look at the use of commas. What ar

L When you want to join sentences.
T. To join sentences, tO separate sentences. If you have two of more sentences 1n

a..If you have two or more sentences in a TOW. If you have two OF more
sentences you use a comma to separate them, especially In a compound sentence,

yes that’s true.

e commas used for?

In extracts 1, 2 and 3 it was apparent that the teachers Were using the questions to

ed at developing the lesson. Although in case three the teacher

draw out responses aim
yed to develop the lesson as

started with an explanation, still, questions were emplo

illustrated in extract 4.

Extract: 4 (Case three) » Thi ye just
T Today we are going to read, ‘ Then along came my sugar. This .passage jus
looking at the topic 18 like one of the passages that we have v

newspapers. In our local newspapers we have got SQCh artlclgs in our
newspapers. Articles which when W€ read them we Just laugh.

Articles like which ones’
Zabweka.

Yes. What else?
Dobadoba.

el B
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In extracts 1, 2, 3 and 4 the teachers elaborated the learners’ responses by
provid'mg more information in the form of lecturing. As a result, it can be said that the
lecturing was 1ot providing ‘new information’ but building on ideas solicited from the
learners. These examples conform to the general interaction patterns in most language
classrooms as described by Burton (1981), cited in Ellis (1986), who says that the
interaction in most language classrooms 18 characterized by ‘informatives, elicitations
and directives” which he has termed the ‘ritualised structure.” Although it is practically
impossible to avoid such moves in the classroom, the problem arises when they
hecome the predominant feature of the discourse. Therefore, the prevalence of this
iualised structure’ in the observed lessons signalled that communicative language

reaching had not been effectively implemented to promote interactive learner

participation.
The observations showed that in case three, the teacher did much of the talking

than the other cases. However, lecturing was the least in case one in which it

constituted only 12% of all the talk in the lessons observed. Nevertheless, one would

10t be correct to conclude that this minimal lecturing denoted more learner interactive

participation because the teacher asked a lot of questions that sought individual

responses. These responses Were 47% of the total utterances. Therefore these learner

responses did not connote the learners’ interactive participation in the classroom

discourse. As a matter of fact, in addition to the teacher questions there were two

debate sessions where one of the learners was in control and in a way assumed the role

of the teacher. In spite of this, the talk of the learner in questi
So, these factors explained the amount of

on appeared under

learner initiating talk with another learner”.

lecturing, which though small, did not signify that the learners were involved through

group discussions. Therefore, lecturing was one of the dominant features of the

classroom discourse in all the four cases in the study. This scenario shows that the

CLT approach was not effectively implemented in terms
active participation in the classroom.

of minimizing traditional

teacher talk in order to increase learner inter

In short, the lecturing in the study showed that the teachers assumed a certain

earners. For this reas
s and used the responses t0 develop the

amount of shared knowledge with the | on, after brief explanations
they started asking the learners sOmMe question

ation was determined not by the amount of lecturing

lessons. As such, learner particip
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put the learner responses, whether short answers or explanations. The short answers

csulted in minimal learner talk while the explanations enhanced learner involvement.

15.2 Teachers’ Questions and Learners’ Responses

Asking questions was the other dominant feature of the teacher talk in these
essons. In fact, the teachers were using the questions to draw out particular responses,
which were in their plans for the development of the lessons. Apparently, this is the
reality of learner talk in the language classroom. Interactions of this nature provide the
reachers with a way 10 develop the lesson through the learners’ answers and in some
cases it assists the teachers to discover what the learners do not know in order to
provide the information. According to Tann (1991) cited in Griffiths (2002:13)
‘questions account for a considerable amount of teacher talk, especially the use of
dosed questions—i.e. questions with only one possible answer—to check for
understanding, testing knowledge and gaining attention.” Although, the interactions

resulting from such questions are criticized in the CLT approach as not resulting in

‘genuine communication’ since the learners provide the information already known by

the teachers, these questions are unavoidable in the classroom as a way of testing the

learners’ current knowledge before providing new information. Such questions are

presented in extracts 5 and 6. However, the mention of the teachers’ questions cannot

be complete without considering the learners’ responses to the questions. It should be

noted that the type of question the teachers asked shaped the learner’s response.

Therefore, the closed ones led to short responses which were

not creative in nature.

Extract: 5 (Case two)

T Who can give us the meaning of superstition’
Ll Itis a traditional belief

T What else?

12: Itis a belief about ancestral spirits.

T Who can give examples Of cats?
L1: Lion.

Extract: 6 (Case two)

T.  Who can spell the word “down”?
Ll: D-o-w-n.
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7. What can be the title of passage?
. Forms of lightning.

7. What are these words?
L1: Verbs.

The closed questions in extracts 5 and 6 limited learner responses hence they did
ot promote creative use of the target language. This type of communication did not fill
e information 2ap, which Larsen-Freeman (1986) says is a prerequisite for true
communication in the CLT approach. The learners were giving responses already known

by the teachers.

In addition to the closed questions, the teachers in all the other cases except in
case two asked open questions which sought creative responses in the form of the
learners’ opinions Of their personal understanding of the issue(s). However, as different
learners gave their answers the discussions either ran out of time or resulted in noise as
some of the learners shouted in disagreement. For instance in extract 7 the discussion

ran out of time as most of the learners wanted to express their opinions, while on the

other hand, in extract 8 the discussion degenerated into chaos.

Extract: 7 (Case one) A
T Should we have land reserved for wild animals when most Malawians do not

have land? Should we have land for the elephants when our parents do not have
land?

12: Sir we can’t be lying suffering for land while animals are being somewhere. SO
the best way I think is just remove the animals, send them maybe t0 another
country or transfer them to places which cannot be cultivated 1.1ke mountains
maybe close to the tip of that mountain, (pointing at & mountain) somewhere
constructing a reserved Jand so that people should be happy, should’be .
cultivating freely rather than giving more space to the animals. That's MYy point.

T.  Okay. Who says we <hould have the land no matter what?

2. They must have a spare land for these animals, because if we just leave them
roaming around while entertaining Our grandfathers O grand people to have land
for cultivation these animals, these same animals can be going around
vandalising the crops and may be killing the people. SO W€ have at Jeast to have a
place to be keeping these a- a reserved land to be keeping the animals.
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pytract: 8 (Case three)

. Youhave read the book, you have read with me and you-what the story is about
put what is the writer exactly saying? What is he exactly explaining? ,

T only one who likes sugar his bOss.... (The rest was just a summary

of the passage)
T Yes. Someone else?
12 Atthe age of six he wished he were in a house made of bread...[This one too

gave a summary not the meaning]

In extracts 7 and 8 the learners were expressing their opinions. Such
ateractions are the ones encouraged in the CLT approach since they promote creative
use of the target language. However, in extract 8 most of those learners who did not
agree With what their colleagues Were saying protested loudly. This created a noisy
amosphere so the teacher had to appeal for silence several times. The chaos was a sign
ofthe learners’ unwillingness to listen to Opposing views. If such behaviour continued,

then those who would be afraid of being booed would be discouraged to participate in

the discussions.

153 Learner Language Errors and Corrective Feedback

Learner involvement in the language classroom results in learner output for

quires feedback, which could be acceptance of the utterances of

he teachers’ feedback on the

which the learner re

disapproval followed by correction. Error correction is t

learners’ language that deviates from the rule(s) of the target language. So, the

correction is meant to provide guidance to the learner on correct usage. As a result,

evision of the learner’s interlanguage rules.

e learners made (Refer to figures 4.2 and

error correction contributes to the r

However, despite the numerous errors that th

43) the teachers in two of the cases (one and three) did not correct any of them, but

o. Extract 9 shows how the teacher in case two

there were some corrections in case tw

corrected some of the learners’ errors. Unfortunately, in the example the teacher

repeated the errors in the course of correcting them.

Extract: 9 (Case two)

Ll: They *separate.

T.  They separated not they
L2: *Man caused fire.

T Man made, not ‘caused’” man made fire.

*separate, but they separated.
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The error correction in extract 9 was not effective since the errors were repeated.
The repetition of the errors had the weakness of making the errors becoming input to
ihe other learners. On the whole, the teacher’s attempt to correct the learners’ errors
was the necessary feedback for the learners to review their interlanguage rules but the
problem was in the approach. Nevertheless, the rest of the errors remained uncorrected,
shether by design of default. This scenario was in line with the CLT approach in
Jhich the teacher 1 expected to exercise restraint towards learner errors in order to

promote communication among the learners. It is worth noting however that in case

four, the learners did not make any errors in their interaction with the teacher, but they
qade errors during group discussions. On the other hand, the learners in all the other

qses made numerous errors some of which are presented in extracts 10 and 11.

