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ABSTRACT

The research reported on in this thesis investigated the nature of the relationship

between teachers' attitudes and perceptions regarding the language learning/teaching

process and their pedagogical practices in class, within two English as second

language teaching contexts - a non-formal project and a state primary school. Both

attitudes and practices were examined in relation to an educational model consisting

of a bi-polar dimension, moving from a traditional, transmission-oriented perspective

on teaching, to a more progressive, generative one. This model was based upon pre-

existing models drawn from educational philosophy and communicative language

teaching. Thus, a principle of communicative orientation underpinned the model and

provided the theoretical framework for the design of the major research instruments

viz, an attitude questionnaire and a classroom observation scheme. The data from

these research instruments were supplemented by that obtained from more naturalistic

methods such as interviews, stimulated recall and diary entries, so that data was

produced that could be analyzed both quantitatively and qualitatively. Thus, the state

of the art of pedagogy in black primary classrooms was examined in terms of both the

micro-context (pupil numbers, teacher qualifications, etc), and the macro-context

(wider societal structures and ideology) which might have an influence on teachers'

attitudes and practices in class. Alternatives to this type of pedagogy were then

considered with reference to various project initiatives encouraging communicative

approaches to language teaching. Finally, the implications of the study for research

into teacher thinking in general, and for new roles in particular, are examined in

relation to two innovative research techniques and an attitude awareness activity. The

educational model is then reappraised in the light of the research fmdings.

Erratum

sic should read ibid throughout

U



ACKNOWLEDGEMENTS

My grateful thanks go to the following people, without whom this

research would have been virtually impossible:

- to my supervisor, Peter Hill, for his 'long-term' patience, support

and encouragement for the duration of the research, and to other

members of the ESOL department, Professor Henry Widdowson and

John Norrish, for their valuable comments on the work

- to my colleagues at the University of the Witwatersrand for their

never-failing support and encouragement over the years, for carrying

the load and affording me the time to bring this work to completion -

thankyou, Norman, Ishbel and Qe

- to my friends Richard, who helped me to understand the 'technical'

side of the research and was always there to help me through various

'crises' along the way, and Mick, who took care of other pressing

areas of my life whilst I was 'otherwise engaged'

- to Tessa and Sue for their patience and help with the graphics

- to June, for giving me a 'home' and helping me across the 'fmishing

line' when the pressure was on, especially with her humour and

cheerfulness

- to Ray and Chris for their wise words and friendship

- to the family, Mildred and Rick, for looking after the children and

allowing me the 'space' to bring the thesis to completion, and to

Paulina for 'standing in' for me

- and fmally, to my husband, Ian, and children, Bjorn, Max & Ross,

who sacrificed time with their wife and mother in order to let her

finish what she had to do.

Finally Iny thanks go to the teachers and Pupils Without whom 
this

Study would not have been Possible.

