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INTRODUCTION

According to Dulay , Furt and
Krashen,"Teaching a second language neans creating
for students a part or all of their new language en-
vironment. The entire responsibility for creating
the language environment falls on the teacher who is

teaching a language that is not used in the community."1
This gquatation implies that the teecker, placed in

such a foreign language setting as the latter, nust

be the model for his students and, the provider of

all the environment which is indispensable for langua-
ge acquisition, and all the amount of language to be
learned., To be these things, he would possess, as
strevens notes, "personal qualities, teéhnical abili-
ties and professional understanding."2 By "profession-

al understanding", Strevens means methodological skills.

As far as Rwandan teachers of
English are concerned, my interest has been aroused
by the common complaint about the teachers' insufficient
command of English ; a, subjeet which, however, they
are obliged to teach. This insufficient command of
English on the part of Rwandan teachers is the outcome

of a number of reasons summarized below. e

The first reason is the status
of English as a foreign lenguage that came in after

fPrench, which can also be considered as a foreign
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language, though it has acquired, owing to its use
in administration, the status of official language.
English is not giver the same privileges as French
though both are foreign languages vis-a-vis Kinya-
rwanda. French, however, has become an official
language, and it is used for many purposes withig the
country, for instance as a medium of instruction,

as well as being a language for world interaction,
since a knowledge of it has never faiied to pave the
way to better relationships between Rwanda and other
French-speaking countries. English, nevertheless,
should serve some of the same purposes ; if not as

a medium of instruction, at least as a language for
interaction between Rwanda and Anglophone Africa on
one hand, and the larger English-speaking world on

the other.

The second reason is the way
English was taught in Rwanda in the earliest days,
Indeed, the "grammar-translation" method that by no
means provided the ability to speak the new language
and the poor quality of the teaching materials in
use in the 1960's and even nowadays in some schools

(for example Britain ; Easy Road - Anglais L BF TTT

Tales from Britain) did not take account of the most

important goal of teaching a modern language such as
English, that is, to lead the student to the acquisi-
tion of " communicative ability',"3 As Fatake says in

his monograph The Major Types of English Lessons actual-

1y given at the T,.C., English was taught like Latin or
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Greek. That is, emphasis was put on translation and on
learning by understanding the rules of ].anguage.[‘L
Needlaéss - to say, this method did not pay any attention
to the learner's need for being capable of communication

through the new language.

The last reason, but a key point
in my thesis, is the unfavourable conditions in which
the teachers have been traired, and in which learners
continue to be placed today. This reason is relevant to
the possibility of effective application .of the "com-
municative Approach' and to the possibility of its being
handled by Rwandan-trained teachers. The need for a rich
language environnent, as required by the new approach,
meant to make up for the learners ' relatively low
proficiency in English as a foreign language, has been
noted by Crymes : "Students necd exposure to a rich
language environment, rich in both the amount and variety
of meaningful language and in opportunities for using
English as a vehicle for expressing their thoughts and

ideasﬂ5

In the Rwandan situation, especially
in secondary schools, there is no rich language envi-
ronment outside the classroom likely to give the learner
opportunities for language use. The homogeneity of the
peer group with which he shares ease in both Kinyarwanda
and French means that he has no need to communicaée in

English. Even the teachers who would be able to speak
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English with him are seldom met outside the class. The
teachers themselves seldom use English in daily relation-
ships because there is sometimes only one teacher of
English in a school or, if there are more, they would
sound pedantic or even unsociable if they used a language
which the society around them does no? understand.

fhe lack of natural exposure to the language in class

or outside limits the learner's motivation to his im-
mediate intellectual satisfaction or to getting a good

grade, This increases his difficulty with oral production.

All the above reasons brought to-
gether, and the actual attempt to find a solution, that
is, to improve methodology and motivation6, have given
birth to the subject of my mémoire : “"Rwandan teachers
and the Communicative Approach to the Teaching of
English." It falls into a number of parts which have
been chosen for their close relationship to the
teaching of English as a modern language, and, therefore,
a longuage for communication with English speakers, who
are known to be politically, economically, commercially,
socially, scientifically and culturally important,
likely to enk<nce Rwandan access +o modern scientific,

technological and economic advances.

The first part, "The Status and
Role of English in Rwanda", will provide a background
insight as regards the failure of the teaching of
English as a tool for communication, this being provi-

ded through a historical survey « £ teaching methods
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applied in the last two decades and 2 study of the background
of Rwandan teachers who were appointed to teach English in
Secondary Schools to replace the expatiiates, mainly Belgians,
who taught it as a makeweight subject like . History, Geography
and so on. In fact, the colonial era did not favour English
because, presumably, French was the sole medium used for in=-
teraction among the colonizers and the Rwandan educated elite
on one hand, and between the same elite on the other.

The situation lasted until the time when graduates from the
"niversité Nationale du Rwanda" (U.N.R.) and the "Institut
pédagogique National" (I.P.N.) were sent to teach English at
secondary school. The lattor tried new methods such as the
magudio-lingual™ epproach but since the textbooks which had
been used in the 1960's were still in use, none of the existing
methods was applied alone but rather, the grammar-translation
method and the 'audio-lingual' overlapped. This was confirmed
by some teachers of English,Iconsul‘ted.7 Communication,
therefore, was still going uncared for and for this reason,

a new approach, the n"communicative Approach" captures may

attention.

The. new approach constitutes the content
of the second part of ghis ‘work. The'deflnltlon of terms'

will largely be taken frem Littlewood's Communlcatlve Language

Teaching, An Tntroduction. Stating +the purpose of his book

in the introduction, he says : "The purpose of this book is
practieal : to help teachers broaden their repertoire of
techniques, so that they-can enable learmers to communicate

more effectively in a foreigh language.“8 When he defines
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nCommunicative ability" he states thét ngince the relationship
petween forms and functions is variable, and cannot be defi-
nitely predicted outside specific situations, the learner
must also be given opportunities to develop ! strategies' for
interpreting language in actual use." This bears very much
relevance to fhe interest of the new approach I advocate in
Rwandan secondary schools, beceuse the learner must not only
master the lenguage forms but also'be able to use them with
appropriateness and accuracy in communication. This part will
be theoretical, being concerned with new theories of modern
language teaching and learning, and their interest for
foreign learners. To the definition of terms, I will add a
specification of the type of material which may claim to be

communicative in the teaching and learning processe.

After the assessment of the importance
of the'communicative Approach', the third part will consider
the preseﬁt use of the communicative approach by Rwandan
teachers and the last will consider future possibilities.
These last two parts make up a tentative examination of the
prospects for the imprevamént of the teaching / learning process
in the field of English and the subsequent implications for
teacher training. The tRéforme Scolaire! ('School Refor'm')9
that has increased the time available for English teaching
at secondary school breeds hope for a bright future for the
learning of English, but problems remain as regards the
teacher training programme for the success of teaching
English as communication. Rwandan-trained teachers do in=-
deed efficiently carry out the teaching of grammatical

items, but fail to fit them in their appropriate context
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of use. The reason simply lies in their limited practice of
English during their secondary school training and the

academic aspect of the language they studied at tertiary
level., The 'bookish' English they are used to and the writing
skills they have developed do not make them adequate teachers
of English for communicative purposes agince they themselves
have never been prepared in such an area. Inhe fformal exposure'
they have received leads them to cling too much to the
textbooks at hand, to avoid devising new communicative teach-

ing materials, 2 task for which they are not aquipped.s

Evidence for this statement can be
found in the Rwandan government'ﬁ constant appeal to the
American Embassy as well as to the British Government to
supply Rwandan teachers of English with "bourses de stage",
so that they can benefit from a stay in an English-speaking
country to improve their practical language skills. This ties
in with the conclusion T will draw from my study, namely that
there is nwothing we can presently do to create a rich lan=
guage environment unless we rely on well=trained teachers,
competent in both practical language skills and methodology,
to make communicative language teaching and learning come
into effect in Rwandan secondary schools. On the student's
part, his need for communicative skills in the language
he is learnming should be focussed through the whole learn-
ing process. This need has been felt by the English section
of the Bureau Pédagogique de 1'Enseignement Secondaire
(B&P.E.S.) and it has somewhat been taken into consideration

in the sample manuals 3 Anglais 2eme and Anglais Jeme.
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(already prepared), and Anglais Leme (to appear shortly).

Unfortunately, the underlying theory is the audio-oral method
which assumes the unconscious acquisition of communicative
ability through intensive mechanical drilling and constant

reinforcement, but does not provide natural exposure to lan-

guage .

Notes
1. See Dulay H., Burt M.,and Krashen S., Language Two, Pa1b.

2. See Strevens, Peter, New Orientations in the Teaching of
English, pp.70—71.
3, Communicative ability is defined by littlewood, William,

Communicative Language Teaching,pp«1-7.

4, Fatake S., The Major Types of English Lessons actually

g_iven at -the T.C.9P¢5o

5. Crymes, Ruth, "The Need for a Language Rich Envirpnment."

English TeachingﬁForum, PP «35-38.

6. Mukantaganzwa A.Boily, Teaching English Through a Topic

of Social Utility in Rwanda, Polte

7. Ngomanzungu P.Celestin, ﬁapendano Baabo, Miss Moira Lewis,
Karangwa Epaphrodite, Bertin (I do not remember his name).
The informants in guestion were Rwandan teachers of
English at Nyundo and Butares

8, Littlewood W., opeCite,psviie

9, see Chapter IV.
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CHAPTER ONE

THE STATUS AND ROLE OF ENCGLISH IN RWANDﬂ.

1.0, HISTORICAL BACKGROUND.

English as a foreign language Wwas
introduced into [rvandan secondary schools by the Belgian
colonizers around 1960-1961 and was taught as a third
language after French and Flemish. In 1961-1962, it
replaced Flemish, which was suppresscd. The decision to
teach English stehmed first from its international
standing, and second from the necessity for Rwanda to
develop commercial bonds with English-speaking East
Africa, through which most Rwandan imports and exports
pass 1. Nevertheless, the Belgian administration's
attitude towards English was rather unfavourablq. it
wanted educated Rwandan people to concentrate on.French,
so as to ensure effective commuriication betweenlthe
colonizers and the Rwandans, and English was merely
introduced to fill in the gaps in the school program,

which was similar to the Belgians'! home scho0ol programe.

T+ is *herefore obvious that the
whole school program waé sponsored by Belgians who did
not view English as a necessity in Rwanda. This situation
lingered on in the post—independence period. Indeed,
English in the school system suffered a great setback,
because Rwanda was still under the influence of Belgium,

which imposed itself upon the new-born state as its tutor
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until1975. Most English teachers, asS Nsabimana notes, were
Belgians who were not really proficient in the language «
They had learnt it either at school, or during the Second World
War, or during a stay in an English-speaking country. Oniy a

few were native speakers, mainly British and American missionaries.

Until recently, English was considered as
a makeweight in the languages program schedule, after French,
which was regarded as 2 gecond language, and Latin and Greek,
classical languages méant to make the learmners 1classical
scholars'. In fact, of the two modern languages, French and
English, French was given much the greater importance, since it
was the colonizers' mother tongue, whereas English was placed
among secondary subjects such as History and Geography in almost
all secondary schools. It was essentially rearned through the
understanding of rules and the reading and translation of
literary extracts. Mo oral practice was allowed to the learners
and the prescriptive method used by untrained teachers deprived
the learners of the ability to speak English.This abi?ity was
all the more hampered by the students! lack of mo%ivafion,
for they were geared to the colonial government's negative
attitude towards English. The colonial government had the firn
intention to replace Rwandan culture with its own. The apility
to use French, then, was jpdispensable to acquire prestige
and to have better jobs in the then colonial society. This is
reflected in one of the Impala Orchestra's songs which says ¢
"Hambere abantu bigishilizwaga gufasha ubutegetsi *wo mu gihe

cya gikolonize" (A long time ago, people were taught in order
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to help the colonial administration"). There was no better
job than serving in the administration. English played absolu-
tely no role in the colonial administration and was thus not

considered worth learninge

This situation underlies the lack of a
clearly defined English teaching program from the early 1960's
until 1975. Policy makers, as Barugahare notes, decided that
English should be taught, but did not teke into consideration
a1l the requirements relevant to such a decision. These
requirements are necessary for proper implementation teacher=-
training in English, the development of materials and the
establishing of a teaching program that includes the stating

of goals.3

There were, therefore, neither qualified
teachers, nor appropriate materials, nor 2 standardized,
effective program. As said earlier, the majority of the early
English teachers iﬁ Rwanda were untrained people who had
neither professional skills nor a good command of the language
they were appointed to teach. A brief stay in an English= -
speaking country and some hours of English courses given to
Belgians in order to communicate with American and British
soldiers during World War II did not provide enough language

skills to become English teachers.

In addition to the teachers! inadequacy,
there was no standard English-teaching programe. Each teacher
had to devise his own prograi, despite his virtual inability

to do so. Besides, the time devoted to English teaching
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varied from two to tnreu hours a week, which was insufficient
to ensure profici nt lcnrning of a langudpe and the then
available approach, namely the !grammar translationt appronch,
could not favdur the learners' cormunicative competence. The
textbooks used during that period were helpful nelther to the
teacher nor to the studente. They led the 1atter to think of

English as an shstract subject, merely a source of immediate

intellectual satisfaction or of obtaining a good grade,

Books 1like Britain by Gijssels and
Lievens and fAnglais by Delree,De pacpe and Gijssels are very
far from being efficient with regard +to the learners! need
for communicative akills. To support this statement, an
evaluation of one gample of these +extbooks will be presented
in the historical survey of methods which will come after the
following discussion of the status and role of English in

Rwanda.

1.1, THE STATUS OF ENGL 1S+ IN RWANDA«

The plqée occupied by English vis-a-vis
other languages in Rwanda has been investigated by certain
graduates of the English Depqrtment at the National
University of Rwanda (UNJR.) o Accordimg +o their findings
and to my personal research, English occupies the third place
after Kinyarwanda and French, raﬁking before Swahili, which
has recently been included in the language-learning schedule.
{inyarwanda and French:hévoﬁa.prestigious positidn in Rwandan

society. Kinyarwanda plays sO predominant a role as a natienal




o IF -

and official language that other languages are hardly used by
most people. It is the main language of social, cultural,
political and economic interactions among Rwandans . Rwanda

can even, for practical rurposes, be classified among lin-
guistically homogeneous stakes owing to its unity of first
language. From West to East and North to South, there is 2
mutual intelligibility. Kinyarwanda functions in interpersonal
relationships through both the oral and the written channel.
It remains the language of informal and private situations,
and also of much formal communication..ﬁs a vehicle of the Rwa-
ndan socio-cultural heritage, it remains the most indispens=
able factor in the Rwandan people's unity. Therefore, it is.a
symbol of national identity and cannot be removed for any
other language to take its place.On the domestic level, then,
there is no perceived need for English, which finds no domain

of use with regard to daily relationships.

In addition to Kinyarwanda, there 1s
French, which has become a second language in Rwanda in the
narrow sense of the term.. Indeed, according to the Constitution
of the Republic of 1961, it has acquired the status of an
official language beside Kinyarwanda, and it has become &
medium of instruction, as 2 legacy of the colonial era, at
secondary school and at the University. During the colonial
period, as noted above, French was meant to establish efficient
contact between the colonial administration and the Rwandans e
A knowledge of French was thus required of any Rwandan
administretive agent in all official activities. For this
reason, it has become & language of prestige and high social

status. Every young Rwandan who enters school longs to be
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able to speak French as 'white men!' do. Even a 1iterate Rwandan
who speaks it f£luently is considered to be a! white man'.

This need to resemble the white man via his language shows

that the Belgians colonizers tpolicy of assimilation was

guccessful.

This policy of assimilation underlies the
failure of post—independence decolonization +o dismiss the
colonial 1anguage)French, and have it replaced by Kinyarwantae
Actually, French had become a VEIXY important means of éom-
munication, not only between the Rwandan educated minority
and the white colonizers, but alsc among literate and semi-
1iterate Rwandans who had a hidden intention to sound 1like
superior men in Rwandan society. In addition, it is still a
vehicle of instruction and a language of administration on one
hand, and a language for comnunication with the outside French=
spéaking werll on the other. The role of French in Rwandan life,
then, is sO important that Rwanda can be classified among
countries which adopt a Western language on 2 natioﬁal level
in order to obtain and retain as much tangible aid as possible,

so as to meet the immediate operational demands'of nationhood.5

Even if it is known only by a small group in the Rwandan
speech community, the group which has had the privilege of
attending secomndary school, French rémains a principal language .
As Pierre Alexandre notes @
nIt is striking to note that independent Africa is
presently divided into 'English—speaking Africa"
and "French-Speaking Africa". These two phrases

generate particulary dangerous {llusions, for I do
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not believe that the number of Africens able
to express +themselves in these two languages
surpasses 10% of the total population. The
fact nevertheless remains that French and
English, immediately followed by Arabic,

are the principal languages of Black Africa,
not so much becausé of the number of their
speakerses. .o but by the quality of their
language and the high-ranking social and

economic position they occupy.

Alexandre's statement reflects the status
of English as an international language which occupies &
thigh-ranking social and economic position'. For this reason,
the Rwandan government has made English an obligatory
subject in the present educational policy beside French. Even
though they do not share the same status within Rwanda, they
play the same role as fer as wor1ire1ationships are obncerned.
English becomes more important when Rwahdan commercial problems
are considered because, for the reasons stated previously,
the solution to these problems is more likely to be found in
the kind of relationship which exists between Rwanda and
English—speaking Afprica than between Rwanda and French-
speaking ﬁfrica.T

It would be pointless to discuss the

status of English in Rwanda without relating it to its role.
In fact, the status of a language depends upon the role it
plays 1in the community yhich adopts it. Evidence for this ié

given by French, which has acquired the status of both a
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second language and an -fficial language for its use in
administration and instructibn on one hand and in international
relationships on the other. However, these international
relationships conducted in French are 1imited to the French-
speaking countries, which do not contribute very much to
pwandan developmente English-speaking countries occupy the

first place in terms of international interactione

On the regional level, for example,
Rwanda would do better in terms of economic welfare to main=
tain good relationships with East Africa. Pn the world level,
Foreign aid regularly comes from the United States of America
and Britain, where English is the mother tongue, and commercial
relationships are entertained between Rwanda and other wealthy
foreign countries which use English for purposes of inter=
national communication, such as China and Japans To integrate
itself in the modern wo¥ld, Rwanda requires English becauseé
it has become the main language used in technology, commu=
nication and even in personal internction.8 Even though
English 1is still considered as a foreign language in Rwanda,
it plays a crucial role z2s an instrument of communication
throughout the worlg, thus deserving the status of world

languages

This interdependence between role and
status has motivated the forthcoming discussion of the role
of English in Rwanda. It is the importance of this role which
makes necessary the changes reqguired in the process of teaching
and learning English in order to improve proficiency in English

and to reach the goals established by the language planners.
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As I said in the section on historical background, early
language planners had never nerneived the need for English

in Rwanda, for they very much wished French to be the sole
western language to be learned for intermal admninistrative
tasks and communication abroad. Besides, the colonial govern-
ment wanted Rwanda to be part of the so-called Francophonie'.
This unfavourable attitude towards English lasted from 1961

té 1976, the year in which an English Section was created in
the Bureau Pédagogique de 1'Enseignement Secondaire.9 The
English Section was given the task of standardising English
programs in all secondary schools where English was taught,
and to send inspectors to evaluate the teachers' performance,
so as to devisc new methods or adapt appropriate new materialse
This creation of the English Section was the first outcome

of the Rwandan governmenths awareness of the real status of .