Extract: 10 (Case one)

L1: So what can you tell *to those teams who are preparing *themselves to play
against you?

12 In the story, almost everybody who was involved in the snake was feeling
*something in *the body, *to my point of view it is a frightening story.... *That

to my point of view...

Extract: 11 (Case one)
L1: Ask parents the reason why children *does not go to school.

2. ..asyou know Malawi *is very-very poor country, one thing that we can do in
order for us to improve is to send our children to school. Education is very important,
susas *the parents, we have a responsibility to take our *childrens t0 *the schools sO
that they should have good education and as result they also look alter ...
13 when they are working, there will be *tax removed on their money. ..

The learner errors presented in extracts 10 and 11 should be considered in the

context of the transitional nature of the learners’ knowledge of the target language.

Although the emphasis the CLT approach places on communication among the

learners leads to the tolerance of errors in favour of uninterrupted communication

e teachers should hav
tic performance which would have

among the learners and not fluency, th  had an interest in these

errors as a way of knowing the learners’ linguis
created a picture of the learners’ competence level along the language learning

rtant in determining the teachers’ feedback

continuum. This information was very impo

have provided corrective feedback

on the learners’ performance. The teachers should
n made. For example in

in situations where they spoke 00T after an error had bee
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kedback in situations where they spoke soon after an error had been made. For
aample in extracts 10 and 11 the teacher appeared to have been interested in getting

the correct response, therefore he/she did not say anything about the errors made

ptract: 12 (Case one)

1 Whatis the difference between these two sentences?

[; The first sentence *is meaning to say they played and they stopped, while the
second sentence *is meaning they always-they plays.

T Anyone with a different suggestion?

ftract: 13 (Case one)

T. Okay. Who says we should have land (Game Reserves) no matter what?

I Ithink ...the tourists *came and see how and see those cats they pay money to
the government and those money...

T Yes. You have a different view? (Pointing at another learner)

Ellis (1991) has emphasized the value of error correction when he points out that
amor correction is very important for the revision of the learners’ language rules. Ellis
(1986) has also stressed the need for the teachers’ error correction when he says that

error correction is very important for the learners’ hypothesis testing. Actually error

correction supports the output theory of language learning in which according to Ellis

(1986) the learner produces the L2 utterances containing rules represeming the

hypothesis he has formed and assesses their correctness in terms of the feedback

received. For these reasons, the absence of error correction could have been construed

tomean an approval of the learners’ utterances which unfortunately might have

constituted input to the other learners. On the other hand, it seemed that some of the

teachers were not paying attention to the errors in the learners’ utterances. In one

situation, the teacher in case one repeated the learner’s error in his/her own utterance.

lnextract 14, at a point when the least one would have expected was where the error

was ignored, the teacher himself/herself endorsed the error by repeating it.

Extract: 14 (Case one)

. What do you think?

L: The land should be spared for the animal
of children they are having. ,

. Okay. She has brought in another topic saying =
number of children they are having’. Do you agree?

s. People should *minimise the number

“*the people should minimise the
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The situation presented in extract 14 showed that the teacher did not realise that
the learner had made an error. Therefore it can be said that the error, which the teacher
repeated, could constitute input to the other learners. This state of affairs raised doubts
as to how this particular teacher could assist in shaping the learners’ interlanguage
«ills. In fact, it was noted that even when s/he was summarising the learners’
activities after role-plays and debates s/he never mentioned any of the errors made.

The absence of error correction therefore was a sign of the teachers’ failure to assist
the learners by providing them with the much-needed corrective feedback.

have been in situations where the teacher spoke soon after the learner who had made
anerror. This then would have involved correcting the error. The indirect feedback
would have been those corrections the teachers would have made when summarising
learner activities like debates or role-plays. These two approaches to learner error
correction would not have had any negative effect on the learners’ participation in the
dassroom. In actual fact Seliger (1977), cited in Ellis (1984), has shown the
contribution of error correction to language learning as follows: ‘Corrective feedback
_can help to overcome the essential attributes of the new linguistic forms.” However,
in some situations feedback which is vital to enable the learner to decide which

hypothesis to accept as the correct use of the target language, was absent in most of the

Cases.

45.4 Code switching

Code switching was another aspect in the analysis of learner talk in the

classroom. Learner participation in the language classroom requires the learners’ use

of the target language in their interaction. Since the learners use the L2 when their L1

is already well developed, then code switching is inevitable. Some of the L1

with the teachers are presented in

expressions the learners used in their interaction

extract 15.




pytract: 13 (Case one)
[ *Akuti it is a funny story...
(2. Thenwe meet toMOITOw *oti?

{1: Thave got my own *mfundo.
L. *Akunama (chorus)
L *daa *Talimbika.

=

The most notable 1n extract 15 was that the L1 expressions were limited to short

expressions while the other expressions were in English. At one point in one of the

lessons one of the learners told fellow learners “This is English time, it 's not time for

Chichewa.’ This was an indication that even the learners themselves knew that

speaking the L1 was out of order in the English language classroom. At this point it

«n be inferred that without such checks the discussions could easily have degenerated

oo the L1 instead of the target language. In case three, some of the L1 expressions

which the learners used are presented in extracts 16 and 17.

Extract: 16 (Case three)

1L *Palibe. (Chorus)

LI *Mwalembanso yolakwa

2. *Apopali i mmodzi

13 *Mwalemba mai *awiri

14 Madam*ndiye yambiraninso tiwonetu

Extract: 17 (Case three)

L. *A4yi palibe chimene wapangda
L2 *lyo

13: *Iyonso madam

L4 Photocopy™ imeneyo madam

In extract 16 the learners were reacting to

spelling exercise. In extract 17 the 1

other learners had written on the board. Th

fhe learners were using the L1 when making genera

responding to the teacher’s questions.

However, in cases tWO and four, the learn
h cases the learners

interaction with the teacher. In bot

the L2 without using the L1. Although cod
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used their linguistic repertoire in

t desirable, in case two
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(s status quO was likely due to the length of the learners’ responses which did not
rain their linguistic competence. In fact most of the responses were between 1-3
sords long. (Refer to extract 6 under closed questions). In case four, most of the
eacher’s questions were directed at a few learners, which created an impression that

those few were the bright ones.

45.5 Learners Initiating Talk with the Teachers

In the CLT approach learners are expected not only to respond to the teachers
nitiating moves, but also to ‘nitiate talk with the teacher. Traditionally, the learners
nitiate talk with the teacher through questions, but effective learner participation in the
(LT approach involves the learners not only asking questions but also expressing their
opinions on what the teacher has taught. Nevertheless, the teachers” perceived
ntellectual superiority in the classroom reduces the learners to mere respondents who
only ask where they do not understand and abide by the teachers’ wish on what they
are required to do in the classroom. Moreover the social and cultural dictates in the
dassroom also place the learners on the receiving end in classroom discourse. In
addition, the promotion of learner initiation in the classroom should be viewed in the
context of what Gremm et al. (1978), cited in Ellis (1990), call the teachers’ rights to
control all the transactions in the language classroom. The teachers’ powers limit the

learners’ liberty to initiate talk in the classroom. The differences in the status and roles

of the teachers and the learners explain the few learner-initiating moves in this study.

During the observations, in three of the cases, the learners initiated talk with the

teacher once in each case. In case oOne there was only one initiative when one learner

asked about the conduct of a debate session as expressed in extract 18.

Extract: 18 (Case one)

4 I')??
L. Can we just give our points or should we use the procedures 1n a debate?

In extract 18 the learner in question was designated to chair a debate session,

therefore s/he wanted to be sure about the teacher’s expectations since the debate was

being conducted during one of the English lessons.
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[n case three, one learner also initiated talk with the teacher. Although the
arner wanted to express an opinion, the teacher appeared to have been expecting a
quebtlon The teacher’s expectations were not surprising considering what Van Lier
(1988) describes as the characteristic of classroom interaction where the teacher is the
pstructor” and the learner is the ‘instructed.’ The conversation between the teacher
nd the learner in question pusumd in extract 19 shows how the teacher was caught

it guard by the learner’s opinion.

fyract: 19 (Case three)

I Yes. You have a question.