m



TABLE OF CONTENTS

CHAPTER 1: INTRODUCTION
	

1

1.1	 Motivation for study
	 1

1.2 Theoretical framework for research instruments:

The educational model
	

6

1.2.1 Pedagogic Model
	

8

1.2.2 Language Teaching Model
	

11

1.3	 Research contexts
	 14

1.4	 Research aims
	

15

1.5	 Research Instruments
	

15

1.5.1 The attitude questionnaire
	 16

1.5.2 The classroom observation instrument
	

17

1.5.3 The wheel profile
	 18

CHAPTER 2: TRANSMISSION TEACHING AND BLACK PIUMARY

EDUCATION IN SOUTH AFRICA	 21

2.1 Pedagogy in the black primary classroom: state of the art
	

25

2.2 Constraints on black primary education: the micro-context
	

30

2.2.1 The consequences of mass schooling
	

31

2.2.2 Socio-cultural factors and the cultural hypothesis
	

32

2.2.3 Socio-economic and environmental factors
	

38

2.2.4 English as second language and English as medium
	

39

2.2.5 Teacher qualifications
	 43

2.2.6 Attitudes towards roles
	 45

2.3	 Constraints on black primary education: the macro-context
	

46

2.3.1 The history of black education
	 46

2.3.2 The history of language policy in black education
	

53

2.3.3 Ideological factors underpinning black education
	

56

2.3.3.1 Apartheid ideology
	

56

iv



2.3.3.2 Mass education
	

62

2.3.4 Teacher education and training:tbe traditional model
	

64

2.3.4.1 Pre-service education and training
	

64

2.3.4.2 In-service education and training
	

69

CHAPTER 3: AN ALTERNATWE PARADIGM: GENERATWE,

PARTICIPATORY LEARNING AND PEOPLE'S EDUCATION FOR

PEOPLE'S POWER	 78

3.1	 The resistance movement: 1954 - 1991
	

78

3.2 People's Education for People's Power
	

80

3.3 New roles for teachers
	 82

3.4 The language teaching model:

Communicative Language Teaching
	

85

3.4.1 CLT: key principles
	

85

3.4.2 CLT and the alternative paradigm
	

89

3.5 An Alternative pedagogy
	 91

CHAPTER 4: THE STUDY
	

102

4.1 Aims and objectives of the study - the hypotheses
	 102

4.2 Research design - theoretical rationale
	 103

4.2.1 Definition of present research
	

103

4.2.2 Research paradigm
	 104

4.2.3 An eclectic approach
	

108

4.2.4 Research design and methods used in this study
	 109

4.2.4.1 Phase 1
	

109

4.2.4.2 Phase 2
	

110

4.2.4.3 Phase 3
	

110

4.2.4.4 Phase 4
	

111

4.2.4.5 Summary of research
	

112

4.2.5 Justification for and limitations of research methods
	

113

V



4.2.5.1 Use of triangulation
	

113

4.2.5.2 The interview
	

114

4.2.5.3 Participant observation
	

114

4.2.5.4 Use of machine recordings
	

115

4.2.5.5 Researcher bias
	

115

4.2.5.6 Scope of study
	

116

4.2.6 Review of research on teaching
	

118

4.2.6.1 Teacher behaviour
	

118

4.2.6.2 Teacher thinking
	

119

4.2.6.3 Teacher Change
	

125

4.3
	

Research context - location and subjects
	

128

4.3.1 The project
	

129

4.3.1.1 Aims and objectives
	

129

4.3.1.2 Methodology and materials
	

130

4.3.2 The school
	

131

4.3.2.1 The syllabus
	

132

4.3.2.2 The Materials
	

135

4.4 Research methodology	 135

4.4.1 Research instruments
	

135

4.4.2 Data collection and sampling
	

136

4.4.2.1 Observation and recording of lessons
	

136

4.4.2.2 Attitude survey	 137

CHAPTER 5: ATFITUDE ANALYSIS

5.1	 Theoretical Rationale - research on attitudes
	

139

5.1.1 Various defmitions
	

139

5.1.1.1 Construct theory
	 139

5.1.1.2 Theory of reasoned action
	

143

5.1.1.3 Action versus behaviour
	 146

5.1.2 Various studies on attitudes and behaviour
	

148

5.1.3 Application to the present study
	

152

vi



5.1.3.1 Construction of attitude questionnaire
	

152

5.1.3.2 Action versus behaviour
	

153

5.1.3.3 Surface similarities
	

154

5.2 The Survey
	

155

5.3 Description of questionnaire:selection and interpretation of items 156

5.3.1 Part one
	 156

5.3.2 Part two
	

159

5.4 Procedure for analysis
	 164

5.4.1 Analysis of individual items:

Assignment of positive and negative values
	 164

5.4.2 Scoring procedures
	 165

5.5 Constraints on analysis
	

166

5.5.1 Validity of questionnaire items
	

166

5.5.2 Numbering of questions
	 167

5.5.3 Wording of statements
	 167

5.5.4 Redundant items
	

168

5.5.5 The middle options
	

169

5.6 Post-questionnaire interview and feedback session
	

170

5.7 Diary entries
	 171

5.8 Attitude analysis - results and discussion
	

172

5.8.1 Discussion of general fmdings
	

172

5.8.2 Discussion of individual teachers
	 174

5.8.2.1 Teacher 1
	

174

5.8.2.2 Teacher 2
	

181

5.8.2.3 Teacher 3
	

188

5.8.2.4 Teacher 4
	

197

CHAPTER 6: LESSON ANALYSIS
	

206

6.1 Theoretical rationale - classroom observation research
	

206

6.1 .1 Systematic classroom observation
	

206

6.1.2 Ethnographic/expansionist phase
	 209

vii



6.1.3 Implications of classroom observation research
	

211

6.1.4 Application to the present study
	

212

6.2 The Communicative Orientation of Language Teaching scheme:

Description and rationale
	 214

6.3
	

Procedure for analysis
	 214

6.4
	

Interpretation of categories: problems and constraints
	

216

6.5 General findings
	 222

6.5.1 Comparison of scores for Part A and Part B