Inglish and its important role in the country's development.

1.2, THE ROLE OF ENGLISH IN RWANDA.

The present and the desired role of
English as a foreign language in Rwanda has been the subject
of several English graduate students! theses. I would special-
1y cite Mukantaganzwa Anmunciata Boily (1981) O ana Jean B.
Barugahane (1982) whose theses have very much inspired mine.
These and others agree that Rwanda is one of the few counfrles
where peonle speak one mother tongue, Kinyarwanda, and so
have a feeling of sol:i.dar‘ity.l]Jl Such 2 situation underlies

the resentful asttitude that Rwandans have towards foreign

languages which they do not need to fulfil any social function.
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Foreign languages, however, were introduced and imposed by the
missionaries through the foundation of schools where French

as a second language, Latin and Creek as classical languages,
and English as a complement to the languages program schedule,

were taught.
The historical background of English

teaching in Rwanda, as approximately given at the beginning

of this chapter, blocked the students! motivation and interest
in learning Engiish. They could not, as a matter of fact,
perceive the reason why English was taught while French, as
far as they were concerned, was prevailing as both an official
language and a world language, leading to good Jobs 4n the
administration. In addition, as we have seen, the colonial
attitude towards English was rather negative, - English being
taught by Beigians who did not concern themselves with the
students'need for communicative competence. Even after
independence, the English teaching program was still based

on the same syllabus as the one left by the Belgians. This
syllabus was only efficient to the extent thet it provided

the students with the ability to' read and understand!

literary works.

The Rwandan government, nevertheless,
soon perceived the status of English as a world language
and the wealth and knowledge associated with English-speaking
countries. Being a landlocked new-born country faced with
poverty and ignorance, Rwanda necded contact with these
countries. Rwanda must overcome these problems in its efforts
towards development. It is therefore worth looking at the

role of English in solving the problems above, both at present
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and in the future. I will considet- three donning in which,
English 1is very likely to play an important role as an instru-
ment of communication, namely : foreign policyy economics and

oducation.

In the domain of foreign policy, English
answers the need for communication with people outside the
Rwandan speech community. To use Nida and Wonderley's termino-
1ogy12, English is an toutgroup' language that serves as &
1ink between Rwanda and the English-speaking world. /s
Barugahare states, it ansSwWers Rwanda's urgent need to expand
her participation in international affairs, mainly in the
commercial, political and academic domains.13 Such particika-
tion will be effective only if good foreign relations remain
in force. The Rwandan government has to maintain good diplo=
matic relations first with East Africa, to protect commercial
interests, and second with other English-speaking countries
all over the world, in order to catch up with the modern
world in the realms of economicCs, education and scientific
researches £ good example of this is the effective diplomatic
intercourse with the U.Sede, which results in considerable
aid to Rwanda. The contribution of the English language in
paving the way to better communication with the States is
obviously considerable. In this connection, the American
Embassy often organizes English Teaching Seminars in order
to increase Rwandan teachers' skills in both speaking and
teaching Englishe These seminars are indispensable for the
secondary achool teachers who can meet and renew their methods

and practice their spoken English dquring the one oOT two week
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period they spend Aiscussing new techniques -nd strategies
applied to the teaching of English as 2 foreign language.
Moreover, Professors are sent from the States to teach English
at the university and students are given scholarships to
continue thelr studies in American universities. Guest lectu-
rers from the U.S.A often give lectures at Ruhengeri campus,
for they know that students understand English and that there

' can he & feedback from the debatese.

The second dom&in in which English 1is
highly important as an instrument of communication is that of
aconomics. In this domain T will concentrate on trade and
industry, which have great relevance to any country!s economy.
As far as Rwanda 1S concerned, English is the language of
trade and commerce.tBusinessmen learn English just to conduct
their affairs in English, for they are in regular contact
with East African traders who speak ite Some of them travel
to the U.Sedie, China or Japan where & knowledge of English
is required. To know it, they sometimes pay tutors who teach
fhem -at home or enrol at the English Teaching Institute, at
the club Rafiki, at the /American Embagsy or at J+0.Ce

(Jeunesse OQuvriere Catholique) in Kigali.

Theoe is no need for Epglish in home
trede, for Kinyarwanda ig used by both buyer and sellers.
In foreign trade, however, Rwandan commercial activities are
normally carried out in Englishe. Bankers, foreign correspo-
ndents in firms, tpranslators and managers in Rwandan factéries,
industries and commercial cooperatives use English, and,

Rwandan products meant for export are 1abelled in English.

e ——
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We have phrases such as 'Made in Rwanda'! on boxes of matches
1Made at Butare', 1Mironko Plastic Industries?', 1Sulfo Rwanda
Industries', 'Tea Shagasha, Produce of Rwanda', and SO On.
Rwandan managers of different commercial or transport companies
travel to English—speaking countries in order to negotiate a
market for their products. Similarly, international companies
which are rerresented in Rwanda use English.=Hatton and
Cookson and 0ld Egst use English in their services, Interna-
tional agences owning offices in Rwanda, such as Transintra,
Kenatco (Kenyan National Transport Company) and Interfreit,
use English. IATA (the International Air Pransport Agency)

hes adopted English as its working language, and the crew of

lfl

any aeroplanc is expected to speak English.1T

MAGERW.. (Magasins Généraux du Rwanda)
the centre of foreign trade both fop imports and exports,
has adopted English in its transactions. People who have to
carry out these transactions must have a good control of
the English used in commerce to maintain effective operational
relationships with international firms which commonly sell
their goods to Rwanda. In this respect English 1is vital
for Rwandan development, because Rwanda is a materially poor
country which relies on foreign trade, loans and aid.
T is also vital in the respect +hat the instructions written
on such imported products as medecines, food, machines etcCa.,
are given in Englishe To use these products efficiently, 2
“knowledge of English is required. Finally, it is vital as &
language of advertising, which helps to make Rwandan Industries

Prosperaus by selling their products.
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Furthermore, fhe Rwandan government's
economic policy is to retain as much aid as possible from
wealthy countries. Obviously enoﬁgh, the maintainance of these
countries! will to help the Rwandan people cconomically by
offering funds for different local prdjects and sending experte
to train local workers, is greatly enhanced by efficient
communication between those forelilgn countries and Rwandé.

' In this respect, English is the most important language for
the development of the Rwandan economy. It is, therefore,
worth learning, and for this reason, it has been made a
compulsory course in almost all the seétions of secondary

aschool.

Apart from its economic role, English
is a language of specialised information, and this brings
us to its academic role. Indeed, it has & strong role general-
1y in connection with research and access to modern culture.
Teachers, researchers and students very much want to learn
English, because many of the most useful books for abtainiﬂg
scientific information can be found in the university Library
and at the American cultural Center, and are written in
English.I was not surprised, when I interviewed & teacher
of Geography, to hear him complain about his poor knowledge
of Bnglish, which hinders him from using English materials.

This reflects the need for English as 2 language of information.

More generally English is, as said abovey
a vehicle of modern culture. As our president often says,
our cultural policy should be to draw good clements from other

cultures and add then to the vood things founcd in our ancestors'
cuvlture. These elements of foreign cultures are drawn by means of

R A

e ——
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the educational policy which opens the way to the reading
and understanding of literary works (the best vehicles

of culture), articles from magazines and NewspapersS, and
the gathering of information from radio broadcasts. As

far as Rwandans are concerned, the environment for learning
English is the classroom. This kind of setting requires a
teacher who 1is skilled both in the language itgelf and in
the methods for bringing his students to an efficient
acquisition of the language. BEnglish plays its academic
role in the teacher~training process in the English
Department of the National University of Rwanda, and
Rwandan university students are not only trained to teach
English but are also put in contact with the culture
medinted by that language through literary works, and have
a good deal of contact with professors coming from

Brit-~in or America.

I have so far copsidered the present
role of English in Rwanda as an instrument of communication
in polities, econonics and educ~tion. This role was never
clearly defined before the early 1980'515 but even S0,
some assumpticns About the fature of English in Rwanda
may be put forward. English nust be valued in Rwanda for
the advantages deriving from its world and regional roles;
The gquestion remains ¢ What are the primary needs of
Rwanda with respect to its polical, economic and intel-
lectunl interests ? Now that Rwanda has divested itself
of colonial influence, it must create its own destiny,

with on emphasis on the creation of wealth. For the

-
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welfare of its economy, Rwanda nceds good relations with
East African countries, on which its economlc development
depends to a great extent. The Rwandan people should
associate itself with that part of the continente.
Unfortunately,‘thc fipancial situation in Rwonda does nct
permit the change from French to English as 2 medium of
instruction. That is to say, if Rwondan language plonners
decided that all the school subjects should te taught in
English, the preparation of texts in English not formerly
used as a medium of instruction would-cost a lot of moneye.
Tt would be desirable, however, to treat English as a
third language ond, 1in £act, the introduction of the
School Reform in the Rwandnn school system in 1981
brought specialisation to the teaching of English, thus
giving hope that English will be effectively learned.
Nowndays, English is taught with rcgard to what the
students arc being specinlly prepared fore That is to
say, the students learn the kind of longunge related to
their school option, and the time assigned to it has been
incrensed accordinglye For literary options, for exemple,
the time devoted to the teaching of English has been
increased from three hours per week to five hours per
week during the last two years: One may expect good
results from this kind of timetable. The students of any
option have their motivation maintained by the relation

between the English they learn and the content of their

learning processs
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As secen earlier, English is an importantf
language for such things as foreign affairs, diplomacy, in-
formation, research and banking. It is learmed by older
students, of about 13 or 14, who are likely to pléy a role in
one of these demnins at the end of their schooling. Unfortu-
nately, the lack of specialization.in the early English
teaching pregrams led to a pocr proficiency in the actual
use of English. For this reason, interpreters are hired to
interpret whengver English-speaking guests arrive in Rwando.
Henceférth, English should be taught with increascd focus
on its communicative role which is still not sufficiently

taken into consideration.

In fact, the reformed educational policy
gives hope for o bright future as regards proficilency in
English. This future depends, however, upon the improvement
of English teaching methods, the quality of teacher training
and that of materials, and the capacity to create a suitable
environnent for lecrners to feel involved in the learning
process. Ine methods available up to now have failed to lead
to communicative competence. This is the reason why, in
the fellewing peges, I have devoted a section to a historical

survey of those methods.

1.3. HISTORICAL SURVEY OF METHODS /.PPLIED TO

THE TE..CHING OF ENGLISH.

Basicnlly, two methods were applied
to the teaching of English in Rwanda from 1961 until the date

of the school reform in 1981. These were what might be called
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the nireditional® approach and the “au@iolingual“ approachis
The latter was neant to be 2 reaction against the ntradi-
tional" approach, which was accused of being traced from

the "grammar trans3ation" method applied to the teaching of
both Latin and Greek, two dead languages whose "30quisition"
in the full sense was not needed, since they were not taught
for communicative - purposes; the teaching of Latin and Greek,
which had the status of classical languages, being aimed at
the creation of well-rounded cultured individuals in the
context of a policy of 'humane-educatiQnLVOWing to thig,

and perhaps to an unspoken assumption that all languages
have the same structure, English was taught by the same method

as Latin and Greeck.

In the tranditional approach grammar and
reading and writing were highly enphasized. Grammar was
taught by what Allen and Valette c2ll 2 ndedus hive" approa;_:h s
1The rules, patterns, or generalizations were presented to
- the student, and then he or she was given ample apportunity
to practice the new feature of grammar' . Allen and Valette
present the general pattern that was followed ¢ 1. Statement
of the rule or pattern, 2, Sample sentences that students
repeat, 3. Ample opportunity for students to practice the
new pattern.16 The éahpie sentences were generaliy %¥anéiafed
into Frenth (in the Rwandan case). For reading skills, extracts
from literary works were presented to the students to read
and understand, but the selections were not accessible to the
students, since they had mno cultural relevance to the students'

environment. The initial step was the presentation of the

/
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English alphabet, which did not necessarily take account
of all the sound—combinations. Nothing much can be said about
twpiting! insofar as the students' written assignpents were
relatively free with some initiative for students 3 but even
se¢ too much reliance on tdictation! as the most effective
way to improve the students! accuracy,and the recurrent
translation of literary selections, carried serious problemsSe.
As Allen and Valette point out :
*The most serious writing problems
arise when the student tries to
transform a native language sentence
word for word into a foreign language
equivalente At the early levels the
teacher can combat this tendency bY
providing leading questions and cues
in the target language (this was not
the case in taditional methods)
Assigning a written résumé or a free
composition before students are ready
to handle it can lead to frustra-

tion and negative 1earning."1

The traditional approach was applied
+to the teaching of English in Rwanda £gom 1961 until the
creation of the English Section in the B.P.EeS. in 1976. This
is shown, firét, by the sketchy English program sent to
secondary schools on October 11th, 19611? On the actual
program, all the levels of education were agsigned! a place

beginning with tPhonology', the GrammAaT, Vocabulary, and
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finally, homework to practice sentence making. There were

no exercises included for phonology e The program as 2 whole
was presented in French. This basically reflects the! tradi-
tional ‘tapproachs As ‘the English learning process went on,
activities for writing and reading were planned. Nothing,

again, was prepared for oral practice.

Second, the textbooks available during

that period, that is Britain, Easy Road,Aglals 1,I1,III and

~ Tales from Britain reflected the traditional approach.

The forthcoming skim through Aglais_II with an accompanying
evaluation of:'Lesson seven - Seventh Lesson! provides a good
example of the-'prescriptive grammar translationt method
applied to the teaching of English in Rwanda during the first
decade. In fact, as the staff of the B.P.E.S., Pnglish

Section, have informed me, Anglais IT was one of the principal

materials available in most of the secondary schools where

English was taught.

Aglais II, 1s exactly the kind of
material that fits the program described abovee. As its preface
states, "chague legon comprend un ou plusieurs textes, des
notions grammaticales et des exercices" ("each lesson
comprises one or more texts, grammatical items and exercises") e
At the begimming of the textbook, there is a set of rules
on English pronunciation which esrrezponds to the first
point of the program, that is, 1 Phonology'. The texts that
begin each lesson are meant to provide the grammatical
structures to be learnt and increase the learners' vocabulary

by presenting new words. They are about historical figures
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such as King AMfred, Tne Prince of Wales and Captain Scott 3

science like in Radar s sentimentalism ijn Malachi's cove 3

fancy and wizardry in The Bottle 3 gatire in gulliver 3

humour in Uncle Podgcer and The Gas=-0ven and the 1suspense’

e

of the detective novel in The Pocket-book.

The grammatical structures whiCh were
supposed +to stem from the texts are presented through explicit
rules. They are remote from any context whatever. The way
e 18 presented is similar to the way the grammar of Latin
was presented,insofar as it states the rules 6f formation,
as the evaluation of the gample lesson will show, and the
rules of usage with randomly chosen examples which are
translated into Frenche A11 the rules are given in French
and the examples, first glven in English, are then translated
into Frenchre A11 the gentences chosen to exemplify the rules
show word for word correspondence with their eqnivalents‘in
French. This creates in the students the habit of relying
on treﬁslation whenever they are asked to write a composi-

tion in the foreign lanpguage s

The teaching of vocabulary in Anglais Il

is also carried out through the same translation method

In fact two vocabularies are given in the appendiX, after a
grammatical précis (from page 249 to 290) with explanations
in Frenche The first vocabulary is entitled 'Lexique ANGLAIS-
FRANCAIS', that is Pnglish lexical items are given their
translation in French instead of their explanation in English

with examples of use as in the Oxford Advanced Learner's

iva

Dictionary of Current Eng}ish'1? The second 18 'Lexique
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FRLNCAIS-ANGLAIS, that is, French lexical items are translated
into Englishe. These kinds of vocabulary are 1likely to create

in the language learners the bad habit of passing from oneé
language €O another whenever they are required +to express

an idea in oral OT written forme The basic disadvantaze of

such a method of teaching yvocabulary is the lack of context

to relate the meaning toe This creates a wrong use of words

or expressionsSe This sometimes appears in the students’
compositions and oral reports even at tertiary 1level. For
example, I remember a Wrong word in & gentence from &

student's composition which was wrong because it was the

direct translation of a French word. 1t was gggggggg?_used

to mean nHearing".l Zuess the student was thinking of

audience in French which he promptly translated into audience.
In faét, the method tends to 1imit the use of a word OI
expression to one corresponding word oOr expression in another
languages, whereas 2 word or expression can have soveral dif--
ferent meanings depending upon the context in which it appearse .
Finally, it blocks the learners' fluehcy, especially in oral:
performance, since they have to go from one 1anguage to another

before uttering anythinge

A look at the exercises provided in
inglais I, 1eads us to the conclusion that they are not at
all concerned with how the learner would use whatever he has
learned to express himself. They are dealing, indeed, either
with translating unconnected sentences from French into English
or vice-versa, OT £i11ing gaps, OT giving the plural of- &

1ist of words. They all rely heavily on conscioas thought to
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be accurately done. A 1earner who has a good memory can

succeed 1n doing all the exercises, even those about pronuncia-
tion. According to the way in which the authors of the textbook
describe the exercises, the aim of the exercises 1is to instil
into the students a practical knowledge of the maim language
skills. Unfortunately, the way those exercises are presented
and the way they must be done are not soO devised To reach

the true goal; which is none other than"communicative compe=
tence. Here 1s what the authors say ¢

nNos exercices sont nombreux et variés. Tous
visent au méme but ¢ inculquer aux dleves une
connaissance active des mécanismes essentiels
de la langue. Une place jmportante & été ré-
servée a aes exercises d'ordre structurel due,
tros souvent, Nous avons combinés avec 1'étude
des formes faibles dans les tables de substi-
tution. D'autres exercices se€ 1limitent & une
geule structure, dont les caractéristiques
sont mises on relief par des phrases de

version et de theme "

Apart from some but few substitution
tables, which at least suggest amove away from the pure gram=
mar-translation method, this textbhook, on the whole, exemplifies
the grammarLtvanslatibn approach. I may, therefore, assume
that this kind of material 18 far from reaching the goal of
teachiniz & modern 1anguase, English in this instance, that
ig, to make the students acquire t communicative competence.‘z1
As a matter of fact, the simple memorisation of grammatical
rules cannot help the student o perform a1l the language

tasks. In the sets of exercises, nothing has been propared

to develop the students! oral production. This underlies




-5 o

the tendency to forget that follows the ottaining of grades
or the leaving of school. /nother disadvantage of such a
met-od is the constant apnpeal to translation whenever a
sfudent has to write or speak about a given sukject. The
inappropriateness oftcn found in the students! lannuage is
mainly due to their assumption of 2 one-to-one correspondence

in the vocatulary of different languages.