[ [wantto say that somehow I 1 feel that the sentences are not correct because it’s
not complete because the sentence is much talking about his usage of sugar so

nave not included it there.
I We have not included what? (Looking surprised)

The interaction in extract 19 went on for quite sometime between the teacher and

#e learner and when the other learners came in to support their colleague, who
mpparently was right, the teacher did not want t0 admit it. So, s'he merely ended the

ieraction by saying that there were many ways of summarising the ideas in question.

The teacher’s reaction is presented in extract 20.

Extract: 20 (Case three)

I. Thus why I say we are seventy [not true, they were forty-
up with seventy different sentences.
But I just want to say that addiction is giving a propet meaning than usage.

So it does not matter I have said that because we are many, We are different.
We think differently so we can come up with seventy different sentences and all
those sentences can be correct. We are not restricted to come up with only one

sentence.

three] so we can come

In extracts 19 and 20 the teacher did not want to accept that the learner s point

was correct and s/he ended up giving an incorrect response when s/he said that 1t was

possible to generate seventy correct sentences as @ summary of the ideas in the long

o be the fate of learne

Jearners Were challen

sentence in question. This appeared t r initiative in classroom
; ing him/her
fiscourse where the teacher would feel that the ging hi

mellectually when they expressed their opinions.
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In case four one learner initiated talk with the teacher twice. The first was when
fhe learner in question and another one had copied their answers on a summary
aerise on the board. So, this particular leamer wes areuing that her/his colleague did
L summarise the passage correctly. The argument between the teacher and the learner

spresented in extract 21.

pytract: 21 (Case four)

. Onthe qualifications she says that you must have a good command of written
and spoken English; / do not think that she is correct.

1 Mmmh [Did not say anything, looking rather uneasy as she looked at the two
passages on the board]

[ Only that she is saying a good grade in communication but it does not say about

his command of written and spoken language.

Mmmbh [Still her eyes fixed on the board]

So there ... (Pointing at the line, the teacher cut her short)

Good communication skills. (Making a general statement)

Yes.

— 3

In extract 21 it was clear that the teacher was at a loss and the interaction ended
when s/he admitted that the learner was right. However, the teacher was a bit hesitant
hecause s’he was not sure what to say. The teacher’s predicament was apparent in that
¢he did not give a direct response 10 the learner. Normally one would have expected

her/him to have stated the idea precisely rather than waiting for the learner’s

confirmation.

The same learner stood up again to point out that there was a wrong spelling in

her/his colleague’s answer. Unfortunately, the teacher could not spell it correctly

either. The word was ‘pursue’ and was spelt as ‘persue.’ When the other learners

lughed at the teacher’s dilemma s/he just ended the talk abruptly by asking the

learners how many marks they would have awarded to such answers.

Although communicative language teaching encourages learners to €xpress their

uld be argued that the status, the role

opinions on what they have learnt, it O
the learner and the teacher make such

differences and the intellectual disparity between

interactions unfeasible. The learners’ sense Of respect and the teachers” lack of

confidence to deal with such challenges hinder learner initiative
own that there were some problems

in the sense of the

(LT approach. The preceding discussion has sh

sssociated with learner initiation as required in the CLT approach because the learners
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sied few questions and expressed few opinions. The few questions asked could have
peant that the teachers had explained everything thoroughly, but it could also have

wen that the learners were not sure what to ask. The learners might also not have been

are how to phrase the questions considering their language problems discussed in

ofher sections of this study. Another reason could have been that most of the learners
yere 100 scared to take the lead for fear of being booed, as was the situation when
qne of them disagr eed with their colleagues. As a matter of fact, the few learners who
nitiated talk with the teachers were the extroverts. Of course, the teachers themselves
ver invited questions from the learners. Therefore, by not initiating talk with the

eacher, most of the learners did not fulfil their participative role in the classroom as

equired in the CLT approach. In actual fact, Ellis (1984:29), discussing the value of

arner initiation, says ‘Only if the learner has the chance to initiate as well as respond

n communicative exchanges will he be able to perform a full range of illocutionary
neanings.” This argument shows that both the teachers and the learners have to

ppreciate the need for the latter to initiate talk with the teachers for them to benefit

nore from the interaction in the classroom. However, learners’ initiating moves can

qcceed only if the teachers are also ready to accommodate such initiatives.

15,6 Summary of Teacher-Learner Interaction

From the foregoing discussion the following have been noted:

+ Inthree of the cases, lecturing was a predominant feature of the teacher-learner

interaction.

v Most teachers’ questions Were the closed type aimed at developing the lessons.

Hence learners’ responses were short. When the teachers asked open questions,

there was hardly enough time t0 accommodate all the views and the learners’
divergent views resulted 1 noisy disagreements.
a lot of errors, most

+ In their responses to the teachers’ questions, the learners made

din addition 1O the errors most of the learners’

of which were not corrected an

utterances had L1 expressions.
cially where

[ner initiations, espe

ing the lesson. Some of

0 accommodate lea

ctual authority dur

¢ The teachers were not ready t

they appeared to challenge their intelle
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the teachers appeared to have low language competence and this limited their
ability to give the right answers without dithering.

, Whatever were the reasons, the learners did not ask questions on what the teachers
nad taught and there were few instances when the learners expressed their opinions
on the content.

In short, the analysis of the teacher-learner interaction proved that effective

learner participation in classroom discourse had not yet been achieved in the cases in

question.

46 LEARNER TALK DURING GROUP DISCUSSIONS

The CLT approach stresses the need for learner interaction in the classroom.
Group discussions enhance such interactions. These discussions promote the three
findamental principles of the CLT approach namely communication, task and
neaningfulness. The learner-learner interactions in the four Form Three classrooms in

this study have been presented in Figure 4.3 and Table 4.2.

Figure 4.3 Learner-learner interaction (Group activities)
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Table 4.7 Amount of talk in learner-learner interaction (Group activities)

Amount of talk as % of all talk in each case Ll

Case 2 \Case 3 JXQ@A | Average J
53 . . i

* |n cases one, twWo and four the other percentages are in figure 4.2 and table 4.3.
#* There was no group activity in case three.

The data in figure 4.3 and table 4.7 show that: In all of the cases except case
hree there were group discussions. The learners in case one had more group
discussions than the other two. In the three cases there was a mixture of organised
(regulated talk) and disorganised (disorderly) talk; in three of the cases the learners

code switched, and in two of them they also made some language errors.

46.1 Nature of group discussions
To understand the nature of group discussions, the learners responded to a

umber of questions in the questionnaire and their responses are presented in Chart 4.3

and table 4.8 below.
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Table 4.8 Nature of group activities

’ Always | V. Often | Sometimes

| Do all learners participate in the 2 s
discussions”

crs speak in En, slish”?
4 I there enou oh time for discussions”’
5 Do all groups present their answers’

6. Do group representatives change”

[earner responses to the question which read: ‘During group discussion do you

e cach other turns 10 speak?’ In their responses t0 this question the learners in cases

e and two indicated that the discussions were Very often well organised while those
aases three and four said that the discussions were never well organised. In general
e learner TeSpONSES in the four cases gave the impression that the group discussions
jere always/very often organized (Refer to item 2 in figure 4.4 and table 4.8). In

jgre 4.3 and table 4.7 the organized talk was termed regulated talk. However, during

e cbservations, there were no group discussions in case three against which the

kamer responses could be measured. In spite of this, the teacher also indicated that the

wamers were very often organised during group discussions. On the other hand, in

ase four, the only group discussion which was conducted was a mixture of orderly

nd disorderly talk. The conduct of the discussions confirmed the teacher’s response
it the discussions were only sometimes organised.

In cases one and two it was also clear during the observations that the discussions

were a mixture of organised and disorganised talk. In actual fact the teachers in both of

fese cases had said that the discussions were sometimes well organised. In these

fiscussions the vocal ones out spoke the others and dominated the group. This set-up

was due to the absence of leaders in the groups, SO each learner was free to speak at

ompetition just kept
ons was also highlighted in one

d table 4.9 in the next

ay time and those who could not stand the ¢ quiet and listened.

The idea of disorderly talk during group discussi
ed in figure 4.3 an

scion. The learners in two of the cases gave arguments as the probl
een as a problem as the

his should not be s

P discussion due

ofthe problems of group activities present
ems encountered

furing group discussions. Essentially t
to the divergence of

karners put it, rather as a sine qua non of grou

i |



ions and understanding. Consequently, it was more likely that the vocal learners

e the ones whose ideas took centre stage.