of the COLT coding scheme
	 222

6.5.2 Project lessons and varying goals
	

223

6.5.3 Project versus school lessons
	 225

6.5.4 School English versus subject lessons
	 226

6.5.5 Comparison of teacher practices
	 227

6.6
	

Specific findings: individual teacher profiles
	 229

6.6.1 Teacher 1
	

230

6.6.2 Teacher 2
	

238

6.6.3 Teacher 3
	

244

6.6.4 Teacher 4
	

255

CHAPTER 7: RELATIONSHIP BETWEEN TEACHER ATIITUDES AND

TEACHER PRACTICES	 262

7.1	 Presentation of scores
	 262

7.2 Discussion of the consistency between scores for attitudes

and scores for practices for individual teachers
	

264

7.3 The hypotheses revisited
	

265

7.4 Implications for new roles and a new pedagogy
	 267

7.4.1 Innovative techniques
	 267

7.4.1.1 Clusters of specific features
	 267

7.4.1.2 The wheel profile
	 268

7.4.2 A self-reflective attitude awareness activity
	 268

7.5 Implications for future research
	

271

VIII



7.5.1 Research design
	

271

7.5.2 Pupil Attitudes
	

272

7.6 Conclusion
	

272

7.6.1 The model revisited
	

272

7.6.2 The way forward
	

276

BIBLIOGRAPHY

LIST OF FIGURES

4.1	 Model of research design for investigating

teacher attitudes and practices
	

109a

4.2 Model of variables to be considered

when examining teacher attitudes
	

1 16a

4.3	 Schematic representation of research on teaching
	

11 8a

4.4 A model of teacher thought and action
	

128a

7.1	 Diagram of relationship between global COLT score

and global attitude scores for high and low

communicative orientation
	 264a

7.2 Diagram of correlation between teaching events and attitudes
	

2Mb

VOLUME TWO:APPENDICES

4a	 Guiding principles for SPEAK teachers - July 1985	 1

SPEAK objectives

4b
	

SPEAK Materials - UnitS 1, 2, 3 	 6

4c	 Department of Education and Training 	 16

Primary Teachers' Diploma

Junior and Senior Primary - Syllabus for English B 1985

Department of Education and Training - Syllabus for English Standard

Three 1985

Texthook samples

4d
	

Sampling of individual teacher's lessons 	 46

ix



5a	 Teachers' Attitude Questionnaire 	 48

5b	 Teacher profiles based on background information 	 73

5c	 Procedure for analysis of attitudes:

Assignment of items into high or low

communicative parameters 	 79

5d	 Teachers' interviews and stimulated recall	 89

5e	 Teacher diaries 	 115

Sf	 Tables 1-9	 124

1. Analysis of scores for each question reflecting

high communicative orientation

2 Analysis of scores for each question reflecting

low communicative orientation

3 Summary of scores in percentages for both high and low

communicative orientation, including and excluding the

middle options

4 Summary of combined percentages for middle options for each

respondent

5 High and Low C.O scores in percentages & combined for the middle

options

6 Scores showing frequency of response type for high C.O for each

question and for each respondent in order to highlight relative use

of the middle options

7 Scores showing frequency of response type for low C.O for each

question and for each respondent in order to highlight relative use

of the middle options

8 Summary of combined scores for high and low communicative

parameters

9 Summary of global attitude scores in percentages in order to

reveal rank order among respondents

6a	 Lesson Transcripts: 1 - 14 	 134

6b The structure of COLT	 182

COLT coding sheets Parts A and B

x



S

Analysis sheets

6c	 Samples of lesson coding and analysis 	 191

6d	 Wheel profiles of lessons: Diagrams 1-18	 228

6e	 Overlays of teachers' lessons on the wheel profile 	 247

6f	 Tables 10-14	 254

10	 Total scores obtained for teachers 1, 2, 3,

for project lessons only, using the COLT analysis sheets

and showing separate scores for high and low communicative

parameters for both Parts A and B

11	 Total scores obtained for teachers 3 and 4, for school lessons

only, using the COLT analysis sheets and showing separate scores

for high and low communicative parameters for both Parts A and B

12	 Total scores obtained for teachers 1, 2 and 3 for project lessons

only, combining the high communicative parameters for Parts A

and B, and the low communicative parameters for Parts A and B of

the COLT analysis sheets

13	 Total scores obtained for teachers 3 and 4, for school lessons only,

combining the high communicative parameters for Parts A and B,

and the low communicative parameters for Parts A and B of the

COLT analysis sheets

14 Summary of COLT scores

7a	 Tables 15-16

15	 Summary of scores for communicative orientation for teacher

attitudes and practices

16	 Summary of scores for high and low communicative orientation for

attitudes and teaching events (practices) showing clear rank order

among respondents

x



GLOSSARY

ANC African National Congress

CCE Centre for Continuing Education

CLT Communicative language teaching

CNE Christian National Education

C.O Communicative orientation

COLT Communicative orientation of language teaching

DET Department of Education & Training

ELTIC English language teaching information centre (Johannesburg)