After this skim through Anglais II, an
evaluntion of a sample lesson is necessary to support the
gencral arguments made in the preceding paragraphs. I have
chosen thc seventh lesson at random as the sample lesson in

Jnelnis II, and have made the following evaluatione.

The seveuth lesson begins with the third
part of "Malachi's Cove" (adapted from . TROLLOPE) . New
vocabulary items and new expressions arc written in italics
in the selection, and their explanations arc to appear in
the vocnbulsry, ANGLAIS-FRANCAIS, each with its tronslation
intc French. I rcuess the students have to refer to this
vocabulary to leck for the meaning of the new words and
expressions, because nothing is prepared before or stroight
after the rcading sclection to make the students drom the
meaning from the context. The comprchension questions arc
listed long after grommar exploit~tion, which eomes straight
~nfter the text. The grommar points presented in this lesson
arc : 'le pnssé composé! ('The present perfect!), formation

and usc, and 'le pronom réfléchi! (!'The reflexive pronoun').
The way the grommar is prescnted 1is ntsclutely prescriptive.
. table is given which contains the conjugntion of the wverb
'play! in the present
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gerfect with the ‘iﬂterroqative' and 'negative' forms. 1wo
other unconnected examples with the verbs tcome' and 'stop!
are inserted with their french translaticne Finally, the rule

of formation is formulated in French 1ip this way :

fﬁﬁ;ﬁ?‘““*“*‘ﬂmﬁ**~ﬁn~_ On forme le passé composé

+ participe nassé ;
E has participe I en conjugant 'to have
vi*~ww—ww-—~———--~wwmu— au présent!, que 1'on
fait sulvre du participe
2

passé'.
The rulé 1S followed by the contracted forms which are labelled
in French : 'Forme s1idée! (E.G. Llve played) 3 tForme

contractée' (E.Ge I haven't played) .

The table pees oN with the use of the
present nerfect and 'the reflexive pronoun'. A1l the rules
are formulated in French and nothing more is given 28 to
how those rules can be used in real life. There is even & rule
of translation of '(all) by! wien it introduces & reflexive

pronoun . The rule 18 formulated as follows:

o 14 S S

“% ... (tout) seul = (all) by + pronom réfléchi. ‘Le‘pronom
i

A S g bk Pl S S

1]
introduit par tpy!, 'all byl traduit tgeult, 'tout seul' 23

The table of gramnmar rules is followed
by exercilses. The latter are concerned with the reading of
unconnected sentences such as those frund in the substitution
tables in exercises, 96,/ and B, and 97.

- -~

]
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v 96, Lire (Formes faibles) ¢

r. - He tos [i:z'] - She has s (f1:2)

_-._.n-- A e e Tl M‘E_.——‘—Ai-

broken the VasSe.

‘ She \ 1 refused to do ite.
k E pought brown shoes.
| E rocognized hims
i ! \ 1ost a 1ot of money—l
S i e e+ e — 22
B. - 1 have E?iv] - We have E@i:f)

. .‘,..__,__..L.-w.——--.-_ﬂ:

i written it.
3

, ' i thought of ite }
[_ .
: ,.EJ_J__-_,,_._,_“,__h._m

97, Lire (formes oontrpctees)

[} I L A e e e B

E I ‘A have read it.

4 We heard of i G
E corrected ite
t

!

She's already visited England. They've

tried everythinge
~ Haven't you got anything smaller ¢ - He hasn't

answered yet. - ghe's wished him evils = Itve

geen him todaye meveeccecc” "2k
It is clear from this quotatlon that the gentences show no
connection whatever. Exercise 98 3 nRgpondre"” should have
come straight after the gselection, for it relates to compre-
hensione. Nevertheless it is included in other exercises
notwithstanding jts necessity for clarifying the meaning of
the extract. We have such questions as s Uwhy didn't Mally
try to get weed from the big hole i ¢ Why was Barty angry
with himself ou s V"WRY did Mally stop working TV 5 e
which, if they were asked TO the students right after the

reading of the selection, should have helped them £0O understand
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the texte. Exercises 99 and 100 deal with 'putting the verb
given in bfa%keté at the end of cach sentence into the appro-
priate tense?! and 'gép:fiiiing':

w99, Meltre les verbes au passé composé

T am fond of English books and ees ee quite
a lot. (to read)

Everybody eoe v of Shaw. (to hear)

Ho oo ose & 10T of playss (.to write)

vee YOU oes @NY of them 7 (to see)

100. Mettre les verbes au temps adéquat (Passé

composé ou prétérit)z

I ... a letter to nim lest week. (to write)

My father ee. never eee tO Rome. (to be)

Youpr tailgr wee TO BEE you an hour ago. (to come)
oo T ... you this pefore ? (to teach)

case

Again, the sentences, as they appear in these two exercises
are unconnected ond are not contextualised. Exercises 101
and 102 deal with the translation of French sentences into
English and vice~versfs Most of the exercises arc concerned
with gap-filling and translatione It is obvious that such

activities as described above cannot help the learner 0

improve his communicativae skills to any great extents

The basically traditional approach I have
discussed SO far has scme advontages. These advantages,
however, are not worthwhile when compared to the disadvantagesS.
Explicit rules, as Allen and Valette state, are 1effective
for the presemtation of irreguler patterns OT exceptions to
general patterns, for these by their very nature’cannot be

discovered through an analogy's They £°© on to note that 'in
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the hands of a good teacher, the approach can gave classroom
time ' ana that also 'someé students prefer heving the rule
presented and then being allowed to demonstrate thelr
comprehension ) applying it tc new sentences.126 The two
authors have sunmarized the shortcomings of this nqeductive"
presentation in the following quotation 2

WThe drawback of the deductive presentation is that

it may become dry and technicale The student

may feel that he is being lectured and stop paying
attention. If the exemples are two tricky, the student
fisffruatrated in his ©T her attempts +o apply the
rule. Learning 2 second language becomes 2 purely

intellectual exercise instead of being a means to

. . W
communlcatlon. 7

1t is clear from this quotation that the traditional approach
does not greatly ephance the acquisition of the language by
the learnersy for they will never use their 'creative cons=
truction‘zg Moreover the cless may remain passive as it has
only to take note of what is teught and simply memorize ite
As I said before, translation can lead the learners to assume
- one=-to-one corresponcr nce in the vocabulary of English and
Frenche sentence like 1T1ve got no money! means 1Je ntal
pas atargent! in French, but 2 student who comes across it

in a set of unconnected sentences to be translated into
French can be misled by the verb 'get! which 1% of ten
translated into French &8 1{reuver' and siogly translate the
sentence in French as ' Je n'al pas trouvé dtargent!, which
corresponds to & different sentence in English, 17tve found

no money'. This exemple shows to what extent a one-to-0one

correspondence can bhe migleading. Moreovery such exerclses
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as presunted above, may be boring to some students, for they
1imit their productive ability, which, 1if encouraged, keeps

them motivated and interested in the learning processSe

T 2m not particularly stressing that the
material does not teach anything, but that it is mnot appro-
priate to language learning, unless the tescher makes an
adaptation 1ikely to meet the learners’ need for communi=
cative competences This adaptation was never made insofar 28
there were no trained teachers dquring the early teaching of
English in Rwanda. The teachers actually had to stick to the
available naterials 2S5 the sole resource for their teachinge.
This explains the forgetting of the language that followed
the obtaining of grades OT the leaving of school. Some gra-=
quates from gecondary gchool and sOme university students
attending other departments than the English department have
told me that they are ahle to read & simple text ana
understand it, put that they cannot summarize it and report

it orally using their own words .

This situation was soon noticed by lanzuagé
planners and some changes were to appear in 1976 with the
foundation of the English Section in the B.P.E.S. Contrary
to other Rwandan official pPrograms, which were devised in 1973,
+he English Program was worked out in 1975.29 During the same
period, @ National Commission of Programs met and devised
the English program in the TroncC Commun.EO Nothing was yet
prepared for the gsecond cycle of secondary school 3 for this
reason, each teacher or each school worked out a different

program.
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In October 1976, the English Sectiocn set
itself to the devising of DrOErAmS, materials and +the orga-
nisation of inspections in secondary schools, and an investi-
gation in secondary schools revealed several different materials
with some of the most importont 1isted below 3

1. Mglais by Delree, Paene, Gijssels 3
2. Mn Fnglish course for French-%peakers by Cartledgzge ;
3, Let's learn English by Bryce

4, English for French-opeaking Afprica by Mills 3

5. A Direct Method-English Course, T¥ Gatenby ;31

B g}vingﬂgﬁ 1lish by Angels
The English Section endeavoured to standardize English Teaching
and an English course for the first year of English32 was set

out in 1978. The second year English course was to appear

two years.later (1980) .

This period was the threshold of the
tRéforme Scolaire’ ( *School Reform!') which wes going to bring
changes not only in the cbjectives but also in the structure
of the education systen. Before speaking of the school reform
(detailed in chapter 3); & will look at the method which was
advocated by the English Section through the evaluation of
the textbook it sent to the first years of English in secondary

schools in 1978. This textbook was English for French - Speakin?

Africa ('I want to speak English'), and was the result of
three authors’ work ¢ David Mills, Boniface Zodeougan and Tim
Doust. It is designed for first year English students in
secondary achool. fis the book available here is a pupil's

becok, the objectives are not stated at the beginning, but one
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can assumne that they are implicitly perceived in the sentence

Wl want to speak English "

This sentence leads one to expect that
the main goal of the textbook is to develop the students’
communicative skills in Englishe That 1is, students will be
sble to use English in communicative situations they are
1ikely to be involved 1in. Therefore, in this evaluation, I am
going to see how Egg}ish for_Eggggh—SEeaking Africa can
develop the students' communicative competence . The focus
will be on the situations rresented in the textbook first,

and then it will move On to the exercises proposed for the

students!? activitye

The texthook as a whole presents gitua-
tions appropriate to the sociocultural situation, contrary
to the selections, iﬂ,%EE&EEE_EEz which had no cultural
relevance to the African situation. The situations in the
texthook are chosen in the African classroom and school
gsetting § in the African home and Family environmente
For this rcasom, the students' motivation 18 maintained, as
the situations arec familiar to theme We have, for example @
#Coming to school! (Lesson 1,page 4) 3 “Break" (Lesson 3,
p3€) 3 "Going hone" (Lessonrh;p.a)'; ®Con you 4de my
homework, Dad ?" {Lesson 9,p.18) 3 nBping me my D18 stick"
(Lesson 17,pe34) s Nevertheless, coherence between successive
situations 1is needed from time to time. The situations, indeed,
should be 1linked to one another in order not to loosen the
students! attention. For instancez, there is no coherence

between ¥The maths lesson' (Lesson 5,p.10) and "Buying some
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Mp, Acquaah @ Come here, you two !

All

But sir ... don't pull my ear, Sirees
mangoes are more interesting than

maize.

Mr. Acquaah Yeg but maize is more important,

and more useful TOOe Go and weed

your garden. Quick-hurry upt"
Mr. Acquaah pulls Ali's ear because he has been picking mangoes
while other children were following 2 lesson about weeding
a maize garden. 30 the reply "But Sir ... don't pull nry ear
gir .. mangoes are more interesting than maize" would be
gomewhat inappropriate if it were meant +to ask for forgivenesSs
Many other such inappropriate replies could te faund if one
1ooked into all the situations but, for +he moment, let us

1imit ourselves to these as illustrative examples.

I have considered 80O far the interest of
the situvations proposed by the textbook, even though they
appear to be deficient now and then. Nevertheless, the exer-
cises following each dialogue deserve a good deal of attention,
as they involve the students! activity in the language
learning pProcessSe They aré 211 concerned with grammatically
correct sentencés, and are intended to make the students
unconsciously master the structural units they practice after
ench dialogue, making correct sentences following the given
model, but, as far as communicative skills are concerned,
one would wonder whether they acquire the ability to use those
structures appropriately in real - life situations.33 In lesson
6, for exgmple, exercises % gnd 4 deal with® the correct use
of! much', 'many; and 'a lot of ', in cérrect sentences. There

are no wider contexts in which the sentences OCCUl. The two
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This kind of exercise, overly concerned
with correctness, as the two examples above show, leads
students to be obsessed with error thus blocking their
fluent oral production. ts o matter of fact, some students
may prefer not to speak for fear of making incorrect
sentencese This kind of reluctance is considered in

Krashents Second Language Acquisition and Second Language

Learning, in his section on nIndividual Variation in
the use of the Moniter". Krashen has brought together

his study of a case and other linguists tgtudies of
tMonitor overuscrs! and has shovm how Aan overconcern
with correctness brings about hesitency in the longuage
user's performance.35 As the exerclscs under discussion
tend towards the mastery of grammatical structures in a
way remote from +their practical use in real-life communi=-
cation, they may hinder the students! fluent speacking abi-
litye. 1t would therefore be better to introduce the
exercises in necningful contexts in order to develop

both grﬂmmmtical skills and communicative skills. In
lesson 1, exercise 4, for example, such a formula as
nlet's® would have been more communicatively learned if
the sentences it appears in were more contextualized.
'There's not enough air, let's open the windows' 1is better
than 'Lett's open the windows! for the students will know
that they open the windows to let 2ir in. In lesson, b,
exercise 3 (p.13), it would Le more meaningful to say

'T haven't got much moncy, T can't buy sweets! instead of
t T haven't got much money at
The exercises are not only remote

from any context of usc, but also some of them are useless
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as they @o not afford potential for future usce. Let us
consider Lesscn ODE, exercise 6, for instance ¢

Mrke some sentences 5

A question is given with possitlc anwers in the

fpllowing subetitution table 3

!M_..-- o A T AP s s AR -

old aandal.
‘ book .

' ‘
-‘__m,_,_g_#w_ﬂ_,_4

exercise.
& exerciseqbook.

car=ring.

What's this 7y I+rs an arme
]
‘ | C'lr L]
!' ! i E AT ;
k i SRS v
i i \ Answer. %
N B )

According to this table, the students have to make nine
sentences beginning with It's @Reee- answering the
question Wnot's this 7 Unless this exercise is done orally
during in-class work, one student showing one of the
things named in the last right column and asking what

it is, the exorcise becomes almost meaningless 3 and in

fact, o sentence 1ike It's an arm (an eye, on anewer ses)

ig virtuslly never used in communication. Moreover, the
thinzs listed in ‘the right column should relate to the
game topic to arouse the stuﬂents‘interest even though
the exercise would still sound mechenical. Let us also

consicder lessou cleven, exercise three ¢
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n Make some correct sentences“:

A n-—-’_..-.—--«r‘—‘,__a-—‘-'m....'_-_-_a—-‘ _&—-M‘———‘-"‘-
Lagos &
My sister 1
Your homework

This ground is

Nicer | my table.
 Geometry.
\ Cotonoue.

Aminatou.

casier |
wetter
hotter

bigger Than{ mine.

Algebra

1

|

'

| Africa drier the ground over
]

The tenacher's des fatter . there.
- }
Koffi thinner 1 England.
i Nzekwe .

It is clear from this table that the exercise deals with
compafison. It would be more interesting to get students in-
volved in gituations within which they have ToO compare things e
if a student prefers Algebra to Geometry for examples he is like-
1y to say ¢ n I prefer Algebras. 1t is easiler than Geometry™s

and feel interested pvecause he has expressed something

relevant to his own experiencee. Otherwise, the exercise as it is
presented, is not motivating except that the clement of

gelection provides some stimulations

In addition to the statements above, the
exercises proposed in the available textbook are boring
because they show 1o varietys They are almost all concerned
with meking correct sentences. -h€ attempt to vary the way
exercises are stated 1is confusing. Considering lesson ten,
for example 3 instructions for exercises 3, and L, are "Make
gome correct sentences for 3 and nMake ten correct sentences"
for 4, wheread those for exercise 6 are : "Make some intelligent

sentences . Lesson 14 shows the searne instructions varying
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from "correct" in exercises 3 and 4, to "intelligent" in
exercvise 5. One ig however unclear what is intelligent and
what is not in these exercises, since they are all substitu-
tion tables. These all in%olve purely mechanical exercises,

not even involving selection. The students then, especially the
beginners, could be confused trying to sort out the differeance
between a correct sentence and an intelligent one. Besides, I

wonder if it is possible to qualify a sentence as "intelligent".

One rather different variety of
exercise is introduced, however, that is 'crosswcrd puzzles'.
These may be interesting exercises for vocabulary review.

In addition, some other exercises on making dialogues, though
only a few, are introduced at the end of some lessons. They can
be motivating exercises, for they can lead the students to

free conversation if the teacher reduces the emphasis on
correction of errors and lessens control. One example of this
kind is found in lesson 14, exercise 7 : "Make some more
dialogues

¢ This pen isn't mine. Whose is it ?
I don't know. Perhaps it's Koffi's.
These pens aren't mine. Whose are they ?

tw > o =

(1]

I don't know. Perhaps they're Koffi's.

Use these words : book, shirt, headscarf,

knife, whistle, the teacher's, obi's, my brother's
your father's, your sister's .M

The first two exchanges between A and B stand for the model

to be followed by the students in order to make as few errors
as possible. This exercise could be made more interesting if
the teacher uses concrete referents and pictures to stimulate

his learneprs towards spontaneous interaction, instead of a




1ist of words out of context. As it stands in the textbook,
it is very much controlled thus limiting the students' creative
construction and becoming inadequate to the enhancement of

their communicative competence.

T cannot pretend to have made a thorough

evaluation of English Br French—SEeakggg_Africa, pupil's book 1.

Indeed, my evaluation has not gone through all the details
which can be found in each individusl lesson. The general cri-
ticisms made in the preceding pareagraphs seem to be the most
striking points for their relevance to the main objective of
languapge teaching, regardless of the status of the language being
taught,EBach language, unless it is a dead language like Latin
and Greek, is taught for communicative pPurposeSe The latter
have many factors involved within which the sociocultural are
most important, for they determine norm of language use and
differentiate the situations of use. This brings in the
appropriateness and accuracy of a speaker's utterance with
regard to the setting, +the role of the addressee and the

function the addresser needs the language to serve.