6 Learner Initiating Talk with another Learner

When learners interacted in pairs or groups it was expected that they would both
ate talk as well as respond. This made a learner initiating talk with another learner
pimportant dimension of CLT sought in the study. In figure 4.3 and table 4.7 one
iices that although there were group discussions in three of the cases, there was more
wer initiative i case one. The learner initiative depended on the interactive nature
{ihe topic (s) set for the group discussions. For instance in case one there were group
jussions when the learners had to prepare for a debate session and plan a group
and, and such an activity promoted creative learner talk as required in the CLT
gproach. The learners were seeking contributions from colleagues and checking the
ints given as shown in extract 22. The other activity was a role-play where "a sports
gorter’ was interviewing ‘a football coach’. This too promoted learner creativity in

tenitiation of the talk as exemplified in extract 23.

Iitract: 22 (Case one)
Il Okay. So how do we see. .. *how will it be our points to OppOse the other group?

12 The question is are we t0 blame that our standard is going low because and...are
we supposed to be blamed or not?

I3 Soare you ready to argue with them?

It Sowe have to back up that point. What is the other point?

5 It's our time for discussion *eti. Any other sentence’

1§ And the second question, what is our conclusion now on the second question?

Iiract: 23 (Case one)

Ll *Your team has grabbed the cup what did d-i-d-y-0-u-T plans about *eei W-h-a-t
your plans. How did you prepare to win this *ee cup?

- Do you think that medicine helped you during the match? ol
I had a *commission in my mind that your substitution, your substitution a was

very vital indeed. So, what was your plan about the substitution?

o

Extract 22 shows how the learners were initiating talk with other learners 1n a

goup activity in case one. Notwithstanding the language errors, the other learners
e responding to the questions, showing that they understood what was asked. On

eother hand, the questions set for group discussions in case tWo did not promote
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eiive learner participation because they were of the closed type. For instance, in one

vty the learners had to answer questions from a reading passage. These questions

ere based on «who and what® so they had only one right answer. Therefore the

rers were initiating talk with each other by merely repeating the teacher’s

questioﬂS as shown in extract 24. In the other activity, the learners were asked to pick
s in the simple past tense from a passage which they had read. So, they were

ifating talk by seeking approval of the verbs they had picked as illustrated in extract

A
/A%

furact: 24 (Case two)

[I* Who?

12 *Chiuta

13 The creator

14 Lived *eti

15 Chiuta *eti?

16 *Ee

17 What can be seen there?
1§ The footprints.

nract: 25 (Case two)

1I© What about would?
13 Would *eee.

14 *Tamulembe.

15 *Kodi came *bwa’
16 *Camenso umulembe.

Although this discussion did not intend t0 undermine the interaction resulting

fom questions such as those in extracts 24 and 25, but it was obvious that these

questions limited the extent to which the learners initiated talk among themselves.

These closed questions sought clear-cut responses. For this reason, they limited learner

prticipation during group discussions. The result of such interaction was that when

itelearners were reporting to the class some groups had nothing to say, a5 exemplified

nextract 26.

Extract: 26 (Case two)

T Yes, let’s have answers from this group-
LL: [Silence]

T Your answers?

L They have all been said.

. So, you do not have any?
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The status quo illustrated in extract 26 was due to the nature of the questi
. ' stions set
i for the discussion. Consequently, it can be argued that closed questions contributed
wylittle to learner participation during discussions. Hence, regardless of the gro
) up

asions in case two, the learners did not interact creatively, which is a requisite of the

(LT approach.

13 Summary of Learner-Learner Interaction
e discussion in the preceding section has highlighted the following points:
+ The group discussions were a mixture of orderly and disorderly talk.

¢ In all the cases the learners initiated talk with each other in relation to the

questions assigned to them. Open-ended questions promoted creative learner

participation as required in the CLT approach but when the questions were closed

which merely required the learners to pick out a specific word, then, the learners

just repeated the questions to seek responses from their colleagues.

{7 PROBLEMS AFFECTING THE IMPLEMENTATION OF THE CLT

APPROACH

The third and last question in the study wa
It read: ‘What prob

s on the problems affecting the

mplementation of the CLT approach. Jems do the teachers and the

entation of the CLT approach?” In the
om both the teachers and the learn
roblems are there (if any) when

teachers’ question read:

questionnaire, the

karners face in the implem
ers. The

nformation on the problems was sought fr
amers were asked the following question: ‘What p
joudo activities in pairs or groups’” On the other hand, the

you involve the learners in pairs or groups?’

What problems are there (if any) when
ented in figure 4.5 and table 4.9.

Th > , )
¢ learners’ responses to this question are pres
s were 92 because some

Although there were 79 respondents, the total response
ave more than one respons

e. However, in case

l .
eamers in cases one, two and four g

[ :
iree, one of the learners did not respond.
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Figure 4.5 Number of respondents on the problems affecting group discussions

Table 4.9 Number of respondents on the problems affecting group
discussions

2. Little time
3. Poor English

5 and table 4.9 show that their

The learner responses presented in figures 4.

i blems: In all
participation during group discussions Was hampered by the following pro

75




o

yases the learners gave low participation as the biggest problem affecting group

fussions. The time for completing the tasks was not enough; and the learners’

1guage level affected the clarity of their contributions and their willingness to

sidpate during the discussion. In three of the cases the learners gave noise as a

olem which might h
dergroups in the room. In cases one and four, learners felt left alone during the

ave been emanating from within the group itself or from the

iussions since they said that there was lack of assistance; and arguments were given

gaproblem in cases three and four. According to the learners, the arguments were the

fugreements among the learners on what the question(s) meant or the correctness of

seanswers from some of their colleagues.

In their response to the questionnaire, all the four teachers concurred with most

tion and little time were the major setbacks to learner

fihe learners that low participa
f the teachers said: ‘most of the

aicipation during the discussions. However one 0
orientation courses on the implementation of
nt the approach’. According to this

pe that they would assist

wchers do not attend the new approach

refore they did not know how to impleme
w teachers had been oriented with the ho

urticular teacher a fe
as not effective because those who h

ad been

ieir colleagues, but this arrangement W
vented did not themselves understand what was covered so they were unable to assist

ose who had not attended the course.

{1 Participation during Group Discussions
noting learner participation 1

on ‘Do all the members of the

Group discussions were aimed at pror n classroom

arner responses to the questi

17" showed that in all the cases
gure 4.4 and table 4.8). T

al ones controlled the

discourse. However, the le
few learners

goup participate in the discussior
mrticipated in the discussions (Refer to item 1 in fi he basic
o leaders. So, the few voc
one of the cases, when
tative of one of the groups

their responses to the

moblem was that the groups had n
the groups were

fiscussion while the others listened. In fact, in
cher stopped a represen
g the discussions. In

n all the cases gave low
group discussion.

presenting their answers the tea
because he had dominated the group durin
ners and the teachers 1
g learner participati
the discussions. Thi

{uestionnaire, both the lear participation
on during

a 2 . .
sone of the major constraints affectin
g was also confirmed

This meant that very few learners took part in
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jhthe reachers’ and learners’ responses to the item which asked whether the

et rotated In representing the groups.” The teachers’ and the learners’ responses

aied that the same learners represented the groups (Refer to item 6 in figure 4 4 and

s48). During the observation it was apparent that a few individuals dominated the

s, Therefore the conduct of group discussions meant that not all learners had a

aeeto participate in the interaction. Of course, it should be acknowledged that the

p discussions increased the number of those who spoke but this was still not

augh 1o conclude that the learners were participating effectively in classroom

snction as required in the CLT approach.