ESL English as a second language

EU Second language speakers

FIAC Flanders Interaction Analysis Categories

FLINT Foreign Language Interaction

FOCUS Foci for Observing Communications Used in Settings

HPTC Higher Primary Teacher's Certificate

HSRC Human Sciences Research Council

INSET In-service education and training

[P1	 Inset policy initiative

JPTC Junior Primary Teacher's Certificate

JSTC Junior Secondary Teacher's Certificate

LL/LT Language learning/language teaching

LPTC Lower Primary Teacher's Certificate

Li	 Mother tongue/first language

U Second language

NGO Non-governmental organization

PE People's English

PEUP Primary Education Upgrading Project

PRESET Ike-service education and training

PTC Primary Teacher's Certificate

SAALA Southern African Applied Linguistics Association

XII



SELP Schools English Language Project

SPTC Senior Primaiy Teacher's Certificate

SRC Student's Representative Council

SSTC Senior Secondary Teacher's Certificate

STC Secondary Teacher's Certificate

Std Standard

TALOS Target Language Observation Scheme

TELIP Teachers' English Language Improvement Project

TL Target Language

UNISA University of South Africa

WITS University of the Witwatersrand

xIn



CHAPTER 1 :INTRODUCTION

1.1 MOTWATION FOR STUDY

The broad area within which this research lies is innovation or change in

educational practice and the professionalization of teachers. The research was

motivated by the need for change in the South African educational system and

explored the role of the teacher as potential change agent with the main focus

being on teachers' attitudes, perceptions and practices. Teachers are in the most

strategic position in the educational hierarchy as they stand at the interface between

the rest of the system and the clients (learners) and in this respect offer the greatest

potential as agents of change. Conversely, they could also offer the greatest

resistance to change if they are excluded from the planning of the innovation

process, thus considering it to be either irrelevant or beyond their own

understanding and/or competence.

A necessary step towards understanding the innovation process is attitude

awareness. For teachers to become agents of their own change (which is a

prerequisite for change to occur elsewhere in the system) ('), they need to become

consciously aware of their own perceptions of, and attitudes towards the

learning/teaching process on one hand, and their practices in the classroom on the

other, and what the alternatives to the latter might entail. Easen (1985) points to

the need for increasing the repertoire of "ways of handling professional life", i.e.

of breaking out of "stereotyped patterns" and realising that there are additional

choices and that it is possible to act on them (p93). As part of a response to this

need, the research conducted in this case study focused on ways of gaining access

to the attitudes and practices of teachers within the contexts of two language

teaching situations: a non-formal project and a state primary school. Both teaching

situations involved non-native English-speaking teachers and pupils in the fifth year

of primary school (Standard 3), the year in which English is introduced as medium

of instruction.



South Africa is currently experiencing upheavals on all fronts: political, economic,

social and educational. With reference to the last, traditional ideologies and

ensuing teaching practices are being rejected as outdated and ineffective, being

seen as an attempt to maintain the status quo. An alternative ideology has been

taking shape over the past five years - that of Peoples' Education for Peoples'

Power (1985/6). This movement is demanding far-reaching changes in the

educational system.

Beeby's (1986) model for stages in the growth of educational systems provides an

appropriate framework within which to understand the challenge now facing the

South African educational system. His work is relevant to the current situation in

South Africa as his concern lies specifically with the nature of change in

educational systems in developing countries. He outlines four broad stages in the

growth of a Primary School system as follows:

Stage 1: Dame School. Teachers are ill-educated, untrained. This stage is

characterised by unorganised, relatively meaningless symbols; very narrow subject

content with focus on the three R's; very low standards; memorisation is all-

important.

Stage 2: Formalism. Teachers are ill-educated but trained. It is highly organised;

symbols have limited meaning; rigid syllabus; emphasis on three R's; rigid

methods with 'one best way'; one textbook; external examinations; inspection

stressed; discipline tight and external; memorisation heavily-stressed; emotional life

largely ignored.