The textbook I discussed above deser-
ves praise with respect to the sociocultural elements which
are appropriate to the students! level and environment,
but, to a great extent, it does not stimulate the students
towards the acquisition of communicative skills by the
activities it proposes. T+ is much concerned with error
correction and seems to concentrate on the grammatical stru-
ctures of English, while its communicative function is given

less importence. It would be of much help to both the teacher
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and the students, howevel's it the vocabulary and structural
items were centred around functions making immediate
communication possible. Lesgon D ¢ nThe Maths 1esson®, for
example, would be a good occasion to introduce such a function
as 'Apologizing'. The students and the teacher Call, taking

the following dialogue between Mr. Dossou and Koffi as an
examples, f£ind other aituations involving ‘apologizing' &

"My, Dossou = Who are YyOou, boy ? Why are you late '
Koffi (running into the classroom) L1'm Koffi,

ce

gir, I'm SOTTY, gir, Are you e-- are you
going to punish me, gir %

Mr ., Dossou No, 1'm not going o punish you this

ee

times GO and sit down, and get out

your exercise-book &

The new situations can also provide good intances °of role-
play which is & good means +o teach how language varies
according to different gituations and roles of ipnteractants.
The situations in the present texthook, however, are only
used to introduce grammatical structures to be practised in

uncontextualised exercises.

English for French-SEe eaking Afric,
then, reflects & number of features which characterised the
‘audio-lingual' Approach. Tt does not use translation, even
in the first classes of English, and puts emphasis On the
‘unconscious 1learning of grammatical points bY stressing the
students' correctness in all the exercises which are mainly
related to grammar . Even if there are no drills of the
conventional 'stimulus—reponse' kind, we may assume an implicit

1 inductive approach' to the teaching of graommar through the

substitution tables. Ihey are meant for reinforcement of the
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new learnt structure.’6 mEyvidently tne theory is that the
student should get the patterns unconsciously through constant

mechanical practice. Thig is one of the baslcC principles of the

audiolingual approach.

The latter ceme in TO replace the traditional
approach and was advocated by the ataff of the English Section
in the B,P.E.S. ¢

n Nous avons actuellement zdopté 1temploi de la

n méthode audio—oral“ avec 1taccent mis sur 1e
chbté communication,verbale de la langue, 1la
1lecture et 11écriture guivent apres o
(nWe have MOV adopted the "audio—lingual" method
with emphasis o the oral communication,of the
languages reaqing and writing skills following
after“)?

The English gection wants the emphasis to be put on aural/oral
skills first, then on peading and Writing gkillse. T+ still
relies on the teacher's professional akills to adopt this or
that nethod he judges appropriate for his classe The attempt
to adapt the existing materials has Leen done py Rwendan English
graduates from the 1.P.N., and the U.N.R.38 who had acquired
some notions about teaching gecond (foreign) 1anguages.

Their methodological skills were, howevers not SO developed

as to fully adapt the books in use in the 1960's and still

ip use today. Besidesjthe time devoted to English lessons

was S0 1imited +hat it was almost impossihle +to motivate the
«tudents, who considered Fnglish t0 be a secondary subject
with regard +to French, which was given about six or seven
hours PeT week. FOT these'reasons, there had been no single
method used in theiteaching of English in Rwanda, but

s mixture of prescriptive grammar and reading approaches.
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Tne teachers T talked with confirm this. Bven today, in
some schools remote from the capitals some of the
traditional approaches are still applied. T am particuIQr-
1y thinking of the Ecole Normale de Nyamasheke, where
textbooks are scarcely found, and are out of date where

found.

I have 1ooked, so fars at the methods
applied to the teaching of English in Rwanda from 1961
up to the present day. Despite their failure toO equip
the student with enough oral skills, they have at least
succeeded in providing enough gkills in both reading
and writing, though the secondary school graduates
who have the opportunity to go on to university studics
often, so they have told me, rely mentally on translation
from Kinyarwanda or French into English when they are
asked to write an essaye. The chief prinoiple underlying
all the mcthods was to makc the students capable of
commmication in Englishe However, these same methods,
the svailable materials and the time allotted to English
constituted a grecat hendicap for the achievemat of this
principle. gince the methods applicd have failed tO
reach this objective, the improvemont of methodology
side by gidc with teacher +raining will help to ensure
the studcnts! acquisition of the language skillse
I cannot end this chapter, however, without a note on
the packground of Rwandan English teachcrs a8 one of
the jmportant factors which impairs proficiency in

English in Rwanda e
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1 b oF RWALTDAN TEACHERS.

BACKGROUND

Most Rywandan teachers of English are
graduates in English sprom either the I.P.N..(Institut pédago-
gique National) OT the U.N.Re (Université Nationale du Rwanda)
who did not have the opportunity +o continue€ their postgraduate
studies to obtain the licence degree at the university.
According to the principles of post - independence decoloniza-
tion, all state gervants in whatever domain should be Rwandans e
In this respect, Rwandan +teachers have replaced the Belgians in
almost all gecondary gchools since 1970, when the first graduates
from the I.PfN. were sent to teache These had gome notions
about teaching gsecond (or foreign) 1anguagesSs especially about
the audiolingual approach to teaching English, emphasizing

1istening and speaking.

NeverthelessS, these graduetes were by-
products of the secondary schools! inadequate teaching 7
Jearning processe Before attending high school, the would=be
teachers were taught through the same methods as described in
gection 1.8 of this chapteT e As a result thelr oral achievement
in,English was PpooT. They had, however, an interest in learning
English despite the discouraging quality of the teaching of
English at gecondary gchool s This 18 the reason why they
wished TO continue learning it in the course of their higher
educatione The only skills they nhad really acquired adequately
before tertiary 1evel were grammatical skills, reading compre-
nension and writing gkills. Their oral communicative competence’
had never peen taken into consideration because English, as &

forelgn 1anguage, was essentially 1earned by understending the
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rules of language, the ability to speak it being irrelevant.

The defects found in high school cendidates'
background cax be attributed to these five major reasons -
first, the inadequacy of teachers, who were untrained 3 second,
the poor teaching materials 3 +hipd, the lack of student motiva-
tion 3§ fourth, the poor language environment s and 1ast, the 1ittle
time available for the teaching of Englishe These have in fact
already been considered in the gection on nistorical pbackgrounds
and it would therefore be repetitive to Zo over fhem again
(T would refer the reader to the peginning of this chapter).

The wises®t course here may pbe to concern myself 1ess with the
reagons for the poor proficiency in English and more with how
advanced studies improve the poor practical language skills to
prepare the entrants to become efficient teacherss 1 will deal

particulerly with the former 1.P,N. which was created for teacherl

training PUrPOSES *

The L.P.N. was created 1n 1967 and was given
the task of training teachers for secondary echools . lmong
other departments of the Institute, there was an English
Department working side vy side with the French Department to
constitute what they called the Section of Modern Languages e
This section prepared all trainees +to bhecome teacher of both
English and French, and, during the third year of the three=
year training period, & two-month 1stage pédagogique' was or-
ganised for the traineee to practise teachinge The graduates
from the 1.P.N, were qualified to teach in the first three
years of secondary school. The shortage of qualified teachers,
however, obliged them to teach in the second cycle as well.

With respect to teacher training, agtrevens has 1isted and
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discussed four basic elements most teacher training courses

contain. These are :

1, Selection, both initially, for acceptance as &
trainee, and terminally, for acceptance as a
teacher.

2, Continuing personal education of the trainee.

3, General professional training as an educator and
teacher.

L4, Special training %s a teacher of 2 foreign or

gecond language.

Let us consider these one by one, with respect to the I.P.N.

(1) Selection

As far as Rwandan-trained teachers are concerned,
i i confirm that there was no! selection! at all, because
none of the 1.P.N. students applied to be accepted for teacher
training. The students simply applied for grants and the govern-=
ment sent them either to the T,P.N., or to the U.NJR.; DY what
criterion nobody Knows. During the course of training (to use
the words of gtrevens based On his own experience as @ teacher
trainer)lsome individuals quickly marked themselves out as
1ikely to become teachers of outstanding effectiveness, but
also a number of individuals marked themselves out as unsui-
table for the professioﬁ . 1The latter category includes students
whose personalities or attitudesrun counter to those which the
collective experience of educators regards as necessary or
accep‘table'f"1 The teacher trainers in Rwanda never identified
thése and, as a matter of fact, none of them was discouraged
from entering the professione Fven those who failed during the
training were appointed to teach because there was not only

a shortage of qualified teachers but also a shortage of teachers
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in gener=l. In like manner any graduate was taken to be a good
teacher notwithstanding the truth of the slogan that' good
teachers are born, not made.! As Strevens notes, "not every
human being would make an adequate teacher, let alone a good
one.“42 I can, therefore, say that in the Rwandan case,
there has never been 'selection' as regards teacher training
and teacher appointment. Even those who prove to he 'bad
teachers! are not forced to leave the profession, but are
transferred from one secondary school to another and as is well

known the policy-makers think it a good way to improve their

personal gqualities as teachers.

(2) Contiruing personal education of the traineeand (3)
General training as an educator and teacher.

The I.P.N. has attained the necessary standard
in this arca. The trainee's personal education was improved
simultaneously with his professional training, i.e. 'general
training as an educator and teacher', The latter was conveyed
through such courses as? Psycholégie générale'; 'Psychologie
génétique' ; 'Rwandan educational policy! ; 'déontologie pro-
fessionnelle'. With respect to! A commitment on the part of
the teacher to keep abreast of developments in the profession
of teaching'qB, seminars were often organized and articles
about new methods in the teaching of languages were regularly
sent to the teachers. The trainees were allowed to participate
in the seminars on the teaching of foreign languages organized
in Butare, often at the Groupe Scolaire de Butare. So the trainees
had nothinaz to complain. nbout .as rerords their personal

education and their professional training.
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(4) Special training as & teacher of a foreign Or
second language.
The last basic element, as Strevens says
constitutes the core of most teacher-training courses
and contains the three following different aspects 3
- The 'skills! component 3
- The 'information® component and j
— The 'theory! componente
Of the three aspects of ‘'Special training as a teacher of a
foreign or second languege!, the most relevant in this section
is the 'skills’ component. This aspect comprises, in Strevens'
discussion, three different kinds of skills required of the
teacher @ (a) Command of the language he or she is teaching 3
(b) Teaching techniques and classroom activities ; (c) The

‘tpmanagement of learning'.

As far as Rwandan~trained teachers are
concerned, the last two skills were subsumed under the training
course curriculum, but the first, tcommand of the language',
needs further discussion. Owing to the poor secondary school
background in English and the overloaded training progran
of the I.P.N., it would not be unfair to question the
teachers! practical language skills. The formal nature of
the classroom epvironment, the secondary school teachers'
indifference about the students' communicative competence
and the little time devoted to the teaching of English in
Rwandan sccondary schools did not favour the students!
acquisition of practical langunge skills. During the I.P.N's
formation, emphasis was put on highly academic subjeets

for the sake of tcontinuing the trainees? 'personal education',

e — T
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for the teacher trainers took for granted the trainees' com=-
municative competence. Only certain courses in the languagc
laboratory were given to epnhance their oral skills. These
courses, however, were not sufficient, for they simply involved
pronunciation practice, and did not involve them in real

communication.

A1l these factors, added to the lack of L
tselection! before and after the training period, impair Rwandan=-
trained teachers! achievements as providers of communicative
competences This 1is reflected, first, by the Ministry of
Educetion 's policy of sending some graduates from the I.P.N.
to an English-Speaking country (England or U,S.A,) to improve
their skills in English46, and second, in the constant complaints

about the teachers!' inadequacy. In the opening speech of the

Beminar on English Teaching in December 1979, the Director

general of pedagogic studies and research said :

nLtenseignement de l'anglais, en effet, se trouve dans
une situation assez défavorable dans la plupart de nos
Scoles. Au manque de manuels appropriés et de matériel
didactique adéquat s'ajoute bien souvent une maltrise
imparfaite de la langue de la part du professeur car
1tanglais est ici une troisitme lengue vivante et une

deuxitme lengue étrangere apres le frangais,n47
In Janvary 1981, Opening 2 second Seminar, the General Secretary
of the Ministry éf National Education noted the same deficiency ¢
"es cns de mattrise impartaite de 12 langue de la

part du professeur persistent encore."48

One more piece of evidence showing the Rwandan-trained teachers'
low proficiency in English is found in another workshop held

in Kigali. The authors of the peport on the Workshop of English
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Teachers held from 8 to 11 fugust 1979, explaining why the
report is divided into two parts, one in English, and another
in French, say that Rwandan English teachers could not easily
follow model lessons delivered in English ¢

"On remarque aussi que le rapport est en partie en

Anglais et en partie en Frangais. En effet, apreés
les deux premiers Jours, on constata que certains
des professeurs éprouvaient des difficultés a
suivre et le prof. MORRIS dl conduire le reste du

. 4e
recyclage en Frangais.! 9

The same problem can be found in the next Workshop held in 1980,

It is obvious, therefore, that Rwandan-
trained teachers of English often have problems in understanding
the language they are invited to teach. This will negatively
affect the learners! acquisition of the language, because, as
Strevens states :

"The teacher of a language is the learner's model,
especially as the spoken language is concerned,

and if the teacher's command of the language is
inadequate, the learner's achievements will be
impaired. Learners, including children, have a
pretty good general ides of their teacher's standard,
even though they themselves may be complete begin-

ners.“5
Strevens goes on to sav that %it is a source of great
discouragement (and therefore a constraint upon learning) for
a learner to have a teacher whose command of the language is
uncertain about meanings and grammatical patterns, who has no
confidence in his own grasp of the language. Consequently the

skills component of a teacher training course must ensure that

the teacher's command of English ... is at least adequate for
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classroom purposes}"51 He identifies one of the main causes of
the learners!' loss of interest in learning English when he says 3
"This ought to be '*a make-or-break requirement', since
the teacher without an adequate command of the language
is propably wasting his own time and that of all his
pupils, and he may be bruising their general enthusiasm
as learmers into the bargain," '
This explains the tendency to forget English and the low profi--
ciency in English which follow the obtaining of grades and the
leaving of school in Rwanda, as said previcusly in the

preceding section.
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CHAPTER TWO

.....

2.0. INTRODUCTION,

Foreign language teaching remains a matter
of fashion, especially when the existing methods are questioned.
in fact, as Mackey points out, "Language teaching includes
some of the most complex problems in the field of educa'tion."1
However, many researchers in Langgage teaching agree that the
main goal of language learning is the acquisition of 'commu-

nicative ability'% In the introduction to Communicative

Language Teaching, Littlewood writes : "The purpose of this

book is practical : to help teachers broaden their repertoire
of techniques, so that they can enable learners to communicate
more effectively in a foreign language.“3 In the introduction
to the first chapter of the hook, he clearly states the goal
of foreign language teaching in these words : "This chapter
will look more closely at this communicative view of language,
in order to describe the goal of foreizn language teaching ;

Communicative ability’'.

The acquisition of communicative ability
is a process which calls many factors into play. As Brown
states : "Total commitment, total involvement, a total
physical, intellectual, and emotional response is necessary
fo successfully send and receive messages in a second 1anguage."5
The purpose of this new approach to foreign Language Teaching

is to provide language teachers with a pathway to bring the

foreign language learner to attain that! total commitment,
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total involvement, total rhysical , intellectual, and emotional
response! in order to maximize his learning of the target
language « Many applied linguists have questioned the possi-
bility of acquiring a language solely through the study of the
structural items of the language. This is, indeed, the domain
that has been the more emphasized in the teaching / learning
process. The research done on former school-leavers! level of
proficiency in a freign language has shown that the mastery

of the linguistic system of a langusge does not necessarily
entail the mastery of the value of the language as communication.
For this reason, many langusge teaching theoristsyhave devised
an approach, the 'communicative! approach, which could involve
the capacity for 'using language to communicate meanings as
effectively as possible in concrete situations.'17 They have
suggested ways of examining and comparing the tools at hand,

and encouraged teachers to check their teaching techniques.

We can, therefore, assume that "Commu-
nicative Language Theaching' is not a negation of all the
existing mothods. Rather, it is a readaptation of those methods
to suit the foreign language learner's needs. In fact, all the
techniques can be efficiently used depending upon the present
situation in which the teaching / learning situation takes
place. Each teacher could devise this or thet technique he
Judges the most efficient to camry out the teaching of such
a- skill, provided he maintains his learners! motivation and
interest. It only differs from the' earlier methods in that
it shifts the focus from the teacher on to the learner and

puts emphasis on human interactionywhich had not been provided
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for in the previous decades. Hence, the problem of "teaching
language as communication"8 becomes crucizl. In countries

where no occasion for oral practice is found outside the class._
room, it devolves upon the teacher to find efficient techniques
to provide his learners with enough language to develop their
comminicative ability. The fashioneble spproach, at present,

is 'communicative language teaching'! whose principles are set

in the following section.

2+1. DEFINITION OF TERMS,

The multiple facets a piece of language
can take on when it moves from one context to another or
depending upon the intended function the utterer wants it to
serve has aroused language teaching theorists! interest in their
research for an approach that could involve both the abstract
knowledge of rules and & knowledge of how these language rules
are put into practice to serve a communicative purpose. A
sentence like "It is going to rain", for example, can have its
signification found by recognizing that it is a declarative
sentence, that the vert is present in tense and continuous
in aspect and so on : the signification is thus derived from
the relationship between the grammatical meanings of the
syntactic choices and the dictionary meanings of lexical items.,
The sentence, however, might serve a number of different
communicative functions depending on the situational circum-
stances in which it is used. It may serve es a warning or a
threat, a part of a commentary about the weather, a rejection
of the interlocutor's suggestion of going for a walk, an

expression of pleasure when there has been a drought or some
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other act of communication.

'Communicative language teaching may be
said to have started in the early 1950's as a reaction against
the assumption that 'language! is a sum of separate structures
notwithstanding its aspect as 'part of human behaviour'?
According to this assumption, "the learning of a language
involves acquiring the ability to compose correct sentencesP1O
As Widdowson states "That is one aspect of the matter. But
it also involves acquiring an understanding of which sentences,
or parts of sentences are appropriate in a particular context."11
As 1= now commomly agreed by many language learning theorists,
a knowledge of the grammatical rules of a language does not
necessarily imply the knowledge of how the language being
learned operates in human interaction. This human interaction
is the communicative aspect of language which comes into play
in authentic situations. The shift in language teaching, then,
has moved from the control of 'usage', that is, in Widdowson's
terminology,the control of the language structures, to that
of use', that is, in the same authorts terms, the control of

. ; ; : 12
language in real-life situations.

A communicative approach therefore,
can be defined in terms of its main principles as an approach
which devises teaching techniques likely te develop the language
learner's skills in language use. In other words, the communi-
cative approach relates language to its communicative functions.
Widdowson states it in this way 3

"If it is the case that knowing a language meatis
btoth knowing what signification sentences have aos
instances of usage and what value they take on as
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instances of use, it geems clear that the te

acher

of language should be concerned with the teaching

of both kinds of knowledge In the past, the

tendency

hes heen to concentrate on usage On the assumption

that learners will evantually pick up the necessary

knowledge of use on their OwWrle This would geem O

be toO optimistic a view to take. Ihe evidence seems

to be that learners who heve acquired 2 good

deal

of knowledsge of the usage of a particular 1anzuage

find themselves at a loSS8 when they are confronted

with actual instance of use. The teaching of

usage

does 1ot appear to guarantee a knowledge of use.