12 Time Constraint
blems affecting the implementation of the CLT

gh time for the pair or group
ever, before looking at

these classes

In an attempt to find out the pro
gproach, the study sought whether there was enou
of the answers to the classes. How
eeds to know that the lessons in

d that English was taught for

iussions and presentation
ieresponses to this question, the reader n
When asked, the teachers sai
periods should be considere

anguage, which were: comp

wre forty minutes long.
d in relation to the areas

iree periods per week. Then these
rehension,

ohe covered in the teaching of the English |

amposition, grammar, note taking and summary skills.
me factor was the number of learners in the

Another aspect related to the ti
e study was

ong the classes used in th
8-10

e 3.2). The groups had
volve all of them

cture of the

sk. Then,

dssroom. The smallest number of learners am
iny-three and the highest was fifty-eight (Refer t0 tabl
ult for the teachers 10 in

nembers. These numbers made it diffic
ther factor was the stru

minute lesson. The 0
the teacher spent SOM
s spent as the learner
sing. Given a period
(say 7.10 minutes)

diectively within the forty-
e time explaining the ta

ssons. Prior to the discussions,
when forming the groups, some time wa s moved around to be
they could start discus

uld have enough time

of forty minutes

dose to each other so that
to finish

twas incredible that the groups WO

the discussion and then report to the class.
ponses that there W
ring the observatio
ions in form of role-

Consequently, it was clear from poth the

as hardly enough ti
ns, in one of the cases the

plays, unfortunately

| ;
wmers’ and the teachers’ res me for the learners

! ks
o complete the group activities. DU

|
eamers were asked to make oral presentat
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e was time for three pairs only to demonstrate what they had prepared. In thei
. In their

agonses O the question in the questionnaire on whether all the groups had the ti
e time to

esent their answers to the class, most of the learners gave ‘sometimes’ (Refer to it
item

iinfigure 4.4 and
iiscould affect their commitment to similar activities unless the teacher

table 4.8). Such a development could frustrate the other learners and

stematically called different pairs in subsequent lessons

Both the learners and the teachers gave unavailability of time as one of the

anstraints of learner activities. Since the learners did not hear contributions from all

jeparticipants in the group, the ideas presented by the groups came from a few

uticipants. Such a situation did not do any good to most of the learners whose ideas

wre not heard. For this reason, it can be argued that group discussions per se did not

onstitute effective learner participation, but the number of learners who contributed to
rners to make

of the sessions, the teacher asked the lea

presentations & e rRA .
_ ns after discussing for less than five minutes. And when some learners
sent whatever they had at that

the discussion. In one:

mmured in disagreement, the teacher told them to pre

point in ti F . ~ . : : A
pint in time. It was not surprising therefore that in the questionnaire; in response to
the ' hi s 4 S ¥ . . e
question which said /s there enough time for the group discussions?’ the learners
gh time for the discussions (Re

t was not feasible for the teachers to involve

wid that there was never enou fer to item 4 in figure 4.4

ad table 4.8). Due to the time constraint, 1

the learners meaningfully.

473 Language Problems
one of the problems which

ers gave poor English as
sions. Poor English was 1
or English that they were not

ve contributions due

In the questionnaire the learn
ooked at from

lindered their active involvement in the discus
terances were in such po
¢ unable to make effect
1, . Although the group int
¢ linguistic competence

on favoured those

two perspectives: firstly, the ut

cle p
ar. Secondly, most of the learners wer
eractions

{0 thej . .
o their (ungrammatical utterances) poor Englis
e learning, the learner

ssions. SO, participati
ghto enable them to be

t for the learners’

Were meant to contribute to languag
affected their performance during group discu
re was developed enou
. one could say tha
anguage learning, th

le A . ok <
amers whose linguistic repertol

understood by their colleagues. As a resul

ntribute to effective | e learners

interactive participation to €O
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jld be able to use their limited linguistic competence to contribute to the

gussions. The learners’ linguistic problems during group discussions were also
Jcted in the lessons observed. During the observations the learners in all the cases
44 some errors and also code-switched when interacting during group discussions.
iihe questionnaire the learners indicated that ‘sometimes’ the learners did not speak
(English (Refer to item 3 in figure 4.4 and table 4.8). On the other hand, extracts 27

8 illustrate the learners’ language errors and code switching during the

pervations.

iiract: 27 (Case one)
| ..soon the *point,

standards,
) How will *it our points to *oppose the other group?
i The question is, are we to blame that *our standard is *going low because and...
4 *That will be our points.
5 *So. these are our points which we are a
4 *teachers are not coming and they just sa
and borrow books, students need guidance they may end up *go into
borrow the books and read anywhere, so may be ...
7 *] think um when there isum a relationship between a teac

teacher *made pregnant the girl...

students are to blame *on the lowering of education

bout to argue with our friends, not so?
y that students should into the library
the library

her and a student um a

4" n the importance of the difference.
2 Why is it *importance, the difference?

Fxtract: 28 (Case one)

I *Ineyo 1 should be included in the
1 Twill be *ujeni Gary Chirwa.

13- Twill be Friday I am meaning *kuti a reporter.

Lf *Ifeyo ndiye we will be part of the *wjeni. .

5 Ooh! *chabwino *ineyo 1 will be part of the audience.

members of the press.

L *Ineyo 1 think we are not supposed to be blamed.

L%; No *aise you want to...

13 *4aa tell me my friend *eee...
14 Thave got my own *mfundo
LLS: Akunama ‘

15 . *sono before we wind up...

In extracts 27 and 28 it was obvious that most of the learners’ utterances during
omparatively, the learners made

goup discussions had errors and L1 expressions. C
discussions than when

more errors and used more L1 expressions during group
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jressing the teachers. IFor this reason, if the group activities encouraged in the CLT

groach are NOt properly monitored, then, instead of promoting effective language
jning, they are de
of affairs, if not checked, would make learner participation retrogressive in

trimental because most of the interaction would be in the L1. This

e
sgiage learning Anotlher observation worth noting was that when addressing the

4l class the learners code switched less but made a lot of errors in the target
o

ithat the learners were trying their best to use the target

nguage. This showed
class unlike during group

nguage in most of theiir utterances addressed to the
igh Eillis (1987) has argued that in language learni
e learner uses a form in the non-L2,

jaussions. Althot ng code switching
nevitable as a compermsatory strategy where th
ching during these group activities cha
ps to effective language learning.

eprevalence of code swit llenged the

airbution of learner iinvolvement in pairs or grou

174 Noise and Other Sedbaoks
ere characterised by noise. This noise wa

at there were many speakers in the

The group discussions w sduetoa
amber of factors. The group discussions meant th
mall, compared to the number of stu
of six people would be speaking

dssroom. which was usually s dents. For instance,

ithere were sIX groups, it meant that a minimum
ined the hubbub. As a result, grou
er progress oOf disorder. The n

le in the group, all of

jithin the same room; this expla p discussions
snerated a lot of noise, which was a sign of eith oise
presence of @ number of peop

ould also have been due to the
time. Therefore, there wer

em wanted to present their ideas at the same
g for turns. Sometimes tho
sing the number of speaker
ose who had diverse ideas.

e instances

se who were not

when the learners were competin
s within the

nrticipating formed subgroups thereby increa
e was argument among th

When the learners disagreed on the correct answer, each one of the

goups. The other source of nois
m wanted to

convi
omvince the other, hence the arguments.
s as elusive as the

stance, but this one wa
e since the learners were

¢ when doing a task on

The other impediment was lack of assi
wed as lack of guidanc
ers lacked confidenc
the teachers in classroom
he contribution of group

1ol E .
oise. However, it could be vie

Working ‘alone’. It appeared that the learn
of the omnipotence of

their own due to their picture
e fact, it can hinder t

liscourse. While this was an undisputabl
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jussions 1O effective language learning. This was so because th

Jachers as the providers of knowledge, hence they und S‘elt : lean'lers S
grbutions. epc

During the observations, there were two problems which

«vement in the classroom. The teachers were not confident ::ir::g(:lutt i
qmmodate learner opinions. Where the learners expressed opinions in situations
we the teachers were apparently in the wrong, the teachers were at pains to accept
., the learner in question was right. Such a situation should be understood from the
ggchlers position in the classroom. The teachers saw themselves as omniscient; hence
arhing to the contrary was unpalatable. For this reason when the learners init;ated
Jwith the teachers to say that something was not correct the teachers either tried
it b’est to defend themselves or ended the discussion inconclusively. On the other
wd.in situations where the learners were presenting answers from the group

isussior e ad A .
ssion those who had different ideas booed the presenters. Such behaviour would

iscourage the 1 erts
ge the introverts to represent the groups, hence it wound stifle active learner

wolvement in the classroom.

43 ke
Summary of the Problems Affecting the Implementation on the CLT

Approach

The above discussi . .
ove discussion has shown that learner interactive participation in the

disroom was constrained by:

+ Low participation ¢ : : :
participation among the learners during group discussions, the available

tim o
e, the learners’ low language level and so on.

+Th
e teachers themselves had no confidence to accommodate the challenges of the

approach.

8 CHAPTER SUMMARY

This chapter has discussed th y which set out t0 analyse

¢ findings from the stud
m in order to determine h

1 four secondary schools in

Iearn . . ~ " ~ .
e participation in the language classroo ow effectively

b
¢CLT approach had been implemented in four cases I

hat although learner involvement was

Blan g s :
tyre district. The discussion has shown t
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gelt out in the Form Three syllabus, there was only one textbook which supported it.