Stage 3: Transition. Teachers are better-educated and trained. There are roughly

the same goals as stage 2, but more efficiently achieved; more emphasis on

meaning, but still rather thin and formal; syllabus and textbook less restrictive, but

teachers hesitate to use greater freedom; final leaving examination often restricts

experimentation; little in classroom to cater for emotional and creative life of

child.
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Stage 4: Meaning. Meaning and understanding are stressed; somewhat wider

curricula; variety of content and methods; individual differences catered for;

activity methods; problem-solving and creativity; internal tests; relaxed and

positive discipline; emotional and aesthetic life as well as intellectual; closer

relations with community; better buildings and equipment essential. (After Beeby

1986:38).

If these stages were applied to education in South Africa, it would seem that

educational practice in the majority of primary schools, especially black, still lies

at stage 2 - Formalism -revealing a rigid authoritarian ideology with strict control

of both teachers and pupils (see 2.1) (2)• This extends to INSET activities,

especially those run by the State - Formal INSET - which has traditionally used the

centralised course approach with very little post-course follow-up in schools (see

2.3.4.2). The main focus of INSET activities in South Africa has been, and still is

on skills acquisition: the formal upgrading of qualifications, both professional and

academic, and improvement of own language skills. In addition, state-controlled

courses normally carry promotion for teachers so that they naturally appear more

attractive than non-formal INSET courses run by the private sector which cannot

offer the same benefits. Chapter two provides an overview of the history of black

education, state ideology, and the state-of-the-art in terms of the pedagogy

practised in black primary schools.

Since 1985, however, there has been a proliferation of organizations offering non-

formal INSET, in tandem with the demand for greater equality of education by the

Peoples' Movement (see 3.2). These courses are an attempt to uplift and empower

the people by introducing new ideas and teaching methods and upgrading the

qualifications of teachers. Their goal is Beeby's fourth stage - Meaning - but have

probably only just begun to reach his third stage - Transition - in the institutions

where they have influence. As Beeby notes, change in the quality of classroom

practice "is a matter of growth" (p37). He goes on to note that:

3



Planners who have not had extensive experience in educational

administration rarely understand how difficult it is for teachers to

change their classroom practice. They seldom know the type of in-

service training that is necessary to help average and below-average

teachers make even limited changes.. .Planners often grossly

underestimate the time it will take to bring about real change in

classroom practice. (p37)

Chapter three describes the alternative educational paradigm taking root in South

Africa and traces its origin through the resistance movement and the establishment

of People's Education, to the project initiatives which are attempting to help

teachers cope with new roles. The language teaching model underlying the research

is then discussed in relation to the above changes.

Easen (1985) believes that teachers "actively shape the curriculum that pupils

actually experience (p6) and that any change in this experience is linked in some

way to change on the part of the teacher. Curriculum development, then, is a

function of professional development on the part of teachers which, in turn, is a

function of the development of individuals. Easen thus identifies a link between

educational change, professional development and personal development.

The traditional model of INSET programmes, however, has tended to neglect the

improvement of a teacher's personal circumstances. Before teachers can be

expected to respond to the more recent calls for change in the nature of INSET

programmes, they need to grow both academically and professionally. The

challenge offered by Peoples' Education for Peoples' Power is for a more

progressive and relevant model of education, i.e. Beeby's fourth stage - Meaning.

However, change

.is a slow and ragged process that does not proceed uniformly on

all fronts. Teachers are the fronthne troops of change and progress

4



depends on their own education, motivation and freedom to

innovate. (Beeby 1986:37)

Yet in South Africa

Seldom is there any recognition that teachers might be positive

change agents in their own right, or that they might constitute a

significant resource for INSET. (Van Den Berg 1987:21)

Contrary to viewing teachers as recipients of policies determined by education

departments, it should be recognised that teachers need to be agents of their own

change with direct involvement in planning both content and methodology of their

courses. Referring to school-centred INSET, Easen (1985) makes the point that "it

is not about transmitting the values and interests of external agencies into the

school", but of the school "negotiating its own values and agendas for action"

(p137). He feels that the external agencies should be called upon only to "service

those teachers who have realised their own power and wish to create change for

themselves" (sic).

Eraut, quoted in Van Den Berg (1987), describes the issue thus:

Is our prime concern with in-service training in which a teacher

employee is told what to do and how to do it? Or is it with in-

service education in which a teacher professional is supported in his

task of trying to answer the questions for himself! (pi)

For Easen (1985), critical self-awareness has a key place in in-service work. He

cites Mezirow who points out that a person's behaviour is shaped by his/her

perspective (p69). Where old knowledge is reorganised in a new way so as to

transform old attitudes and perspectives, we have what he terms 'paradigm change'

as opposed to 'pendulum change', which involves abandoning one set of certainties

for another without question. Easen adds that curriculum change implies paradigm

5



change "as real changes in behaviour, as opposed to superficial or short-term

changes, are often the result of a change in perspective (or paradigm)" (sic).