The teaching of use, howeveT, does scem 0 guarantee

the lesrning of usage aince the 1atter is represented
'ZZ,

-

as a necessary part of the formeTe’

Widdowson's argument that'tusage

is

represonted as a necessary part of use' finds its place in

Littlewocd's presentation of tfour proad domains of skill

which make Up & sneaker‘e communicative competence‘.

Aomains are the following s

The four

. The learner aust attain 88 nigh a degreec as possible

of 1inguistic competences That is, he must

AeveloD

skill in manipulating the 1inguistic system to the

point where he c=0 use it spontaneously and

£lexitly in order to c¥xpress his intended message

- The learnel nust distinguieh hetween the forms

which he has nastered &8 part of his 1inguistic

competences and the communicative functions that

they performe. In other words, items mestereC as

part of a 1inguistic systen must also be understood

as nart of a communicative gystene

- The learncl must develoD skills and atrategies for

using language to communicate meanings as effecti-

vely 28 possible in concrete gituationse. He must

1earn to use feedback TO judge his successS,

and if
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nersseary, remedy failure by using different language.
- The learner must become aware of the socizl meaning

of language forms. For many learners, this may not

entail the ability to vary their own specech to suit

different social circumstances, but rather the abili-

ty to use generally acceptable forms and avoid

potentially offensive ones.u13

By Widdowson's account as well as by
Littlewood's, the 'communicative teaching of a language' is
not a new theory of language teaching which completely denies
the efficiency of the earlier methods. It only brings into
focus another aspect of language that the other methods did
not take into consideration, that is, the communicative
function of language. Mackey points out that 'all language-
teaching methods, by their nature, are necessarily made up
of 2 certain selection, gradotion, presentation, and repe-

-
tion of the material’.1)

In any case, all methods overlap
depending upon what the teacher wants to teach and the procedure
he finds suitzble to his class. He may sometimes use translation
when the classroom situation requires it, substitution drills

to fix such or such structure in the students' minds, deducti-
ve grammar for reinforcement, especially with adult learners,
monsense sentences to train the students! organs of speech.

I remember a sentence we had to repeat many times in order

to produce the soun- /8/ with less difficulty. The sentence

wae 3 "I wonder whether the wether will weather the weather

or whether the wether will die". This sentence did not make

sense at the time tut it was funny and thus interesting to

sing loudly in chorus or individually, while practising the




s B =

soun-d /5/. Widdowson refers to the same overlapping of all

the methods when he writes 3

" This being so, it would seem to be sensible to
design language teaching courses with reference
+to use. This does not mean that exercises in
particular aspects of usege cannot be introduced
where necess>ry ; but these would be auxiliary to
the communicative purposes of the course 2s a whole
and not introduced as an end in themselve5t¥16

salient contrast between

ok}

In the same way, Hymes has made
the 'actual' (i.e. what is seid and heard) and 'the underlying'
(i.e. rules of use). He says : "There are rules of use without

17

which the rules of grammar would be useless.?

These 'rules of use! are involved in the
notion of performance which relates to the language user's
knowledge of abstract linguistic rules and his ability to use
his knowledge of linguistic rules for effective communicaticn.
As Widdowson says,

"Tn normel circumstznces, linguistic performance
involves the simultancous manifestation of the lan-
guage system as usage and its realization as usc.
But we can separate one from the other if we wigh
by focussihg our attention on one rather then the

otheri?qs

However, the concentration on linguistic correctness relying
on conscious acquisition of atstract linguistic rules tends
to block the learner's develcpment of communicative ability.

From the experiments Dulay, Burt and Krashen describe in

Language Two,they consider the 'available evidence for both

child and adult second (or foreign) languege learners in a
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foreign language environment'.19 For beginning language
learners, concrete referents appropriate for either a child
or an adult create "a necesssy environmentzl characteristic .M
That is to say, in order to provide = good amount of language
for beginners, the teacher must use concrete referents to
help his learncrs! understanding. Even if fereign lanpuage
learners are not given a languare environment outside the
classroom, the teacher should endeavour to cre-te meaningful
situations in class and be patient enough to let the learners
use the language graduslly, for they cannot acquire it straight
away. The focus in fact, shifts from the teacher on to the
learner who rezally does the learning and the teacher only acts
as a 'catalyst® or 'guide' and no longer as the provider of
all knowledge, as the +traditionsl view implies. This aprroawh,
B
as Strevens states, is 'pragmatic!, not ‘dogmatic'. It is
flexible and so gives the teacher relative independence in
selecting content and interpreting the syllabus.zo Given the
fact that 'the development of communicative ability occurs
through processes inside the learner', Littlewood descrites
the teacher's role in a communicative class as follows $

" The ~oncept of the teacher as 'instructor' is thus
iradequate to describe his overall function. In a
broad sense, he is a 'facilitator of learning', and
may need to perform in a vawriety of specific role,
separately or simultaneously. These include the
following :

- As a generazl overseer of his students! learning,
he must aim to coordinate the activities so that
they form a coherent progrzssion leading towards
greater communicative ahility ....

- As classroom manager, he is responsitle for group-

ing activities into 'lessons' and for ensuring
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that these are sotisfactorily orgonised at the practical
lével. This incluces decidins on his own role within
each activity.

- In many activities, he may perform the familiar role
of language instructor : he will present new language,
exercise direct control over the learners' performance,
evaluate and correct it, and SO On.

- In others, he will not intervene after initiating the
proceedings, but will let learning take place through
independent activity. This will frequently be communi-
cative, but may also be pre-communicative.

- While such independent activity is in progress, he may
act as consultant or adviser, helping wherec necesSaryssse

— He will sometimes wish to participate in an activity
as 'co-communicator! with the learners. In this role
he can stimulate and vpresent new language, without
taking the main initiative for learning away from

the learners themselves."

In other words, in the 'communicative approach!, the teacher
is the lancuage provider and the acquisition facilitator.

He is neither the great corrector, nor the great transmitter
of knowledge because the class is no longer teacher centered
rut student-centered. His role, then, limits itself first to

providing quantiiy of input, keeping the students motivated
and interested, focussing on "learnable" rules s correcting -only
étigmatizing errors and, errors in meaning and finally, variety
by choosing exercises from all the approaches available, thus
of being eclectic.
This role assumed by the teacher is ap-
. propriate to the learners!' motivation and their need 'to

express their own identily and to relate with people around
theme! The students ere likely to develop their communicative

skills because they develop positive attitudes towards their
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learning environment, in which they are involved. The inter-
personal relationships which do not create inhibitions, but

are supportive and accepting (when the teacher acts as a
tfacilitator of acquisition‘) create a favorable atmospherc

for the lesrning to take place. Thesc rclationships emerge

among learners and between teacher and learmers when the teacher's

role is less ﬂominant.z2

T have looked so far at the teacher's
role in a 'communicative'! approach as Littlewood has convincing=-
ly dealt with it. It goes without saying, however,thaf the idea of
a less fominant role for the teacher is not sufficient on its
own to make us understand what a communicative approach is.
Littlewood's 'methodological framework' best defines a
commuricative approach. He represents it diagrammatically
as follows ¢

; ; T S al ivitie
Pre - communicative activities ¢~ tructural actl s

“\Quasi-communicative

activities

Functionael communication

" . . s
Communicative vities . o Pl
mmunicati activities <:::act1v1ties

Social interaction
activities. 23

The main objective of 'pre-communicative activities! is'to
provide learmers with a fluent comnand of the linguistic system,
without actually requiring them to use this system for communi-
cative purposes'. The attempt to relate the language forms
practised in these activities to their 'potential functional
meanings' causes Littlewood to sulcategorize the activities

as 'quasi-communicative', "because they take account of commu-

nicative as well as structural facts about language, in contrast
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with purely structural activities such as performing mechanical

drills or learning verht p:axr'f‘r,l:i.gm,"ML An example of a quasi-

communicative activity is given by Littlewood as the following

P : By the way, has John written that letter yet ?
R : Yes, he wrote it yesterday.

. P : Has he seen the film yet ?
R : Yes, he saw it yesterday.25 (NB. ¢ P = Prop ;

R. = Response).
This kind of exercise sounds communicative though it mainly

teaches structural points.
&

tCommunicative! activities, on the other hand,
require the students to use their pre-communicative knowledge
and skills for the communication of meanings. In practicing
"the total skill of communication', "the learner may be placed
in a situation where he must perform a task by comrmunicating as
best he can, with whatever resources he has available". Therefore

he is engaged in "functional communication activities" and

"the criterion for success is practicall 26 "When the learner

is encouraged to take account of the social context and to use

a language likely to develop greater social acceptability

instead of simply ""getting meanings accross", this involves

il grammatical accuracy as well as socially appropriate .sposaech."z'7
Thus, the learner is involved in what Littlewood has labelled
1Social interaction activities'. 2t is, the learner is
required to produce language appropriate to specific situations

and relationships.

This methodclogical framework is supported
by this quotation from Widdowson $".... the teaching of language

as communication ca2lls for an approach which brings linguistic
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skills and communicative abilities into close association
with each other".28 The communicative approach is the most
1likely to carry out the close association of usage and use
because it not only requires the learner to recognize and
integrate language forms, but also encourages him to use them
as a medium to interact with other users of the language with
relative accuracy and appropriateness. This approach satisfies
'three basic pedagogic principles! that have been discussed
by Widdowson., These are : Uthe principle of rational appeal,

the principle of integration, and the principle of control."29

(1) Rational appeal : the use of translation.jo

This principle takes sccount of the
tcognitive code'. People should know what they are doing when
they undertake language tasks. 'They should be led to recogn-
ize that thesz tasks relate to the way they use thelr own
language for the achievement of genuine communicative purposes,'_31
The principle associates the target language with the learner's
previous knowledge and leads him to use the target language
for the exploration and extension of this knowledge. In other
words, the learner of a foreign language is used to perform-
fng tasks in his mother tongue, and thus he can be considered
as a normal language user. This background knowledge of language
use is likely to support the normal use of the new language
to be learnt. For example, use of topics drawn from other
subjects in the school curriculum makes !'the presentation
of the foreign language relevant and significant as a

communicative activity comparable to the learner?!s own

2 g " .
1anguage.'3 In short, this principle can motivate learners,
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since it makes them feel that the language they are learning
can be directly used to achieve comnunicative purposcs.

(2) Integration and control.33

The principle of integration is clearly
-explained in Widdowson's discussion of "the need for integra-

tion™":

¥In this book I have represented the learner's

task as essentially one which involves acquiring

a communicative competence in the languags, that

is to say, an ability to interpret discourse,
whether the emphasis is on productive or receptive
behaviour. If this definition of the learner's

aim is accepted, it would seem to fellow that

any approach directed at achieving it should avoid
reating the different skills and abilities that
constitute competence in isolation from each other,
as ends in themselves. What the learner needs to

Y know to do is to compose ia the act of writing,

comprehend in the 2ct of reading, and to learn
techniques of reading ty writing and technigues

of writing by reading. If the aim of language learn-
ing is to develop the underlying interpreting abi-
1lity, then it would seem reasonable to adopt an
intesrated approach to achileve it."BLL

To put it another way, tintegration! means that communicative
competence involves all the language skills as traditionally
segragated : speaking, listening, reading and writing. As they
211 tie in with 'communicative competence! they are integrate
with one another. Coherence in whatever task requires all the
language skills to be developed to a certain level of mastery
not separately each from the other, but each as an integral
part to almost all sctivities. If we agree that communication

is interaction between human beings, then 1t becomes indis-
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pensable not to separate the four language skills because
communication needs a channel to te carried out. The channel
can be oral or written and insofar as feedback is expected
from the decoder of the message, listening and reading are
required from both encoder and decoder or addresser and ad=-

dressee or simply the interactants.

The last principle of the approach is
that of 'control!, This principle relates to the language
sample presented to the learners. The language sample serves
as the 'imput! to which the learner is exposed in the tfilter-
ing process'. Widdowson makes a distinction between the input
and the intake. This difference lies in the fact that we do
not internalize all the language we are exposed to at a time
(input) because we unconsciously 'impose our own filter on
the data and what we internalize from it is the intake'.
Widdowson, then, advocates control of the intake instead of

controlling the imput, and states the advantage of this 3

"Instead of controlling the input we can control

the intake. That is to say, instead of restricting
the amount of language to which the learner is ex-
posed (as was the case traditionally) we restrict
the amount of attention that the learmer pays to
what he is exposed to. We do this by limiting the
kind of interpretation task the learner is required
to undertake. The advantage of this kind of control
is that it is a ncrmal feature of communicative
behaviour whereas control by limiting exposure is
not. When we listen to talk or read something

we are able to adjust our attention : the input

is one fhing, but our intake is another. We in fact
impose our filter on the data.“§5
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The learmers' intake after exposure to a piece of language
deta is perceived through their contrihbution to 'the com-
pletion of complex tasks'. Tt is +this contritution that must
give a pathway to the intake. More and more freedom must be
allowed to learners to display their intake and give then
opportunity to reorganize it to perform different tasks in

communicative networks.

The reorganization of the intake takes
place when the students' tereative construction' is at work,
¥hus developing language acquisition. I will not venture te
contrast learning and acquisition36 because, undoubtedly,
and provided that language teaching is communicative, one
involves the other. The acquisition that must occur for both
child and adult learnmers leads one to consider the teaching
guidelines as they are suggested by Dulay, Burt and Krashen.
Tn conclusion to their research and studies on others!' research
on Second Langu=ge acquisition, they arrive at the following
teaching guidelines which, in my opinion, are crucial to the
effective use of a communicative approach to Second (or

foreign) language teachinge.

The first guideiine they propose is
t+he maximization of the student's exposure to natural com-
munication'. They define 'matural communication' as the
tfocussing of the learner on the message being conveyed, not
on the linguistic form of that message'!. In order to do this,
much emphasis will be on the degree of reality and natural-
ness diéplayed in the language sample presented in the class-

room. Instead of asking a student, for example, twhat's this ??
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holding up 2 pencil, it is rather natural and realistic to
say ¢ 'Ts that your pencil ?' ; and the student will naturally
respond ¢ 'Yes'! without being required to make a whole sentence
because, to this kind of question, the answer is generally a
one - word one like in 'What's his name ?' , Student stJohn'.
Tf the teacher wants the student to answer using complete
sentences, he should ask questions that naturally require them.
For example : Teacher : "Why are you late 7"

"What happenéd to your foot ?" 37
These kinds of question require complete sentences as responses
and the student who has to answer them fels the necessity to
provide sentences that wholly answer the questions, because
the questions refer to his experience. In this natural communi-
cation, the teacher should not draw attention to linguistic errors
unless the focus is on the form of the language, because such
an emphasis on error correction blocks the spontaneity of
communication. On the contrary, as Dulay, Burt and Krashen
suggest, he should respond to content, that is, he should
concentrate on intelligibility. Here is the example they
propose

Teacher : Why are you late ?

Student ¢ I miss tbus.
Teacher

Why did you miss the bus ?

By repeating the correct form of the student's answer he may

not feel lectured and frustrated as when the teacher says :

"Do not say 'I miss bus'.", but say, "I missed the bus o |
Another way of correcting students' errors without focussing
further attention on them is to say for example, "Oh, you missed

the bus". In this way, the student notices his error and pays




- TF

attention to the correct form without a feeling of humiliation

that comes out of direct correction by the teacher.38

The second teaching guideline is 'the
incorporation of a Silent Phase at the beginning of the
Instructional Program'.: According to the authors, the students
should not be foreed to speak in the target language before
they are ready. The teacher should accept non-verbal responses,
written responses or spoken responses if the students volunteer
to speak in the new language. This relates to the #feacher's
patience when he deals with complete beginners. As the students
have not internalized enough language to speak yet, the teacher
should allow them enough time to reorganize their language
intake and speak when they are ready. Some Rwandan teachers
I talked with objected to this Silent Phase, saying that
some students think that they are not obliged to speak,
and acquire the habit of being passive during the whole learning
process. This objection, however, fails to be convincing because
when student® are motivated and encouraged, and when the teacher
subordinates his attitudes to the students' needs, the latter
are geared to participation. The success of the Silent Phase,
depends upon the degree cof confidence that the teacher

creates in his students.

The third guideline is 'the use of concrete
Referents to make the new language Understandable to Biginning

Students'. As defined by the three authors of Language Two,

a 'Concrete Referent' is "anything or any activity which can
be seen, heard, felt or smelled as it is being verbally des-

cribed.“39 This is similar to the common use of wvisual aids
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and 'demonstrable activities! (especially for adults).

Concrete Referents are good supports to language learning.

They help the students to fix the new language in thefr minds.
The skillful teacher can even use concrete referents as stimull
to make the students speak, write or understand reading selec-

tions (with the use of flash cards and text pictures).

The fourth is 'the inclusion of Formal
Grammar Lessons for Adults'. Indeed, as Dulay, Burt and Krashen
affirm, "Many adults need to learn some formal grammar in order
to feel that they are indeed learning a new language. Some
adults can also consciously apply simple grammatical rules
to produce sentences in the new language. " Grammar, however,
must be kept in its place. That is, the focus must be kept
on learnable rules, and these rules can be taught through the
! Tnductive method! or the 'Deductive me’t:hod‘.LLO In the inductive
- method, students with help from the teacher make sentences and
finally come to generalizations. In the deductive, on the other
hand, the teacher states the rule and the students deduce
examples. With respect to learnable rules, Dulay, Burt and
Krashen suggest the following classroom technigue :
"Focus on low=level, easy rules, not complex ones,
e.g. the 'it's/its! distinction is a low-level
rule. When to put an apostrophe in Hts! can be
taught. On the other hand, the definite/iridefinite
a/the distinction seems to resist explicit instruc-
tion. The rules governing the use of'a'! and 'the! are

so complex, they are not adequately stated in many

grammar books. This distinction will be acquired

g SE e . 41
subconsciously, if it is acquired at all .M
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The fifth teaching guideline I have

selected from those proposed in Lanpuage Two,1s the 'learning

of the students motivations and incorporation of this knowledge
into the lessons,’ The making of groups for groupwork activities,
for example, requires this knowledge of the teacher, In establish-
ing social relations and teaching lanfuage varietiés, this
knowledge seems to be indispensable. Dulay, Burt and Krashen say:

"Knowing why your students are in your class, and

knowing with whom they want to associate and

like whom they want to sound will help explain

their different success rates and the domain

of the target language they learn.® h2

The sixth is almost similar to the first.