However, some of " the teachers did not use the text in question in their teaching. Those

who did were SO selective that the activities they used promoted teacher centred

aeractions. Whem the learners were involved through group discussions, the questions

ssed did not promeote creativity. The major problems affecting effective learner

participation in thes language classroom were unavailability of time and the

prticipation of few learners in the discussions.
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CHAPTER 5

CONCLUSIONS AND RECOMMENDATIONS

§

i1 CHAPTER OVERVIEW

The purpose of this study was to determine how effectively the communicative

anguage teaching approach was implemented in four classrooms in four secondary

chools in Blantyre, by analysing learner participation in classroom discourse. The

sudy was done two years after the implementation of the new English syllabus. To

iis effect, the following questions guided both the data collection and the analysis:

| What interaction patterns are the teachers using in the language classroom?

T'o what extent are learners participating in classroom discourse?

!\)

rners face in the implementation of the

2

3. What problems do teachers and lea

CLT approach?

The study showed that there was more to be done in order to have effective

learner involvement in the classroom as prescribed in the new syllabus. The findings in

s, the textbooks used,

ems which both the

this discussion were in five main areas, namely: the syllabu
arner interaction and the probl

ieacher-learner interaction, learner-le
plementation of the CLT approach.

eachers and the learners were facing in the im

52 CONCLUSIONS

It has been noted tha

{ CLT approach originated in Europe where the learners’ L1

f learner participation in t

the Malawian context E

is English, therefore the promotion © he classroom could not

have been problematic. On the other hand, in
fluent in English hence t

nglish is an L2 as
result, most learners are not heir participation in classroom

discourse would be constrained.
In the study, the collection of data from the language classrooms was affected by

ools in question. For i wo classes

nstance, in one school t

resource constraints in the sch
ns where the lessons in the

s. Therefore in situatio

were using the same set of textbook
was spent waiting fo

ach other, some time

r the textbooks to be

two classes followed €
ool, there were

duced. In another sch

for the lesson was re
o read from the book. These

brought. In that way the vime
s found it difficult t

few textbooks so most of the learner
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qnstraints might have had a negative impact on learner involvement in the cases
ancerned. However, these limitations had little effect on the results because the
gacher’s plans for the lesson were clear despite the constraints. In addition to this
fier observing a number of lessons, the trend of the lessons became clear. |

In addition, in some situations, there was a wide gap between the data collected
fom the three sources. The disparity between some of the responses in the

quesnonnan es and the information collected from the observations created a state

t was difficult to know which was the real situation. In some instances there

dering it

where 1
ws also a big difference between the learners’ and the teachers’ responses rem

iificult to understand the situation clearly.

When answering the first question in the study on the interaction patterns which

e teachers were using in the classroom, it was noted that despite the emphasis the

sew Form Three syllabus placed on learner involvement in terms of partlclpatlon n

the syllabus was to be completed in readiness for the

airs or groups, the time in which

il examination was the same as it was when the teachers were using the old

he areas the teachers had to prepar
the teachers used the teaching method

gllabus. In addition to this, t e the learners for the

samination were unchanged; consequently,
which enabled them to finish the syllabus in the available time. Unfortunately, this was
an incomplete and inadequate blend of the old and the new approaches. Moreover, an

analysis of the prescribed textbooks showed that it was erroneous to say that there

were four recommended texts for the implementation of the
econdary Integrated E1

the classroom as set out in the

CLT approach simply

because there was only one text, Senior S 1glish Book 3 which
would have effectively enforced learner participation in
e were four recommended
nd, most of the teachers were using

sllabus. Therefore, by saying that ther texts, it appeared as

ifall of them were ideal for the approach. Inthe e
1glish Book 3, which, thoug

quired in the effective

Step Ahead New Secondary L1 h among the prescribed texts,
does not promote learner involvement as is 1€ implementation on
because most of the activities

on. The resulting

On the other hand,

o many activities, which if

the CLT approach. The teachers were using this text

promoted teacher talk which gave them control over the less

g at the centre of the ¢

Senior Secondary Integrated Fnglish Book 3 has far to
ontrol of the classro

adhered to faithfully, will place t0© much ¢

interaction put the teacher |agsroom discourse.

om discourse on the
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arners. 10 addition, these activities also appear to have been designed with th
e

cumption that the learner’s competence was developed enough to follow the

«nctions and do what was required without input in the form of lecturing. In fact

sng all the activities in this text would necessitate a high level of patience and

aifidence in the teachers because the activities would generate divergent views

exorably though, these activities would require that the learners should have a lot of

ine to complete them effectively. Therefore, in the prevailing circumstances the

«chers were justified to use this text sparingly.

» o oo
Unfortunately, none of the teachers used the activities set for group discussions

grated English) which if used
n the two cases where the tea

effectively would have

nthe prescribed textbook (/nte
chers used this

gnerated a lot of talk among the learners. I
stions for the group activit

the learners’ active particip

y. Nevertheless, in situations

wt, they set their own que
ation was

where the teachers set open questions,

wnstrained by time.
the teaching and learning of English were based on

on passing English in the final
Ahead in which the teachers Were

In short, it was obvious that

nstrumental motivation due to the emphasis

saminations. hence the teachers were using the Step

ncontrol of the classroom discourse.

ork for the recorded lessons did not accommodate other

The analytical framew
was no talking. Despite the adaptation of

ies (FIAC), some for
were left out. Furthermore, the

aspects of the lessons in which there
ms of learner

Fanders’ (1970) Interaction Analysis Categor
s and silent reading

nvolvement like writing exercise
earner participation

£ words to Jdetermine I rendered some situations

physical counting 0O
ome up with a

ed problematic to ¢
ate. 1t was noted tha

onse to the opposing

For instance it Prov

tributions inadeb t such

difficult to capture properly.
ategory in which to place learner con
‘wider’ topic and in

views from the other party. Due 0 the lack of @ clea
ner responses’ 0

placed under ‘lear
ion, However, thi

some Cases in resp

r category, such ta
n the understandi

1k was
ng that the

contributions were on a

considered loosely and

e motion in quest g was a precarious
ns unanswered. F
ir colleague had

tions and sO on?

learners were responding to th
or instance, what about those

categorization that left some questio
o clarify what the said and those who were

learners who were trying t
party’s contribu

specifically challenging the other

85

’



The answers to the second question on the extent of learner participation in

dassroom discourse revealed that teacher talk was still the predominant feature of the

Jassroom interaction due to the choice of the textbooks and the activity structures. In
e classroom, the teachers mostly asked closed questions which restricted learner

rsponses to short answers. When the teachers asked open-ended questions, the

iteraction ran out of time as more learners wanted to contribute. These questions also

aised some disagre:ements among the learners, which though desirable to encourage

amer participation, created mayhem as some learners booed their colleagues.
Consequently, it wais only when the teachers were prepared to handle such turbulence
wlmly that the learmers would be encouraged to participate in the interaction.

It was also noted that as learners participated actively in the language classroom,

they made a lot of errors which were not corrected. Some of these errors would

hecome detrimentall input to other learners. Although CLT encourages learners to

nitiate talk by expressimng their opinions, the study revealed that the teachers did not

welcome such moves. Such learner initiatives appeared to promote what would be

iermed learner rebellion in the classroom. This was due to the status, the role

difference and intellectual disparity between the teachers and the learners.
er involvement required in the

onfidence on the part

Furthermore the study showed that learn

CLT required a high level of creativity and ¢

mplementation of
eachers in the study were not qualified enough

of the teachers. However, most of the t

o convince the intelligent learners in situations where there was an argument. When

Jions, the teachers in question were ¢
ers or have the confidence to accept

the learners expressed their opir aught unawares,

s0 they were not sure how to convince the learn

t Therefore, with such teachers, this form of learner

that the learners were righ

initiative was a non-starter.
Although group discussions were meant to allow most of the learners to

n, in some of the cases the gr

ause the questions set for the

participate interactively in the lesso oup discussions did
not generate much talk among the learners bec activities
had clear-cut answers.