Van Den Berg (1987) goes on to mention two major reasons why INSET strategies

in South Africa need to be based on the active involvement of teachers. The first is

that these sirategies seem to be more successful, and the second is that:

• .within an autocratic society those who are concerned about INSET

and who also claim to support the democratization of South African

society must be committed to the empowerment of teachers and not

their continued subjugation. (1987:26)

This focus on the teacher as change agent and professional highlights the need for

attitude awareness and sensitivity to practices in the classroom.

1.2 THEORETICAL FRAMEWORK FOR RESEARCH INSTRUMENTS

The educational model used as the underlying conceptual framework in this

research, and which underpinned the design of the research instruments, both

empirical and ethnographic, was that of the transmission versus generative

teaching dichotomy. It was conceptualised as a bi-polar construct moving from a

more traditional, formal perspective on teaching, to a more progressive, informal

one. Two pre-existing models, one from the domain of educational philosophy and

the other, embodying a set of pedagogic ideas, informed this educational model.

The first was Dewey's (1938) classic distinction between traditional and

progressive views of education, which included different characterizations of the

nature of knowledge and of instruction. In the traditional view, knowledge is seen

as an objective, well-defined body of information detached from human

subjectivity and to be transmitted intact. The progressive perspective views

knowledge as emerging from a process of interpretation and clarification of

meanings. In the present study, this dichotomy is referred to as the pedagogic

model, on a transmission versus generative teaching dimension. This dimension
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is then elaborated by Beeby's (1986) model of the stages in the growth of a

primary school system, moving from stage 1 (Dame school), through stage 2

(Formalism) and stage 3 (Transition) to stage 4 (Meaning), i.e. from

transmission to generative teaching, which is set out in detail below.

The second model is that of the communicative approach to language teaching

(CLT) (see 3.4.1) operationalised by Allen, Frohlich & Spada's (1983) second

language teaching observation scheme - the COLT (Communicative Orientation of

Language Teaching) (see 6.1.4 & 6.2), which contains a dimension of

communicative orientation (C.O.) which moves from low C.O. to high C.O.

The categories of the COLT scheme were thus designed in such a way as to

capture both communicative and non-communicative aspects of language teaching.

Thus, movement from Beeby's stage 1 through to stage 4 would be a movement

from low to high C.O.

Necessary simplifying assumptions were made in the initial conceptualisation of the

model, especially in terms of the absolute polarity created between transmission

versus generative perspectives on teaching, and low versus high C.O, as it was

intended as an operational model with an enabling function, to be applied to a

particular educational setting in order to capture data which could then be used to

critically reappraise the model itself. Thus, elements in the data uncovered by the

model that did not 'fit' as it were, were not ignored but used instead to challenge

the model. The application of this model to particular circumstances then, was a

dialectical process which left open the possibility of revision of the particular

educational and pedagogic principles underlying the model. It was hoped that in

this way the present study would make an important contribution to the discovery

of the relationship between a fixed, universal model, and the particular

circumstances and setting to which it was applied. The main questions guiding the

application of the model, therefore, were the following: (1) How useful is the

model for discovering and adequately describing a teacher's particular pedagogy in

the classroom? and (2) To what extent is the model questioned by the very

pedagogy which it aims to discover and describe? Conclusions concerning the

7



feasibility of the application of the model to specific circumstances, and the

implications of this, are discussed in chapter 7 (see 7.6.1).

In this thesis, the terms pedagogic model and language teaching model are

used to denote specific aspects of the educational model underlying this research.

The pedagogic model thus refers to the transmission versus generative dimension -

variously referred to as traditional versus progressive and formal versus informal

in the literature (Bennett 1976). The language teaching model refers specifically

to the communicative orientation dimension as embodied in the COLT observation

scheme. The term educational model, therefore, will be used to refer to the broad

conceptual framework underlying the research as a whole.

1.2.1 Pedagogic Model

The pedagogic model selected for this study was intended to reflect opposing

ideologies in the struggle for equal and effective education in South Africa, and in

this respect is relevant to research conducted in the area of teacher education.