It is 'the creation of a non-threatening atmosphere!, This at-
mosphere results from situations 'where students are not
emlarrassed ¥ their errors!'. It is needless to restate that
errors on the students!' part should le expected and that
consequently the teacher should not "focus on student errors
during communication, " In the teaching guideline, it is recom=-
mended to "use role playing activities to minimize students!
feelings of personal failure when they make errors)t 43
Indeed,students feel self~confident talking to each other.
To use Douglas Brown's terms, "human learning is fundamentally
a process that involves the making of mistakes;"aa Indeed, a
language is not a stock of knowledge that a person stores in
his Train, lut an instrument that one has to manipulate every
day in order to reach the purpose of communication. As the

learner of a second (or foreign) language already has an

estallished system of communication, that is, his first language,
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what he tries to do with the new language he is learning, is to
make hypotheses alout it all the way through the learning processs
At this stage, errors and mistakes recur, hut in the end, when
they have acgquired enough language samples, errors and mistakes
tend to disappear. The making of mistakes is necessary for the
learning to take place tecause, when learners avoid mistakes

at all costs, they shun all situations where they are otliged to
speak, thus not taking lcnefit from the feedlack on their errors.
In other words, they miss out on the interaction which remains

an effective way of languagc improvement,

In my early years of learning English,
the teacher concentrated too much on formal correctness and,
as we felt uncomfortalle in Enpglish, we simply avoided speak-
ing. This grew into a kind of inhilition in me so that, even
though I-tried hard to dismiss such a prollem at the ugversity,
I sometimes feel embarrassed in informal situ=tions and this
impedes my fluency in English. The difficulty is, no doult, a
result of the relatively few opportunities I had for pfactice
during my secondary school training and the fear of teing
laughed at or punished if I happened to make mistakes which
the teacher did not like. The 'making of mistakes', neverthe-
less, is an integral part of human learning. 'Trial! goes hand
in hand with 'error! and it is presumally why Brown says @

"Second language learning is a process that is clearly rot

unlike first language learning in its trial-and-error naturea"45

The 'meking of mistakes!closely relates to
creative construction as far as language learning is concerned,

whatever the foreign language environment. To let creative
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construction develop naturally, the last guideline suggests
'non-reference to Students! first language when Teaching the
Second Language! Dulay, Burt and Krashen state :

"The Second Language is a new and independent
language system. Since successful second language
learners keep their languages distinct, teachers
should, too. No reference need le made tc the stu-
dent's first language unless the student
requests it."

This discourages the tendency to contrast the first language
and the second language when explaining grammatical structure.

Translation should not te undertaken as a major technique.

It can tre referred to only when necessary to clarify meaning.

These few teaching guidelines support the
eclecticism of communicative language teaching. This approach,
in fact, favours acquisition through the kind of learning/
teaching principles it devises., This section has emphasized
methodology rather than teaching material. The forthcoming
section will look at the type of material likely to develop

the learners!' communicative atility.

2.2,. TYPE OF MATERIAL,

Needless to say, no material has leen
workes out which will satisfy all the requirements of a com=-
municative teaching approach. I cannot claim to be certain of
what happens in other countries 'ut as regards Rwanda, this
new approach is not fully applied lecause the texttooks used
Ly Rwandan teachers are still discrete-point tased. For this

reasorn, there must le a heavy reliance on the teacher's ability
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to adapt the availatle material to his students' needs, and in
this scnse we may accept the texttooks at hand, provided that
they lend themselves to the kind of adaptation designed to
render them communicative. Brumfit and Johnson note that
"teachers, concerned as they are with student responses,must
convert linguistic discussion into learning practice, and they
cannot ignore either learning theories or successful classroom
experience."é7 In fact, being the manager of the classroom
activities and the only person (in the Rwandan situation) in
constant interaction with the students, the teacher should Le
allowed enough freedom to adopt teaching materials likely to

arouse his students! motivation.

The teacher, then, when proparing and
structuring his lesson, may dra¥X from a variéty of the teaching
materials at hand and find a context for this or that point
he wants the students to learn. Some materials, however, can
Le said to lLe relatively communicative. Relatiﬁely because no
textlbook can really take account of all the requirements of
the communicative approacﬁ, particularly when we cogg'to
consider %he sotject matter which must ke relevant tomtﬂe
student's motivation and interest ty its cultural and
pedagoéic appropriateness. That is, the materials must le
1inguistic£lly and culfurally authentic, in other words,

accurate and up to date.

Considering all cultural differences in
English-speaking countries, especially those from where textlooks
are ordered, and the subsequent impossilility to devise teaching

materials readily acceptatle in All foreign settings, I may
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assume that all teaching materials have want of adaptation
to e 'wholly' communicative. After this discussion I will
consider a number of teaching materials from those listed in

the appendix to Brumfit and Johnson's Communicative Approach

to Language Teaching and see how they fit into Littlewood!'s

methodological framework descrited in the preceding section.
The materials will be quoted at full length in order not to

spoil the scenes they rring into view.

The first Extract I want to look at is

Extract 3, from Say what you mean in English Ly J. Andrews,

Nelson, 1975. This took is for elementary students.48

From Teacher's Book (pp.88-81)

Unit 21 Can I help you ?

Pictures ¢ - a tule of toothpaste with stripes
(SIGNAL)

tooth Lrush

writing pad

shoe with laces

slip-on shoe

L I B
OO oo

Listen to this : (Dialogue as language sample)

Shop Assistant : Can I help you ?

Customer ¢ Yes, I need a tube of toothpaste.
Shop Assistant : Any special sort ?

Customer ¢ Well ... no, not really.

Shop Assistant : How about this one ?

Customer ¢ Is there a smaller size ?

Shop Assistent : Yes, here you are,

Customer ¢ Has this got red stripes in it ?
Shop assistant : Yes, it has.

Customer ¢ Oh,... haven't you got a plain sort ?
Shop assistant : Here's one.

Customer ¢ Good. I'll take that one.

How much is it ?
Fourteen, please.,
Thank you !

Shop assistant
Customer

Now Say this (listen and repeat)

He needs a tu'e of toothpaste.
He doesn't want any special sort.
He wants a small size.




He doesn't want toothpaste with recd stripes in
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it.

He wants a plain sort.

Listen to this

Shop Assistant
Customer
Shop Assistant
Customer
Shop Assistant
Customer
Shop Assistant
Customer
Shop Assistant
Customer
Shop Assistant
Customer

Shop Assistant
Customer

oo oo ©8 ©9 90 08 66 o0 O ©0° ¢8 °°

os oo

Yes, please ?

I'd like a writing-pad.

Any special make ? ;

Not really ... anything will do.
How about this-one ?

Is there a cheaper one ?

Yes, here you are.

This is tlue, isn't it ?
Yes,-oo--'o
Oh.«s Haven
Here's one.
Good, I'1l take that one. How
much is it ?

Seventeen, please.

Thank you.

tt you got white ?

Now say this (listen and repeat)

He wants a writing pad.

He doesn't want any special make.

He wants a cheap one

He doesn't want hlue, he wants white.

Look at this @

(These talbles can te used as reinforcement)

R

She says :

You say ¢

Can I help you ?
Or
Yes, please ?

How atout this one ?

B e

Yes, I need a eveoo
Or
Yes, I'd 1like a «eee

mec e

Is there a smaller size ?
Or
Is there a cheaper one ?

Here is one

Good, I'll take that one.

P

Listen to this @

Shop Assistant
Customer
Shop Assistant
Customer
Shop Assistant
Customer

Shop Assistant

.o

Can I help you ?

Yes,I want some brown shoes.

With laces, or slip-on ?

With laces, please.

What size ?

Nine, I think, tut would you measure
my foot ?

Certainly ! Yes, nine it is.

NOW o.s how abtout these ?




Customer
Shop Assistant
Customer

Shop f/Assistant
Customer

oo wo

ee o9
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Well, they feel a bit tight here.

Can I try the next size ?

Of course. Iry these.

They're a better fit, tut I don't
like the colour.

Have you got them in a darker brown %
I'm afraid not. These are all we have.
Oh well, I think I'1l leave it, then.
Thank you very much !

Now say this (listen and repeat)

He wants some hrown shoes with laces, size nine.
The first pair are a tit tight, so he asks for the

next size.

The second pair are a better fit, but he doesn't
like the colour.
He decides not to buy them.

(Teacher to students) : Now imagine you want to buy

Shop Assistant
Customer
Shop Assisrant
Customer
Shop Assistant
Customer

Shop Assisrant
Customer

Now

o0 ©e ©0o ©0 o0& ©3

some toothpaste. Can you say
the right things ? Try.

Can I help you ?

e 80 ¢ 0 e0ce o0 a0
Any special sort ?
®@ 0 O ¢ 0 0 8 @ 08 00 6w
Yes, here you aree.
© 60 08 00 e 8080 000

® 9 0 @ 0O 0 @ % & 0B 0 @@

Forteen, please.

act the part of the shop assistant,

and get gour neighlour to he the customer. Do this without

looking at the book.

This materizl has potential interest for elementary students s

it is presented in a situation which they have experienced

more than once in their mother tongue. Indeed, the teacher

can legitimately predict that any student has Leen at least

once involved in a shopping bargain. Besides, it follows the

common process of developing the speaking skill, That is, from

manipulation, i.c, repetition with implicit promunciation

drill, dialogue memoriaation, to communication. As the material

is for elementary students it remains controlled, since it is a
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preparation for freer communication which requires the language
sample prgsented by the material. Therefore, this material

can te said to fit in 'Pre-communicative actiyities' in
Littlewood's diagram. This set of dialogues néf %nly provides

the language that can he used ty students when shopping or
selling but also it may help them if they are asked to sum-
marise the dialogues Ty the sentences listed under what is
labelled "Listen and repeat"., Indeed, these sentences sum up the
content of the diologue and may show to the students in what

way they can report a dialogue orally or in a written form.

As for listening, this material favours retention by repetition
and provides recurrence of the same topic in the three dialogues.
We may, therefore, assume that towards the end, the students can
act the dialogues with relative ease and even find other articles

to include in the dialogues.

The second extract is designed for .a

pre-intermediate level. It has teen taken from Strategies

by Be. Abbs, Ae Ayton, I. Freetairn, Longman, 1975. The
materials presented in Brumfit and Johnson are taken From
Student's Book (PP.191-3).49 The first exercise is "Discussing,
about future possitilities". The topic chosen for this activity
is 'Sports', namely, 'The world cup'. Most students are really
excited by sports and would like to he informed atout what
happens all over the world concerning sports, especially
tfoothbell!. In many secondary schools, teachers involve stu-
dents in forecasting foottall matches & a language exercise.

It is clear from this that the teacher can take profit from

the students' eagerness to support this or that team to carry
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out this activity. He may first explain to students what
1Quarter Finals', 'Semi-finals' and tFinal! mean.jO Instead
of using this Yinformation chart! as it is made by the authors

of Strategies, he may find alternative football teams in his

country for they are test known by the students and tetter
stimulate the students, who can naturally form groups according
to what team each group supports. The information chart propos-

ed ty the authors of Strategies is the following:

Information chart _ __ e LB | ol
Country. Last 20 matches ' Other information
, Woni Lost | Drawny

Argentina 6 5 9 New goalkeeper
Belgium 5 T 8 New captain
France 111 5 1 4 Lost against Italy last |
Poland 10 F 3 E 7 %Zgi defence

r West Germanyt13 3 4 New manager

! Portugal 5% 9 4 Beat Russia last year
Yugoslavia E14 4 2 Three players ill

! Holland 9, 6 5 Won Cup two years ago
Italy 8 > | 7 Three new players

} England L7 4t} 9 | Weak attack
Australia - 8 4 Weak goalkeeper
Spain 8 8 4 Weal defence rut good
Russia 110 > > %ﬁ%ﬁ%ﬁgﬁﬁrcenter forward
Sweden 511 4 5 Strong defence
Denmark 8 7 5 In Cup final four years
Brazil 42 5 3 250

Won last World Cup

[

The Rwandan teacher or any other teacher of Inglish in Rwanda ¢
can substitute a taltle presenting the strongest Rwandan

footkall teams for the tatle altove and involve the students in
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a discussion about the next Whit-Cup. He can adapt this discussion

from the following 3
" Unit 10

The World Cup Discussion : Group or pairwork : Discuss the
chances of different countries plaving in the next World Cup.
Use the information chart to help you make your decisions to
find out who you think might win the cup. You first decide
shout all the teams in the quarter finals. Your discusion
might go something like this ¢

A ¢ Well, Argentina might teat Belgium,
tut I doubt it.
B : Why do you think that 2
Az: They've won more matches than Belgium,
tut they've got a new goalkeeper.
/nd Belgium's new captain is very good.
B : I don't agree with you. No, I'm certain
now that Argentina will teat Belgium.

Now discuss the chances of all the other teams in the same
way. Write the names of the teams in the chart when you've

made your decisions.“5.1 The teacher may then replace the

names of countries ty ¥he names of Rwandan teams such as "Rayon
Sport", "Panthéres Noires", n"Mukura Victory Sport", "Kiyovu
Sport", "Magerwa", "Standard", "Espoir", tMukungwa and SO On.
This is a suljectt of interest for the students and their will
to speak arises naturally. For writing, eack student can be
given the task of writing an account of what he thinks may
happen in the next Whit-Cup. This writing assignment will be
relatively easy tecause 2as Baskoff notes, ' each student knows
nwhat to say" tecause he ig familiar with the topic j§ he

knows "how to say it" because the model gave him the stouctures
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and idioms ; and he knows "how to crganize it" because he has
the outline to followe!?2 The technique that has been applied to

prepare the students for this task is "Groupwork.'53

The next material in the Appendix of

The Communicative Approach to Language Teaching is designed for

upper-intermediate and advanced students. It was taken from

Functions of fnglish by L. Jones. Cambridge Unversity Press,

1977 : Here it is :
From Student's Book (pp. 41-3)

7.4 Presentation : asking permission
Sometimes we need to do more than just offer to
do something-we may need to ask permission to
make sure we are allowed to do it.
The expression to use depends on @
a) The type of task you want to do and the degree
of resistance you anticipate.

t) Who you are and who you are talking to-the role
you are playing and your status.

Here are some useful ways of asking permission,
They are graded in order of pcliteness @

I'm going to leave early.

I thought I might leave early.

I'd like to leave early.

/Tright if I leave early ?

Anyone mind if I leave early =

D'yvou mind if I leave early ?

Is it alright if I leave early 7

Would it te alright if I left early ?

T wonder if I could possitly leave early ?
veeessl hope you don't mird, but would it te at all

possirle for me to leave early ?

We tend to give permission in just a short phrase, like

Yes, go 2head.
Yes, I suppose sO.
Oh well, alright.

And we refuse permission like this :

I'd rather you didn't, if you don't mind.
I'm sorry, tut it's not possitle.

o
o




Te5e

7.6.

7.7.

7.8¢

v 90 =

Discuss with your teacher when you might use the
expressions.

Practice

Make a list of five things you would like to do,
tut whioh would need your teacher's permission.

Ask for permission to do them-but be warned, he

may ask you why ! Later he will change roles and
play the role of the principal, so you may then

need to change the way you ask.

Presentation : eiving reasons

When you ask someone for permission, or refuse
someone permission, he is likely to ask for reasons.
Here are some useful ways of giving reasons s

Well, you S€Ceceses

The reason iSeccsee

If I could explain.coecos

vee. and that'!s why I'd like tOee.o

Discuss with your teacher how you would give reasons
using these phrases.

Practice

Build conversations following the pattern sugzested
in 7.4 and 76 using these prompts @

Leave proom - Stay for tea
smoke @y pipe borrow umbrella
torrow car use phornie

day off watch T V

open window write in hook

Here is an example :

A s Would it bte alright if I left the room for a
moment, you see I have to make a phone call.

B : I'd rether you didn't if you don't mind, you
see this is a very important part of the
lesson.

A ¢ Oh, &lright, I see.

Practice
Here are some things you want to do. Get together

" with another student and play the roles of boss

and assistant. Keep changing roles after each
scene. Rememter to give good reasons for wanting
to do these things @

Have the afternoon off - a day off - a week off.
leave 5 minutes early - % hour early - 2 hours early.
Chanee your holiday - your desk = your secretary.

Cet an assistant - your own phone = a company care
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7.9 Practice
Team up with two other students. Imagine one of you
has just moved into a new flat and a lot of things
need doing. One of you 1s very lazy, another very
eager to do things, and the other normal. Decide
together what needs doin (you will also need to
cook a meal this evening% and who is going to do
what 05LJ'

These materials follow one of the main
principles of nCommunicative" Language Teaching as Alexander
states 1t ¢

"The students should clearly understand they will learn
to do things through language, while at the same time
mastering the grammatical structure necessary for this
purpose. Because of this, the course is likely to be
very different in appearence and in the methods used
from any language course they might have previously
experienced. The students themselves will be atle

to tell how well they are progressing to the extent
that they are atle to do the things they are reing
taught to do;ﬂ55

In addition they bring the student to use more imagination but
also avoid embarrassment with respect to the principle quoted
abtove, the materials inyolve students in tdoing things through
language'! in this instance, 'asking permission', 'giving or
refusing permission! and' giving reasons'. As they suggest
reference to the teacher, the student can assess how well he
is progressing if he comes to know that he has been successful
! in doing the things he is leing taught to do'. Nevertheless,
these kinds of materials are not very much developed. The
teachers, then,should make the availatle teaching materials
worthwhile Ty providing them with context and meaningful

situations through their own adaptation. They may encourage the
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students to create more situations involving role-play thus

developing their productive ability which is crucial to the

acquisition of communicative abilitye.
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CHAPTER THREE,

THE PRESENT USE OF THE COMMUNICATIVE APPROACH BY

RWANDAN TEACHERS.

3.0, INTRODUCTION.,

The first two chapters of this work have
explored the place of English in Rwanda through iss status
and role, and the need for a new method to improve Rwandan
learners! proficiency in English. I particularly wish to refer
back to the section on ‘'the backgrouﬁd of Rwandan teachers!
prior to the forthcoming discussion of the present use of the
communicative approach. In the section I am refefring back to,
I made a study of Rwandan teachers' communicative ahkilities
in relation to their former training. I came to the conclusion
that these skills show much room for improvement, despite the
same teachers' praiseworthy academic achievements. A bright
future, however, can be expected to arise from the responsi-
bility assumed ty the Rwandan government in encouraging the
teachers to study in English-speaking countries so as to
improve their practical language skills. I particularly ad-
vocate this as a solution to the problem of teachers' lack
of a good command of ?nglish because, in order really to
understand the problems of communication, one must live in an
environment where he needs the language to get along with

native speakers of that language.
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This chapter is based on the results of
research into the attitudes and practices of teachers of
English, who kindly answered the questionnairec I submitted
to them at a time when they were busying themselves to go for
their vacation at the end of the second term of the school
year 1983/198L (see the appendix for a copy of this questionnairc’ .
The gquestionnaire was meant to give an idea of the attitudes
of some Rwandan teachers of Eaglish, first towards their
background training in the language and their performances
in the four language skills, then , towards various methods
applied to the teaching of English since the teginning of
English-teaching in Rwanda. A study of the attitudes of all
Rwandan English teachers would have resulted in a more
accurate and precise picture and provided a solid basis to
forecast the future of English in Rwanda. Nevertheless, such
a complete study teing beyond the means of this thesis, I am
obliged to rely on a sample of seventeen BRwandan teachers of
English in certain sgchools T was able to visit, who completed
the questionnaires, supplemented Ly personal interviews with
five other teachers (two Rwandan and thfee non Rwandan) whom

T happened to meet during the course of the research.