As for the last question on the problems which both the teachers and the learners

mentation of the CLT approach, it was discovered tha

oom was constrained by

t learner

were facing in the imple
a number of setbacks.

interactive involvement in the classr

86



Firstly, the qumber of learners in the classroom resulted in big groups in which just a

fow panicipatcd. It was noted that in all the cases the number of learners in the

Jassroom was very big. Consequently, it was difficult to involve the learners
ectively without prior planning. Secondly, the very nature of group discussions
generated @ lot of noise which not only affected the interaction among the other groups

wit also lessons in adjacent classrooms. Thirdly, the amount of time available was not
enough for the teachers to involve the learners meaningfully and still finish the

syllabus. Lastly, the learners themselves had problems participating effectively due to
ow linguistic competence which was a constraint on their performance.

er participation had a number of salutary results. The first was

their |

Nevertheless, learn

that when the learners were involved during group discussions there was a new

1 language teaching, which was hitherto mostly teacher centred. The

lvement assisted those who were

dimension 1t

«econd benefit was that learner interactive Invo

participating to develop confidence in using the target language. The participation also

helped the learners realize that the language they were learning was not just a subject,

but also a medium for communication.

Despite these positive gains from the CLT approach, it can be stated that there 1s

dill 2 lot to be done in order for the learners to participate effectively in the classroom

inthe four cases in this study.

53 RECOMMENDATIONS

In order for learner participation to be re
things that have to be done.
elopment of the fo

alized as outlined in the new English

‘b ~
syllabus, there a number of
+ Although the syllabus encourages the dev ur language skills,
s test reading and writing only, therefore, there is @ need to

the examination
introduce an oral English examination - order to compel both the teachers and

the learners to take learner talk seriously.
ribed textbooks should b
ned in the syllabus. To

he list and remain wit

e streamlined in order to realize the

o The list of the presc
achieve this, the other three

learner participation as outli
textbooks should be removed from t

Integrated English Book 3.

h Senior Secondary

87




The teachers he
" ers have to encourage the learners to use English in their social
| | | socia

interactions to improve on their '

confidence in usin '
g the language

classroom. £ gy
o [t is imperative

{is imperative that those employed to teach the English language should be

‘one v t1é 1 > 1

properly trained in order for them to be confident and flexible enough to adopt

the innovative approach. ¥
1 additi , o .

dition to having the prerequisite qualifications, all practicing language
teachers nee ined 1 i
s need to be trained in the implementation of the approach rather than a

few teachers fr i
achers from various secondary schools, as was the case when it was

introduced
o The teachers s
e teachers should ensure that the groups have a maximum of 5-6 members in

order S icipati
to ensure the participation of most the members during discussions. In

addition to this during group discussions, group leaders should control the

discussions i i
cussions, but the leadership should rotate in order to avoid situations where

the same learners dominate the discussions.

oT 3 gy :
eachers should systematically use group work and monitor the learners’

participation in the groups, making sure to give appropriate tasks for discussion

and then systematically calling on different groups each week.

. Th " ~ - . ~ . . .
e number of periods for language reaching needs to be increased in order to

accommodate the demands of the CLT approach.

] . . %
The teachers should encourage the learners t0 listen to OppOSING views patiently

to avoid discouraging most of the learners to eXpress their opinions.

¢ exhaustive. Nevertheless, it 1s

These recommendations Were not meant to b

l ; . : : p i
ear that with some adjustments the implementation of the approach could contribute

to i :
effective language use in the classroom.

R FURTHER RESEARCH

54 SUGGESTIONS FO
ols in Blantyre district further

This study concentrated on s

ome secondary scho
s in other districts.
rivate secondary schools. In

classes for fewer hours than

research could focus on secondary school The other areas could be

ry Schools and the P

the Community Day Seconda
he learners attend

Community Day Secondary Schools t
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the conventional secondary schools where this study was done. As for the Private
chools, they are based on economic factors and the teaching seems to be focused on
eabling the learners to pass the examination for the sustainability of the school.

Another research area could be a comparative analysis of how teachers with different
qualiﬁcations handle the CLT approach. The reader will have noted that

nintentionally this study used four teachers all with diplomas from Domasi College of
Education. These teachers had taught in primary schools prior to attending the course
which qualified them to teach in secondary school. Therefore, another interesting area

would be to find out how those teachers who have been teaching in secondary school

throughout their experience handle the approach. In this study the focus was on form

three classes. This also means that other studies could focus on the other forms. All

ihese research areas could provide useful information to educational planners on the

offectiveness in the implementation of communicative language teaching approach in

secondary schools in Malawi.

89



¢ REFERENCES

Anderson, G. (1999). Fundamentals of Educational Research. London: The Falmer
Press. '

Andrew, L. and Windeatt, S. (1998). Beyond language learning: perspectives on
materials design. In The second language curriculum. R K. Johnson (ed.) New

york: Cambridge University Press.
Allwright, D. (1988). Observation in the language classroom. London: Longman.

Bell. J. (1999). Doing your Research Project: A guide for first time researchers in
education and social sciences. 3 edition. Open University Press: Buckingham.

Bernstein, B.) 1997). Class and pedagogies: Visible and invisible. In A. Halsy, et al.
(eds.) Education, culture, economy and society. Oxford: Oxford University Press

on line, http://www.aare. edu.au/oopap/sho00114. htm.

Canale, M. and Swain, M. (1980). Theoretical bases of communicative approaches to

second language teaching and testing Applied Linguistics 1 quoted in
‘communicative competence’-on line http://www 'hh.se/shl/Engelska/newpage 13

htm.

Chimombo, M. (1984). Towards a theory of language teaching: A psycholinguistic
framework, in University of Malawi, Chancellor College, Staff Seminar Papers,

Vol. 1 No. 40.

n integrated model of first and second language

Chimombo, M. (1988). Toward a
anities. No.2. October.

acquisition, in Journal of Hum

and learning: A framework

Chimombo, M. (2003). The context of language teaching v
ol. 1.

for analysis, in Malawi Journal of Development Education.

E Senior Secondary Integrated English

Chimombo, M. and Kholowa, (2003). :
illan (Malawi) Ltd.

Students’ Book 3. Blantyre: Macm

998). The Power of Discourse: An Introduction

Chimombo, M. and Roseberry, R.L- (1
J- Lawrence Erlbaum.

to Discourse Analysis. Mahwah, N

Chimwenje, C. et al. (1991). Secondary School English Book 3. Blantyre: Longman

(Malawi) Ltd.,
Chinodya, S. (2000). Step Ahead: New Secondary English Students’ Book e
Longman (Malawi) Ltd.

Cohen, L..C. and Manion, L. (1994). Research Methods in Eeducation. London:

Routledge.




Corder, S. (107,7.)} [.anguage teaching and learning: a social encounter. In Brown, D.,
dal, (ed) On [ESOL 1977, Teachers of English to speakers of other languages.1971.

cummins, J. (1979)- Cognitive/Academic language proficiency, linguistic
interdependence, the optimal age question handsome other matters. Working
papers on Bilingualism 19 quoted in ‘C ommunicative competence’ on line
hetp://wwwhh. se/shl/Engelska/ newpage 13htm.

Cummins, J. (1980). The cross lingual dimensions of language proficiency:
Implicationsfor bilingual education and the optimal age issue TESOL Quarterly.

Quoted in ( “ommunicative competence’ on line ibid.

Davies et al. (1992). Effects of expert and Non-expert facilitators on the small process
and on student Performance. On line.

Ellis, R. (1984). Classroom Second Language Development. Oxford: Pergamon Press
Ltd.

Eliis. R. (1987). Understanding Second Language Acquisition. Oxford: Oxford
University Press.

Ellis, R. (1994). Instructed Second Language Acquisition: learning in the classroon.

Cornwall: T. J.Press Ltd.
English Language Syllabus Form 3&4 (2000). Ministry of Education science, and
Technology Malawi.

Finocchiaro, M. and Brumfit, C. (1983). The Functional-Notional Approach: From
Theory to Practice. New york: Oxford University Press.

Flanders, N.A. (1970). Analysing Teaching Behaviour: Addison-Wesley Publishing

Co. Reading, Mass.
Griffiths, M. (2002). Adult Influences on Child Language Acquisition. On line
http://users. Aber.ac.uk/lmg/disspartlhtm‘ 2002.

Structure and Language Function. J. Lyons (ed.)

Halliday, M. A K. (1970). Langua re :
i : : o 40-65. Harmondsworth: Penguin.

New Horizons in Linguistics, PP- I

Hamel. J. et al, (1993). Case Study Methods. Newbury Park, CA: Sage Publications.

Harry, B. (1990). English for € sommunication. Harare College Press.
' in Pride, J. B. and J. Holmes

Hymes, D. (1972). On Communicative Competence,‘

(eds.) Sociolinguistic. Harmondsworth, Englan

d: Penguin Books. On line.