Paolo Freire (1972) corned the term 'banking education' to describe what Barnes

(1976) refers to as a 'transmission' mode of teaching. Freire's work was forged

out of a third world learning/teaching situation in response to the need for change

in established mainstream schooling practices, and, as such, has relevance for the

current socio-political situation in South Africa. The South African literature

identifies this type of teaching as an 'authoritarian-dependency' tradition (Young

1987a; MacDonald 1987; Hofmeyr & Pavlich 1987; Hartshorne 1987a; Mehi

1987) or the 'rote-rhythm method' (Macdonald 1990a), which describe essentially

the same phenomenon: the teacher is in the position of 'expert' or 'knower' who

'transmits' information to passive pupils who 'receive' this knowledge

unquestioningly. Accordingly, the teacher controls all interaction, strictly managing

pupil response. The pattern of interaction thus established has been called the IRF

pattern, (initiation-response-feedback) (Sinclair & Coulthard, 1975). This type of

pedagogy thus allows no pupil initiative and vely little peer-sharing. In Young's
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(1987a) terms "the teacher authorises knowledge rather than negotiating it with

students" (p170). This corresponds to the first two stages of Beeby's (1986) model,

i.e. Dame school and Formalism.

Freire's (1972) alternative to this transmission mode of teaching is what he terms

"a problem-solving approach" to education, designed to lead to 'conscientization'

and, ultimately, social transformation. This approach consists of 'acts of cognition'

rather than 'transferals of information', in which the teacher is seen as 'animator',

providing the impetus for interpretation and critical thinking. Barnes (1976) termed

this 'interpretation' teaching, requiring "student freedom in using language in

exploratory ways in informal, peer group controlled situations, wherein pupils

themselves authorise the forms of language and what counts as

valuable. .knowledge in curricula terms" (Young 1987a: 171). This type of teaching

has been variously referred to as an "egalitarian, decentralised mode of interaction"

(Chick 1991); a 'constructivist epistemology' (Mehi 1987), reflecting a

'generative', 'interpretation' (MacDonald 1987; Ellis 1984a) view of teaching

involving pupils actively in exploratory learning, which Freire (1972) termed a

'problem-posing' approach to education. This corresponds to Beeby's fourth stage

in his model, i.e. Meaning.

Werner and Bower (1982), in a manual aimed specifically at instructors for health

workers, outline three approaches to education: the 'conventional', the

'progressive' and the 'liberating'. The 'conventional' approach corresponds to

Freire's 'banking education', and is described as "authoritarian, with rigid top-

down control", the aim being to get people to conform to the status quo. It creates

dependency in both teacher and learner thus inhibiting creativity. The 'progressive'

approach is described as "paternalistic, with kindly top-down control", the aim

being to 'pacify' people and teach them to reform themselves. This approach,

although appearing to be supportive, still resists real change. The 'liberating'

approach is described as "humanitarian and democratic, whereby the people

themselves are in control". The aim here is to create autonomous, independent,

9



creative learners which would ultimately lead to the transformation of society

itself. This corresponds to Freire's 'problem-posing' approach.

The pedagogic model outlined above provides the theoretical justification for the

choice of research contexts. The first context, the school, reflects a transmission

teaching mode in which learning consists of committing facts to memory, and the

non-formal project, a more generative, exploratory mode, in which pupils learn

through developing 'processing strategies' (Harlen 1985) which enable them to

"interact with things about them and with the ideas of others" (Macdonald 1987:3).

Lawton (1983) distinguishes between three basic educational ideologies in relation

to curriculum development: classical humanism, progressivism and

reconstructionism. The first is 'knowledge and culture-centred' with the implication

that it might not be relevant to all cultures; the second is 'child-centred', having its

origins in Rousseau's classical work, Emile, and which places emphasis on

discovery, with childhood needing to be regarded as an important period in its own

right, and not necessarily as a preparation for adulthood (see 2.3.3.1); and the

third is 'society-centred', where education is seen as a way of improving society,

providing opportunities for growth. With reference to the pedagogical model

above, we could say that 'classical humanism' applies to the model used in South

African education, which is essentially transmission-oriented, and 'progressivism'

and 'reconstructionism' apply to various aspects of the alternative model expressed

through various project initiatives and the movement known as People's Education

for People's Power, especially with its emphasis on 'collective learning' (see 3.2).