3,1, THE SEVENTEEN RWANDAN TEACHERS AND THEIR BACKg
GROUND,

The seventeen informants who answered the
questionnaire have all studied English at tertiary level.
Seven attended the I.P.N. and ten attended the U.NoRo o
Fourteen aut of seventeen attained the Baccalaureat. Among

these six attained it at the I.P.N. and the remaining eight
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at the U.N.,R., Only three informants have attained the licence.
Concerning their motivation to study English at tertiary level,
ten of the informants say, in effect, that they chose to study
English because 'they like it!' ; one says that his choice

of English was motivated by ‘'personal interest', which no

doubt amounts to the same thing; two say that English provides
privilege for the minority who have learned it ; one wanted to
acquire a better knowledge of English as a language of information 3
two simply said that they were appointed by the Ministry ; and
one was undecided. These numbers show that most English graduates
in this sample chose to study it because they had developed a
liking for it during their schooling. It might be possible,
however, to find alternative lases of motivation if the number

of informants were increased.

It would seem pointless to ask for some-
one's attitude towards the profession he is involved in without
first asking him what were his career plans during his studies.
I accordingly asked each of my informants to say what his
career plans were during his studies. Nine of the informants
were planming to become teachers whereas eight were preparing
for another career., Alternative nrojected careers given were @
diplomacy, Jjournalism, interpreting, and translation. This
reflects the absence of selection before and after teacher
training in Rwanda and helps to explain the frustration often
found in certain teachers (of Whatever subject), and some
negative attitudes towards the teaching profession. Of course
there are many other reasons which can make the Rwandan teacher

reject the teaching profession, and I will cite some of these
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later. Let us consider for the moment how the matter of career

plans affects attitudes towards the teaching profession.

The informants were asked to say whether
the teaching profession was "very rewarding", "rewarding",
"fairly rewarding® or "tedious'.Interestingly, the nine who
had planned to tecome teachers say that the teaching profession
is either "very rewarding" or "rewarding". The remaining eight
who had another career in view invariably say that the teaching
profession is either "fairly rewarding" or "tedious",..The lack
of selection in teacher appointment in Rwanda is the cause of
this negative attitude towards the teaching profession. In fact,
the way new teachers are appointed after their studies seems
to imply that they have applied for the profession. We always
liéten to the radio at the beginning of september in order to
be informed about the secondary school institutions where
some of our friemd® are sent to teach. It is amazing to hear
the speaker say: "Abaprofeseri tugiye kuvuga amazina bemerewe
kwigisha mu mashuli akulikira® ("The teachers whose names
follow, have been accepted to teach in the following seconda=-
ry schools"), as 4if they had applied for the appointment.

None of us is anaware of the paradox and the subsequent
frustration it creates in the would-be teachers. Some are
appointed unwillingly, tut become reconciled to the profession
when they are in service, tut many others are frustrated

to be called on to teach while they were aiming at another
carper. Moreover, it has often been very difficult for those
who wanted to leave the profession. As this seems a digression
from the point of this section, I will come to it later, and

will rather look at how the graduate informants Jjudge their




- 98 -
secondary school training.

Fifteen of the informants received their
secondary school education in the former thumanités générales!
and all of them completed their schooling before the School
Reform. As a matter of fact they were taught bty the same
methods as those described in the second section of chapter
one. Their communicative needs were not catered for, because,
as I pointed out earlier in this work, nothing was prepared
for the students to practice the spoken language and be able
to golve some of the problems of communication. These problems
find their solution when the language learner has developed
stategies for appropriately sending, receiving and interpret-
ing messages through the language he is learning. In addition,
there was and still is no language environment outside the
classroom. The teacher's own adequacy in this kind of setting
becomes crucial, and this led me to ask my informants whether
their secondary school English teachers were native speakers
or non-native speakers with an adequate command of English.
The answers show that eleven of the informants have been
taught by at least one native speaker, while six state that
their English teachers, none of whom were native speakers had,
on the whole, an adequate command of English. As regards the
importance of English in the learning process at the time,
English was assigned a number of hours varying from two to
four hours per week. This time is insufficient for a foreign
language learner in a foreign setting where he canmot find

opportunities for oral practice outside the classroom.

Five of the informants, however, state
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that English was given importance in the schools where they
learned, Surprisingly enough, some teachers who attended the
same school have different opinions about the importance given
to English. I am particularly referring to former students

at 'Collyge du Christ-Roi! at Nyanza. Some believe that English
was given a good deal of importance and others that it was not.
One of the informants has raised a point which seems to explain
the diversity of opinions about the importance given to the
subject, This is what he wrote as a comment in the place
reserved for the answer to the quastion : "But I am really
convinced the teacher himself has something to do with the
value of a course in spite of the school itself."This point

of view is self-explanatory. Indeed, the value that the learners
place on a school subject may depend upon the teacher's
attitude towards the subject. The extent to which a student is
interested in the learning procescs depends upon the teacher.,
It is common to hear some sehool leavers say that they did not
like such or such a school subject because the teacher was
either incompetent or not supportive enough. In fact, despite
the mumber of hours per week, a subject can be taken to be
important provided that the teacher concerned knows how to

arouse his students' interest in that subject.

When asked how much encouragement they
received to speak English in class, fifteen of the informants
say that they were encouraged to speak. However, given the
methods that are known to have existed earlier, oral practice
was not encouraged as such, except in some schools where

teachers volunteered to chair FEnglish club meetings where




- 100 =

English was spoken. Instead, where there were no clubs, the
students were only called on to participate in the lesson by
being active. This means simply by raising their hands to
answer the teacher's questions, to make sentences whenever
they were asked to, or to repeat sentences uttered by the
teachers. Most of the time, the questions were related either
to literary selections, or, as I pointed out earlier, to
mechanical drills in which the learmers were expected to master
pieces of languege automatically. Personmlly, I am convinced
from my own experience that the encouragement to speak in class
was not connected with spontaneous productive ability. The
informants' evaluation of their performance in each of the

language skills provides support for my statement.

As a preliminary to this evaluation, I
asked them to say if they feel they were able to express themsel-
ves with relative ease in Bnglish at the end of their schooling.
Twelve of the informants feel they were able to express themselves
with relative easc and the rest feel they were not. These
results are a matter of self-assessment and cannot be objective.
But even so it is interesting that as many as five out of
seventeen informonts feel they were not able to express them-
selves with relative ease in English. This reflects the

school's little emphasis on speaking skills.

I may conclude that the average posi=
tive attitude of the informants towards their tackground
depends upon their overall attitude towards English, which is
the foreign language of their choice. Besides, they chose to

study it at tertiary level because they judged themselves
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able to. It is therefore likely that they would positively
answer the guestions relating to their background ; otherwise,
one wéuld ask himself why they were accepted at all to study
English at tertiary level, and then to teach it at secondary
school. One more element which Justifies this conclusion is the
grades the former students, now teachers, obtained in English
during their schooling. We generally base the evaluation of
our success on grades we obtain. It has tecome a criterion
for enrolment as a university entrant. It has become the

only way to know our performance in such or such a school
subject. This is the reason why, in the Rwandan case, the

students! success results from emulation through gradinge.

All these elements may have interfered in
how my informants view their expression in English. Their
auccess at the University may also lead them to feel positive-

ly about their relatively easy expression in English.

3.2, ATTITUDES TOWARDS THEIR PERFORMANCES.

Keeping in mind that this is a matter
of self-assessment, I am going to consider how the informants
regard their performances in the following skills : reading,
writing, speaking and eural comprehension or listening.
The tatle below represents the skills and the number of
teachers who feel that they perform either "yery welll,
myell®, "fairly well" or "with difficulty" in each of the

Biills e
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Numbter of teachers who perfories..
Skills . )
Very well [ Well | Fairly Well { With difficulty
Reading 6 16 1 0
Writing 2 12 2 1
Speaking 2 9 ! 6 0
Aural
Comprehen- 7 7 3 0
gion '

If we look at each skill and the number corresponding to each
of the labels "very well", "well", "fairly well" and "with

difficulty", we come to some interesting conclusions ¢
3.2.7. Reading.

Six of the informants state that they
read English texts very well. Reading does not simply mean
to recognize graphemes, but also to understand whet meaning
is conveyed by their different combinations in a text. The
fact that six of the informants place their performances in
Reading in the category "very well" is credible enough, since
it shows consistency with the reading of literary selections
which wés taken by the advocates of the 'traditional?
methods as a cardinal goal of the learning of English. The
reading approach was, then, favoured during the early days
of English teaching in Rwanda, as considered earlier in the
historical survey of methods. Ten of the informants regard
their performances in 'Reading! as in the "well" category

and only one says that he reads "fairly well". These numbers
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reflect the fact that in the early teaching of English in
Rwanda, much emphasis was placed on the learners' acquisition
of reading skills. It is perhaps dangerous to draw a conclu-
sion from research done on a sample of seventeen teachers, but
even so, their attitudes may well approximate to all teachers!
attitudes since all have the same background learning experience.
In fact this emphasis on reading skills tends to be continued
in the U.N.R. English Department's strategy of making the
students read a lot. Indeed, a good deal of time is spent on
reading, and on hook reports and literary criticism based on
well known critics' theories, which also involve a great deal
of reading and understanding. Thus, the reading skill was. not
only developed at secondary school but continues to be develop-

ed at tertiary level.

302 02- Wl‘i'tingo

Here again, the table shows that Rwandan
teachers have a good opinion of their performances in writing.
There appear to be, however, slight differences with how they
regard their reading skills. Only two informants feel that
they perform "very well" whereas six feel they perform "very
well" in reading. Under the label "well", however, the number
of informants catches up with that of good readers and even
takes over j twelve informants believe they perform "well" in
writing while ten believe they are good at reading. Two believe
they write "fairly well® and one "with difficulty".

This is another minor difference but which becomes important

*when we look back at the way English was taught some years
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ago. Insofar as one can generalisc from seventeen informants,
the reading skill seems to te pore developed than the writing
skill, If one also reads the numbers against the 'Aural com=-
prehension' skill, it tecomes clear that the informants feel
more confident in receptive skills than in productive skills,
This is perhaps not unexpected in any case, tut it may also
reflect earlier teaching methods which concentrated more

emphasis on receptive skills.

If also one recalls the content of the
section on the successive methods uscd in Rwanda from 1961 to
1982, one will not be surprised by the nttitudes conveyed ty
the answers of the informants alout their writing performance
in relation to their spezking perfornmance. Indeed, as written
assignments were frequently fiven, and as evaluation techniques
were commonly based on written tests and exams during the
whole training at sccondary school and on toke=home exams or
in-class written exams at the University, the writing skill
might be expected to be the more developed, compared to the
speaking skill. Onc renson for am emphasis on writing assign-
ments at secondary level may be thet they arc thc easiest to
grode for o mumber of rensons. First, most sccondary school
class sizecs amount to more than thirty students and the teacher,
of whatever sulject, has to go from class to class, thus
increasing the number of students he must test and making it
even more timc-consuming and mentally demanding to administer
spoken tests (see the following paragraph on the importance

of the time clement), Second, in addition to the subject the
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teacher has graduated in, he is often given other subjects
becausc of the shortage of quolified teachers. I remember
that when I was a tencher, I taught civics, Kinyarwanda and
French in addition to English, and I thus went from class

to class, changing the subject each time. I was so overloaded
with work that I had no time to concentrate on one subject

at a time. It is net even rare to find graduates in English
who also teach Beography and History. These situations

give the teachcr so much work thot he cannot afford time

and effort to devise oral lanpguage testing.

Finally, each teacher must teach
from twenty to twenty~four hcurs per week, which, in my
opinion,does nect leave him time for preparation and gathering
of new material to make lanru~ge lessons at least more
interesting and inspired. The time factor, therefore, impairs
the use of oral techniques of evaluation and favours the
intensive use of written tests, thus enhancing the students!
writing skills. This question of time is given by the author
of an article named "Evaluation® as one of the practical and

valid rcasons why speaking: tests arc seldom given., He writes

"Tests to accompany most textbooks do not include sections
testing the spenking skill. And last, but certainly not least,
is the question of time, Many teachers feel they do not

have time to prepare or to grade speaking tests'. -

When the same author of the article
suggests thnt one should- "test all four language skills",

he stntes :




- 106 -

"If the objectives in the course include 211 four
Lanpuage skills, all four should be tested.
The implication herc is that each test should
include one section to test listening compre-
hension, one for speaking, onc for reading,
and cne for writing (given the fact that the
teacher has reached the point in the course
where he is teaching 211 four laniuage skills).
If the teacher customarily limits his tests to
pencil-and-paper tests, thcse types of éxercises
become, in effect, thc practical goals of the s
students. He can corrcet this common fault by
including some items involving each of the
language skills on each examinf‘tion“.2
The fact thnt the "pencil-n~nd-paper" tests lend the students
to toke these types of exercises as the practical goals,
is rclevant to the frct that Rwandan teachers feel they

perform well in writing skills as opposed to specking skills.

34243¢ Spenking.

Considering their speaking skill in
English, the inform~nts displey morc modesfy. As shown by
the tatle atove, two informonts feel thot they épenk "very
well®™, nine fcel they speak "well! ond six feel they spenk
"foirly well"., In the teachers! own estimation at any rate,
this skill is less developed than the rravious twz, This
correlates with the earlicr point thot 1little emphasis
was placed on spenking skills in the teachers! tacksround.
The very little opportunity they had teo practice spenking
at the university could not mrke up for the shoky background

training at secondary school as regards speaking skills.
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It is therefore understandalle thrt the informants feel

they have less skill in spoken English. The differcnce with
the reading and writing skills hecomes more striking when we
compare the number of informants who speak "fairly well" to
that of informonts who read and write "fairly well", While
one informant feels thrt he reads "fairly well" and two feel
that they write "fairly well", six informonts feel they speak
"fairly well", These numters reflect the relatively low

proficiency in oral English in Rwands I noted previously.

34244+ Mural comprchension.

With regard to aursl comprehension,
seven informants feel thrt they understand spoken Enslish
"very well"; seven feel thnt they understand it "well"® sthree
"fairly well" and none "with difficulty". The distribution
uncer the four latels (Wery wellh, Mwell" "fairly wellW,
"with difficulty”) is not uncxpected, since all the scventeen
informonts have been exposed to native speakers during uni-
versity stulies. The studcents! success in the English Depart-
ment, indeed, depends very much upon the degree of comprchen-
sion of the university lecturers, who arc frequently native
speakers, an! these who could not understand the lectures in
English in first yenr Baccnlaurcent will normally have profer-
red, since there wns still tiae to o 50, to change their
subject, Some stulents in the French Department have told
me th~t they left the English Department becnuse they could

not understond most teachoers! lectures.
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I have lookel so far at how n selec=-
tion of Rkrndan teachers regard thelr performances in reading,
writing, epeakins and listening skills. It is clear from the
results that they feel they perform tetter in the first two
skills and the lost than in the speaking skill. This corre-
lates with the fact that their learning tackground simply
fails to take into account oral practice in real-life situa-
tions. It is true th-t there are a number of cpportunities
for practice at tertiary level, namely by means of oral
reports, some encounters with teachers, training courses
(especially in the former I.P.N. and the present reformed
U«NeR.), English clubs nnd-ﬂiécussion groups . These occasions,
however, involve a great degree of formality, which does not
take into considernticn all aspects of real-life language.
Besides, they do not present all the situations in which
the studcnts may happen to ke involved aftcr the university,
apart from teaching English, such as meeting native English
speakers coming to visit Rwanda or Bast African people who
happen to meet him.... In my opinicn, as well as in the opi-
nion of many others, oral productive skill must te focussed

on from the teginning of the language Rearning process.

3e3. RWAND,N TEACHEERS! .TTITUDES TOWORDS VARIOUS
IETHODS .

To arrive at Rwandnn teachers!'! attitudes
towards the kind of methods discussed in the first two
chapters, I made statements concerning various methods and
cach stntement was followel 1y these alternntives : "Strong-
ly Agree","Agree®, "Undecidcd", "Disaogree", "Strongly
Disagree®., The results arc included in the fellowing tolble.




= 108 =

;
Numler of teachers
Sta tCMﬁnts who
. SA A U D 8D

e e ETETE

N ]
The reading of 11tur"turc in anllsh; [
is a cardinal goal of the learning |
of English.* 2110} 1134} O

T N - -—
t

»
Translation is a good thln because i
it saves classroom time ﬁnﬂ makes
things more straishtforward. 1 2 31 5171 2

r— e ——— W T

r— f o -

A knowledge of the grammntical
patterns of a longuapge is o suffi-
cient basis for the lecrner to write
and speak the languocge with appropri-
ateness and accuracye. 3 4t 2151 3

- - B e

In the teaching of English,it is morg
important to develop the leﬂrners‘s
aural/oral skills tham his reading [
and writing skills. 2 E 9t 2141 O

S S -

-

. e s el

The constant repetltlon of correct r
forms by the learners is sufficient
to lead them to a competent basic

i
)
!
grasp of the language. 1 0 3% 3+61 5

Exercises must be closely controlled
to ensure that students make as ,
few errors as possible. |51 8,1}0 4 3

r Wp—

= SR

- A maa

authentic situations may brins about i

FRTiern proctice drills v Ton= ]
4
‘boredom. ‘

=~
(@]

~J
L]
b
L3

Freer student-student questioning cant E
loosen discipline in class. 1% 5.1

B

Substitution techniques are an ef=
ficient way of teaching a languare. 1§11 3 1 1

Considerable emphasis must be placed
on the learner'!s contribution

through independent learning, and |
this contribution is best done {
through Zroupwork. I5 1 71312 1 ©C

Groupwork produces greater motiva-
tion and more creative work. 5471341 4.1

- e

Role~plays ghould be encouraged f
because they give intensive oral ]
practice in a naturel way. 2 § 51001 O

During groupwork activities and
role-play, the teacher's
authority is threatened. ;4 01-248 ¢ 7

—— PRI




- 110 -

NB,* One informant foiled to answer.