5



ohnson, K. (1981). Communicative approaches and communicative process. In C.
rumfit and K. Johnson, (eds.) The communicative Approach to teaching. London:

Oxford University Pregs.

Johnson, K. (1982). Talking Shop? The communicative teaching of English in non-
English speaking countries. ELT Journal. Vol. 37/3 July 1983. On line http
Jlwww20 uludag.edu.tr/cacn/studies/c"/oZOLT Teaching htm.

johnson, K. (1985). {nderstanding Communication in Second Language Classrooms.
London: Cambridge University Press.

Kholowa, F. (1999). Between two worlds: Conflict between Malawian Teachers’
Pedagogic | aradigm and Assessment needs of their context-How do they resolve

it? MA Thesis, University of East Anglia.

Khomani, P.J. (1996). Curriculum change and teacher support in Malawi primary
schools: A descriptive study of perceptions of the implementation of the new
English language curriculum. MA Thesis Brandon University.

Kuthemba-Mwale, J. B. (2000). The State President’s Committee on Education

Quality in Malawi. Lilongwe, Malawi. Nov.

Krashen, S. (1981a). Second Language Acquisition and Second Language Learning.

Oxford: Pergamon..

Krashen, S. (1982). Principles and Practices in Second Language Acquisition. Oxford:

Pergamon.

Larsen-Freeman, D. (1986). The principles and Techniques of Foreign Language
Teaching. New York: Oxford University Press.

Lemke, J. L. (1993). Talking Science: Language learning and values, Norwood: Ablex

o - . $ho0O
Publishing Corporation in Of line htt ://ww.aare.edu.au/oopa /Sho

114.htm

ge Teaching: An Introduction. New

Littlewood, W. (1981). Communicative Langud
York: Cambridge University Press.
Mchazime, E. (2001). Effects of English as medium (yf instrzlcti{nx3 {:)dupTi{n’ZscilScademic
achievement in S()cial Studies in primary schools in Malaw!. . .
Brandon University.
) s g B d
McLaughlin, B. (1987). Theories of Second Language Acquisition. London: Edwar
Arnold.
; iy i lawi
ol Commission © Inquiry into 1999 Ma
Malunga, L. et al. (2000). Pre.szdennal Commlssl(Res{l g falawi, 2000

School Certificate of Fducation Examination

92

e



vuphy, D. F. (1993). Developing Theory and Practise in Evaluation in Evaluation
for Development in English Language Teaching. P. Rea-Dickins and A. Feza
Lwaitama (eds.) Vol.3, No.3.

Newman, M. April, (2001). PEPBL: Methodology working paper 6. Flanders
Interaction Analysis, on line

\ystrand, M. et al. (1997). Opening dialogue: Understanding the dynamics of
language and learning in the English classroom. New York: Teachers college
press, in line http://www.aare. edu.au/00pap/ shoO0/114.htm.

Richards, J.C. and Rodgers, T. S. (1988). Approaches and methods in language
teaching. New York: Cambridge University Press.

Rost, B. (February 2000). Interaction Analysed in Traditional and Satellite Delivered

Extension Educational Presentations in Journal of Extension. Vol. 38 No. 1.

Rozycki, E. G. (1999). Interaction Process Analysis. On line.

Selinker, L. (1972). ‘Interlanguage.” International Review of Applied Linguistics X:

209-30.

Sinclair. J. and Coulthard. (1975)- Towards an Analysis of Discourse. Oxford: Oxford

University Press quoted in on

linehttp://www.les. aston.ac.uk/lsu/diss/s arton.htm

Tudor, C. (2001). The Dynamics of the language classroom. London: Cambridge

University Press.

Van Lier, L. (1988). The classroom and the language learner. London: Longman.

Widdowson, H. G. (1978). Teaching Language as Communication. Oxford: oxford

University Press.
in C. J. Brumfit

glish as communication,
London: Oxford

Widdowson, H. G. (1981). The teaching of En ) '
Approach 10 Teaching.

and K. Johnson, (eds.) The Communicative

UniversityPress.

. nd o
) classroom observation. "¢ edition. London

Wragg, E. C. (1999). 4n introduction 1

Routledge.

Yardanova, S. (4 Feb. 2000). Language curricula (U.ld commzm'icaltive ;l;z:;,l.oom.
shoumen on line htt://www.lac2000.rvolta.com/hbrary/ curriculum 2.0tm.

. T st od ) Beverl Hills, Ca:
Yin, R. (1984). Case study r esearch: Design and methods: (1 gl .

Sage Publishing.

93

L —



Yin, R. (1989a). Case study research: Desigr

1 and methods. (Revised edition) Beverly
Hills, Ca: Sage Publishing,

Yin, R. (1993). Applications of case study research. Beverly Hills, Ca: Sage
Publications.

Yin, R. (1994). Case study research: Design and methods. (2" ed.). Beverly Hills,
CA: Sage Publishing.

94



7  APPENDIX

7.1  Appendix 1

31ST m4Y, 2004

70 ¢ TUE HSADTEACHIR,

AUZTIORITY TO CONDUCT A RESEARCH ON Ti% INGIISH TTACHING IN
SECONDARY Ju“bO'”‘

The Dbearer of this letter is a (14) Student from Chaneellor Tollege,
He would 1like to observe the Teaching of Znglish in Secondary Schools,

‘ould you please allow him to do his research for his vaper,

.HJ". Kwali*'l‘a (&
for/ DIVISIONAL EDUCATION ¥ ANACTESR. SOURH UEST DIVISION

AT
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7.2 Appendix 2
Learner questionnaire

SECONDARY SCHOOL STUDENTS’ QUESTIONNAIRE ON HOW THEY
PARTICIPATE IN THE LANGUAGE CLASSROOM

This questionnaire is meant to get your views on your and your fellow students’
participation in the language classroom as proposed in the integrated English teaching
approach. I need the information for my MA research which I am pursuing at
Chancellor College. Your responses will enable me to obtain the data I need in the
research and the findings will also provide information on the effectiveness of the
implementation of the language teaching new approach. Please feel free to give your
views on the various aspects which have been outlined below. I assure you that the
information you provide will be handled with utmost confidentiality. I wish to thank
you in advance for taking some time from your busy schedule to respond to the

questions.

1. How often do you use the following English language texts?
Tick your response
[ Never Sometimes | Very often | Always

|
| Secondary integrated

English Book 3

English for
Communication Book 3
Secondary English Book 3
Step Ahead Book 3

Do all the members of the group participate in the discussion?

o

Never
Sometimes
Very often
| Always

During group discussion, do you give each other turns at speaking?

(%)

Never
Sometimes
Very often
Always
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Do you and your fellow students speak in English during discussions?

Sometimes

Very often

Always

Do the groups finish the discussion in the allocated time?

Never

2

Sometimes

g

Very often

Always

Do all the groups have an opportunity to present their answers to the whole

class?

Never

Sometimes

Very often

Always

Do you have the same individuals representing the group?

Never

Sometimes

Always

What problems are there (if any) when students do activities in pairs and

groups?

THANK YOU

97



7.3 Appendix 3.
Teacher questionnaire

SECONDARY SCHOOL ENGLISH TEACHERS’ QUESTIONNAIRE ON
STUDENT PARTICIPATION IN THE LANGUAGE CLASSROOM

This questionnaire is meant to get your views on how you involve the students in the
language classroom as proposed in the integrated English teaching approach. I need the
information for my MA research which I am pursuing at Chancellor College. Your
responses will enable me to obtain the data I need in the research and the findings will
also provide information on the effectiveness of the implementation of the new
language teaching approach. Please feel free to give your views on the various aspects
which have been outlined below. I assure you that the information you provide will be
handled with utmost confidentiality. I wish to thank you in advance for taking some

time from your busy schedule to respond to the questions.

1. How often do you use the following English language texts?
Tick your responses

Secondary integrated
English Book 3
English for
Communication
Book 3

Secondary English
Book 3

| Beoks
Step Ahead Book 3

2 When holding group discussions, do students understand what you want them to

do?
Tick your response

3 Do all the members of the group participate in the discussion?
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During group discussion, do the students listen to each other?
Never

Sometimes
Very often
Always

Do students speak in English during discussions?
Sometimes
Very often
Always

Do the groups finish the discussion in the allocated time?
Never

Sometimes
Very often
Always

Do all the groups have an opportunity to present their answers to the whole
class?

Never
Sometimes
Very often
Always

Do you have the same individuals representing the group?
Tick your response

Never
Sometimes
Always

What problems are there (if any) when students do activities in pairs or
groups?

THANK YOU
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