The pedagogic model is especially relevant to an investigation into teacher attitudes

and practices, as the rote-learning, transmission perspective has been the traditional

one in operation in state education since 1953 (see 2.1 & 2.3.1), whilst the

generative view represents the move towards alternative education in South Africa

as reflected in the Peoples' Education Movement (see 3.2).
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Kuhn (1970) refers to the frame of reference which a 'community of specialists'

share at a particular moment in history, as a 'paradigm'. This paradigm is a

'disciplinary matrix' wherein the ideas, problems and actual mode of working will

reveal shared and consistent assumptions, beliefs, values and ways of interpreting

experience (p182-210). The pedagogic model outlined above reflects two different

paradigms, i.e. two different sets of beliefs and values leading to two different

approaches towards the LLILT process, viz, transmission teaching versus a more

generative approach. For Kuhn, 'revolution in science' is a period when one

paradigm is replaced by another, the intervening, transition phase being termed a

'confusing' period of paradigm shift, wherein the new paradigm may be either

assimilated into the prevailing one and adapted by teachers and other

educationalists (cf. Olson 1981), thereby reflecting a resistance to change and/or

protection of vested interests, or replace the previous paradigm entirely (i.e.total

transformation - Hofmeyr 1991). With reference to English language teaching in

South Africa, we may say that the erstwhile paradigm, the traditional transmission

model, is still in force in black primary schools, but that the alternative, generative

paradigm embodied in communicative language teaching, is gradually gaining

ground, as reflected in the syllabus itself (see 4.3.2.1), more recent courses

introduced at this level and in various project initiatives (see 3.5).

1.2.2 Language Teaching Model

The second language classroom was selected as a research context as English is

used as medium of instruction for other subjects in primary school from the fifth

year (Std 3), which would necessitate a certain level of fluency on the part of both

teachers and pupils (see 2.2.4). The ESL classroom would be the obvious training

ground for this as it would provide the context for research into whether, in fact,

the focus of the learning/teaching process was on language in use with emphasis

on its communicative features (see 3.4.1). Furthermore, English language courses

written for the lower primary school since 1983 have increasingly incorporated

communicative features into their course design, with the resulting emphasis on
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group work, genuine information gap and interactive tasks (see Kroes 1987 for a

full review of these courses).

If the communicative features contained in the course books and required by the

use of English as medium of instruction were noticeably absent, then the ESL

classroom context would provide an opportunity for exploring the extent to which

teachers' attitudes and perceptions affected classroom practices.

Communicative orientation was selected as one of the dimensions underlying the

theoretical models, as it reflected the movement through the stages of growth in

Beeby's (1986) model, and the various categories in the COLT scheme.

Furthermore, this choice naturally pointed to the cominumcative approach or

communicative language teaching (CLT) as the obvious candidate for the language

teaching model. This model complements Beeby's fourth stage, placing emphasis,

as it does, on "activity methods, problem solving, and creativity" (Beeby 1986:38).

The communicative orientation principle was perceived as a continuum moving

from low communicative orientation at one end, to high communicative

orientation at the other. It was thus divided into two basic constructs,

corresponding to the polarization reflected in the pedagogic model.

With reference to English Second Language teaching, the traditional, authoritarian,

transmission type of teaching has given rise to a heavy emphasis on skill learning

in terms of grammatical rules and explanations and accuracy work (in the

teacher's terms) (Brumfit 1984) (see 2.2.4). A hw communicative orientation

would reflect this type of education.

The generative perspective on education, on the other hand, is embodied in the

communicative approach to language teaching, with emphasis on the teacher as

facilitator, encouraging autonomy and independence in her pupils thereby helping

them to "take an active part in managing their own learning" (Ellis 1984a:65). The

emphasis here lies on process as opposed to the product of language teaching

12



(Brumfit 1980) (see 3.4.1). A high communicative orientation would reflect this

view of education. Below is a summary of the characteristics of the two basic

parameters.

Interpretation view: high communicative orientation

- teacher as facilitator

- pupils share in managing own learning

- emphasis on how to learn - process

- cooperative negotiation, joint interpretation and a sharing of expression

- group/pair work

- pupils initiate discourse, propose own ideas and actively explore materials

- questions and responses are open with genuine information gap

- caters for individual style and pace of learning

- grammar is taught from the interactive point of view stressing fluency

Transmission view: low communicative orientation

- teacher as knower

- teacher controls topic, materials and interaction

- emphasis on the what of learning - product

- 1RF interaction pattern predominates

- pupil responses limited to choral work and repetition

- questions are closed with very little information gap

- teacher functions as assessor

- focus on skills-acquisition in terms of grammatical rules and explanations and

accuracy of form

(see 2.1 & 3.4.1 for clarification of the above characteristics).
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