SA : Stronzly agree

A ¢ Agree
U : Undecided
D : Disngree

SD : Strongly Disagree

The first three statements are closely rélated
to the objectives of "traditional" methods. /s most teachérs
were taught through these methods, it is interesting to
know what they think of them. The first statement reads :
"The readins; of literature in English is a cardinal goal
of the learning of English". Two of the informants strongly
agree with the statement ; ten agree ; one is undecided ;
three disagree ; ond ncne strongly disagrees. This, on the
whole, scems to reflect a favourable attitude towards an
accent on reading skillg,and remains consistent with the
methods through which they were taught. The previous chapter
has clearly discussed those methods and has found thot they
were based on literary extracts to be resd and understood
(sce chapter one). The same informants, nevertheless, do not
seem to support translation. The second statement rends
"Iranslation is a good thing, because it saves classroom time
and makes thinis more stroirhtforward". Indeed, the number
of those who either strongly agree or agree cannot compare
with that of these who arc either undecided, disapgree, or
strongly disapree. Two informants strongly agree th-t
transl-tion 1s a good thing, ~nd three agree with it, ‘

whereas in addition to the three who are undecided, scven
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disagree and two strongly disagree. These varied opinions
lead me to the conelusion that translation is on the whole
rejected as a method by Rwandan teachers, even though some

still support it.

The third statement, i.e., "A know-
ledge of the grammatical patterns of a lansuage is a suffi-
cient basis for the learner to write and speak the lansuage
with appropriateness and accuracy", has some advocates among
the informants, but still their number. is inferior to that
of those who have a negative attitude towards it. Three
informants strongly agree with the statement and four agree.
On the other hand, five disagree and three strongly disagree,
while two remain undecided. Compared to the statement about
translation, 5n emphasis on teaching grammar still finds
a good number of advocates. This may be considered on the
one hand in reclation to the grammar-based syllabuses often
found in Rwandan secondary schools and, on the other, to the
fact that most Rwandan teachers find it better to deal with
grammar than any other field of language because it is less

demanding.

The next question was meant to find
out whether my informants placed more emphasis on spoken or
written skills. The statement rends : "In the teaching of
English, it is more importmont to develop the learner!s
aurcl/oral skills than his reading and writing skills". The
results are as follows : two informants strongly favour the

emphasis on aural/oral skills j; nine favour it ; another two
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feel undecided ; four disagree with the statement ond finol-
1y no informant strongly disagrees with it. A close examina-
tion of the numbers shows that Rwandan tenchers differ in

the emphasis they place on the reloative importance of skills
that ought to be acquired by the learnmers. This does not
sugpest, of coursec,that some teachers teach only this or that
skill notwithstanding the importance of other skills, insofar
as all the skills cannot be unconnected. The main iden

brought about by these findings is thnt there is no general-

ly orthodox approach to the question.

The following three statcments are
relevont to some of the bhasic principles of the nudio=lingual
approach. I asked the informants to give theilr opinions
about each to know to what extent they favour the approach.
The first stotement reads : "The constant repetition of
correct forms by the learners is sufficient to lead them to
a competent hasic grasp of the language". None of the infor-
mants strongly agrees ; threc agree ; another three are un-
decided ; six disagree and five strongly disopgree. On the
whole, most Rwandon teachers do not support this principle.
They possibly feel, as I do, unenthusiastic as far as con-
stant repetion of correct forms as a teaching techniquc is
concerned, because, corrcct forms, taken as an end in them-
selves, do not offer potential for futurc use by the learners
since they are normally remote from any meanimgful contexts
of use. I am alsc convinced thot correct forms presented
in a context which is familior to students do net need in-

tensive mechonical repetition to te efficiently learned and




- 913

understood. Considering the informants' opinions, we find

thnt only thre have n favourable opinion on the statement.

The informants do, however, display
more enthusiasm in respect of the degree of control of the
exercises. Indeed, with the statcment that "exerciscs must
te closely controlled to ensurc that students maoke as few
errors as possible", five informants strongly agree; eight
agree 3 one is undecided ; none disagrees and three strongly
disagree. These results lenve no doubt thot mest Rwandan
tenchers are still strongly concerned with student errors
and the constant correcting of them. The closc control most
Rwandsn teachers advocate, moreover, makes me feel that this
characteristic of the audio-lingual method is still largely

reflectdd in some teachers! practice.

The same informants! attitudes
towards the statement that "Pottern-practice drills in non-
authentic situntions may bring about borcdom" confirms the
overlapping of methods menticned above. The results of
the inguiry show that five informants strongly apgree with
the statement ; scven agree with it ; four disagree and
none strongly disagrees, while only one is undecided.

The fnct that twelve informonts out of seventeen feel that
pattern-practice drills in non-authentic situ~tions arc
boring does not necessarily mean that they never use them.
Referrins further to the table on frequency of usc of
methods, we find that the method that reads "Other con=

trolled work invelving sentence pntterns" is used "very often"
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by five informants, "often" by eight informonts ond "some-
temes" by four informonts. The fact of being boring does

not imply that they could not be useful for teaching a pattern
which the students find difficult. I sometimes used them to
make the students practice a structure which I found wrongly
used by mony of them in o composition for example. I dealt
mainly with adult students (sixth year of English). In order
to avoid boredom, however, this kind of drill must be kept
within reasonable limits and not have the whole lesson or

even half the lesson devoted to it.

As the investirnticn comes to Jdeal
with more communicative lanruage teaching techniques, the in-
formants ‘display more enthusiasm with some techniques. Freer
student-student questioning, for example, is viewed by the
informants as unlikely to loosen discipline in class. Not
surprisingly however, a few informonts find thot such a
technique will do so. Much, no doubt, depends on how the
teachers consider their role in class an? on their scelf-
assurance. Some indisciplined learners may taoke the activity
as an cpportunity to tease the teacher ~nd sce how he reacts,
The cxact numbers arc Aas followss one informant strongly
agrees nnd five agree with the stoatement that "Freer student-
student gquesticning con locsen discipline in class" : one
informant is undecided 3 seven disagrce and three strongly

disagrec.

A statement on sutstitution techniques
was included amone other statements in crder to sce to what

extent the teachers consilered it os ~n efficient woy of
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teachingz a lonpuage. It has no less supporters than other
techniques. The statement reads : "Substitution techniques
are nn efficient way of teaching a longunize". One informant
strongly agrees ; eleven informants agree ; three are undeci-
ded 3 one disanrees and another one strongly disagrees.

It is obvious th~t most informants still have o good opinion
of substituti-n techniques. These large numbers may imply‘
thot Rwondan teachers are still convinced that actunl langun-
ge skills could be automatically acquired by the learners

through mechanical drilling.

The fcour statements which fellow in
the questicnnaire clesely relate to the communicative approach.
Groupwork and independent learning, including sole-plays
for intcnsive oral practice in a naturzl way, are undoubted-
1y communicative techniques, for they provide the students
with opportunity for relatively authentic langunse use. These
techniques ~re hiphly recommended by the advocates of the
communicntive method, and I personnlly agrce with themn,
considering 21l the psychologicnl factors which interferc with
learning, especinlly with lanjusge learning. None can object
to the common belief that stulents may sometimes learn better
from one cnother than from the tencher's lectures. All of us
have at lenst once cxperienced that peers! explonations cf
a mathmatical formula they have understood are more straight-
forward and casier to retoin than the teacher's. From such
considerrtions stems the belief thot groupwork produces
greater motivation and more creative werk. This is confirmed

by the informants! opinions about the statemcnts rclating to
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groupwork and role-plays.

Tc the statement that "consideratle
emphasis must be placed on the lecarnert!s contribution through
independent learning, and this contribution is text done
through groupwork", five informants strongly agree, seven
agree, three arc undecided and only two cisagree while nonc
strongly discrrees. The nesotive attitude of two informants
is insignificant when one knows that twelve of the same
informants agree with the statement and this leads one to
conclude that, at present, the learncr's independent learning
throurh groupwork is emphasized. The statement that "groupwork
preduces greater motivation and more crentive work" is reject-
ed by only two tenchers out of the consulted seventecen. One
of the two disagrees with the statement and the other strong-
ly disapgrees. The remcining fifteen are distrituted in the
table as follows : five strongly agree ; seven agree and
three are undecided. The tnble yields quite similar results
in the first three cnategories concerning these two statements
about groupwork. It seems therefore, thot sroupwork is becom-
in; more and more nccepted by Rwandan teachers of English as
an efficicent way of arousing the students! motivati-n, thus

gearing them to more crentive work.

The statement that "role=-plays should
be encournged because they give intensive oral practice in
a2 natur~l woy" encounters nc single dissentient teacher

among the informants. All the seventcen informonts agree
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with the stotoment and, interestingly encugh, twelve strongly
anpree anl the remnining five ~frec. This clearly shows that
the conmunicative approach is tezinning to filter int the
Rwondon attituldes towards the teaching of English, even if
sone tenchers still favour the earlier methorls. One more
reason thot leads me to e sure of the new ~prrcach on the
nart of Rwandan tenchers is their ~nttitules towards the last
statement I made on proupwerk and role-ploys. I om not sur-
prised to find them consistent with the rrevious attitudes.
My informants, in fact, do not accept that "During sroup-
work activities an! role-plays, the teacher's authomity is
threatenedl, Two informonts, who however often use grouvp=
work anl role-play as teaching techniques, are unecided

while eight disniree and seven strongly disagree.

The above results hint at the approval of
the communicntive approach Ly Rwandan teachers of English,
if not in its entire principles, at least in some of the
techniques it recommends. To have a basic idea of how
Dwanden tenchers r~re chonging in their arproaches, a ques-
ticn on what methods they use to motivate their stulents was
include? an! some of the methods I gntherel from their
answers mny e really called communicative or moving
towards it, creating 2 context for netural lanuafde usee.
Here-are some of them ¢ visual ~ids and concrete referents j
stories crented jointly Ly tenchers and stulents j discussions
of subjects of interest j; role-plays from rehearsed dinlogues;

and creative writing by the stulents alone.
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All these teaching ‘evices are interest-
ing, though they o not inclu'e pames, puzzles and 1rotlem-
snlving which compel the learnmers to activate their Train
to puzzle out the sclutimms. Much activity occurs in the
learning process when the learners are eager to compete in
sames and problem-solving activities, and if the teacher 1is
supportive enough to gjive the wenk stulents more confidence

anl keep them motivated to porticipate in the acgtivities.

Rwandan teachers' attitules towards
various methols' not teins sufficient to imply the use of
these methods in the teachinr procéss, I devised a set of
cuestions investigating how often the teachers of English
use some of the methods, in order to arrive at o convincing
conclusion on the present use of the 'communicative?®
approach by Rwanden teachers of 1L“ﬁr‘"lish. The results of the

inquiry are gathered in a talle which follows the healing

of the forthcommin; section.

3.4, FREQUENCY OF USE OF MNETHODS TMVOLVING ..LL
FOUR L.NGU.GE SKILLS.

The results of the research are sum-
marized in this table which represents the methods onl the
nunber of tecchers who use each method either "very often',

foften", Ysometimes", Y"rarely', or "never".
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Ca s a  e—
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i (excludlnr dictation) '
E with one corrcct E , l
! answer.® 0 18 , D 1 & i
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r _ or frece writ+ : i f
' ing assipnments with ¢ f E '
E sonie initiative for { | :
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#* One informant failed to answer.
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According to the takle, all the
methods are used to some extent by all the informants, with
one exception for each of the following methods : " oroupwork
activities including pairwork" ; "Role-play from rehearsed
dialogues" : "Role-play involving spontaneocus conversation" ;
mClass discussion on subjects of intercst" , "Dictation"
and ; "Totally puided writing assignments (excluding dicta-
tion) with one correct answer", The differences are found
in the frequency rate of use and thc number of teachers
under cach label of frequency. A detailed description of

the table comes out with these features :

Systematic pronunciation practice is very often
used by two out of the scventeen informants, often by ten
informants and sometiimes by five informants. Worth pointing
out is the fact thot the informants who use this methed,
either very often or eften, are mostly thosc concerned with
Leginners. Tha intermediate level tenchers usc them someti-
mes., This appears to bhe fair enough, because English, as
a foreipn langurge in Rwonda, may suffer from the students!
Kinyarwandn or French background if its sound system is not
closely controlled nnd systematically practised to moke the
students ccquire a rclatively good cccent in English. In-
deed, as the learning of English begins later than the
learning of French, it requires such a method, ond for this
reason, none of the informonts uses it rarely and none
never.

Listening comprehension involves morc teachers
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who very often use it than systematic pronunciation practice.
Indeed, in the question on listening comprehension, we find
four teachers out of seventeen who use it very often, eleven
who often use it and cnly two who sometimes do. Along with
pronunciation, thc aural comprehension skill of the students
must be developed right from the beginning of learning English
if the ultimnte goal is the acquisition of communicative
ability. It is indispensnble to develop the students' hearing
ability in order to enhance their comprehension skill. With
respect to the ability to handle spoken language, Widdowson
makes this stntement :

"With reference to lanpuage teaching, it will be
readily agreed that, where the aim of the lanpgua-
ge course is to develop on ability to handle
spoken langucse, what leoarners need ultimately
to acquire is cn awareness of how lnngunge being
le~rned is uscd for talkinge. It mny be, of
coursc, that in certnin circumstances it is ex-
pedient to spend time on the teaching of speak-
ing and he~ring first before moving on to the
hirher level communicative ability of t:;lking."3

Substitution drills nre used as well, but the
table shows that they arc less used than the preceding two
methods. According to the toble, ten tenchers out of seventeen
sometimes use substitution techniquéds, three teachers often
use them while only three very often use them and one rarcly.
This nmoy scem at first sight to contradict the teachers!
favourable ottitudes towards the early stabement on sub-
stitution techniquecs namely thot "Substitution techniques

arc an efficient way of teaching ~ lan;uasze", but possitly,
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teachers consider that the technique can be efficient for
the teaching of 2 specific kind of longuage item (such as
certain grommar points for example) which docs not often
occur in the laniuage learning process. Therefore, the rdéla-
tively low frequency of use of substitution drills may be
explained by the fact that the area of language they better
teach is not necessorily the most important to ke developed,

at lenst in the present theory of language teaching.

Other controlled work involving sentence pat-
terns, however, is more frgquently used ty more teachers
then substitution drills. It is very often used by five
tenchers, often Ly eight teachers and sometimes by four
teachers, These findings reflect Rwandon teachers! belief
(ns I kncew from personal experience) in the necessity of for-
mnl grommar lessons for older school lenrners. In Rwanda, the
students begnn to learn Enzlish ot the age of twelve or
thirteen before 1981, and since then they have tegun at the
age of fourteen. We con say that these students arc approache
inzg adulthood 2nd need !'some formal sroammar to feel thot
they are learning a new 1:‘.r15_:uage.'[‘L The table shows that
mere thon fifty percent of the informonts oftcen use this
method. .. question remnins, however, nas to whether the
teachers keep sentence potterns in their place cnd teach
learnnble rules.

As rensaords groupwork activities inecluding
pairwork, only one inform-nt very oftcn uscs them, eight
often use them, four sometimes use them, three rarcly and

one never does. Role-play from rchearsed dialopues have
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more tenchers who teach throuzgh it than groupwork activities
including pairwork (it seems thnt teachers do not regard
role-play as being an aspect of groupwork). Indeed, while

the latter arc very often used ty only one teacher, the
former is very often used by four tecchers ; while they are
often used by eight teachers, the former is often used by the
same number of tenchers. The same number of four teachers
sometimes use both. None of the teachers rarely uses role=
play from re¢hearsed lialogues while three rarely usce group=-
work. Both methods have one teacher (not the same teacher)
who never uses cither. Role-play involving spontancous
conversation is used as well, but the number of teachers is
less than for role-play from rchearsed dialogues. Three in-
formants very often usc it ; six often do ; five sometimes
doy two rarely do and one never Jdoes, This leads us to notice
that as we move closer to more freedom on the students! part,
the tenchers become more and more hesitant. That is to say ,
the same teo~chers are not yet entirely geared to communica-
tive lonpuage teaching principles. Class discussion on sub-
Jects of interest, nevertheless, is very often used by more
teachers than the other techniques considered in this para-
graphe I put these techniques together because they 21l take
account of the students! productive 2lility, thus bteing
likelier to develop their communicative competence than the
preceding methods. These methods render the class student-
centrcd and provide more speaking time for the students,

giving them intensive aral practice in a natural way.
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Rending the table of the results of the inves-
tigation, ocne may undoubtedly affirm that Rwandan tenchers
are trying to be morc and more cclectic in their teaching
methods. The exception of one teacher here and there who
never uses this or that method thought to be communicoative
is not discouraging, for it cannot compare with the majori-
ty who more or less frequently usc theme Besides, the com-
municative approach leaves more freedom to the teacher to
adapt whatever technique he wishes to his situaticn.

For these reasons, I moy state that on the whole Rwandan
teachers of English are geared to the teaching cof English

for communicative purposes.

As the communicative theory of lonrfunge
teaching takes cccount of all four longuage skills thot
must be acquired by lanpunpge leorners, the table includes
"Reading comprchension" among other methods and three other
meothods connected with writing skills. Reagfting comprchension
appears to be the most largely used method by almost all
the informants. The toble contains eight teachers out of
seventeen who very often use the methnd 3 seven who often
usc it ~n'! two who sometimes 2. Like the first method
~nd the second in the tatle, none of the informants rarely
uses it an none never uses it either.Referring back to
Rwandan teachers' attitudes towards their performances in
the four lonsun~ge skills, and seeing how prositively they
regard their reading skill, it is not surprising to see
the subsequent wish on the same teachers' part to lead

their students tc o relotively similar performance.
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In respect?%riting skills, threce methods are to
be found in the tatle. These are : "Dictation" ; "Totally
puided writing assignments (excluding dictation) with one
correct answer "and; "Partially guided . - cr free writ-
ing assignments with some initiative for stulents". Five
teachers out of seventeen very often use dictation ; six
often use it ; three sometimes do ; two remely use it and;
one never uses ite. This teacher who never uses dictation,
uses the two other methods related to writing either very
often or often. Totally guided writins assisgnments with one
correct amgwer are often use’l by eight infirmants, sometimes
by five of the rest, rorely by one of the rest ~nd never
by the remaining two. The exception of twé teachers out of
seventeen (with the one who failed to answer) makes no reanl
difference if the rest teach writing skills trhough these
methodss They do net, however, reach the some frequency rate
as dictotion and the last metho!l since no teacher very fre-
quently uses them. Partially guided or free writing
is very often used by four teachers, but the five others
who often use it cannot match the eight who often use total-
ly puided writine nssirmments with one correct answer. Nonc
of the informants never uses it though four use it only

sometimes and four unfortunately rarely.

Sp far, we may deducc from the talble
that nowadays, the English teaching process in Rwanda places
more cmphasis on the students! productive atility thaon waos

the case in the past. Indeed, the oral productive nbility

o < ~
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secms to te more stressed thon the writing productive abili-
ty. This foreshadows the levelopment of Rwandan ﬁnglish
learners! oral skills. Indced, up to the present state of
English learninz in Rwanla, the stulents!' proficiency in
spoken English had suffered from a sct hack, since all the
methods, as scen earlier, tended to develop writing skills

rather thaon speakin: skills.

To conclude this section, the
aryument that Rwandan teachers of English are lLecoming
more and more geared to communicotive lanpunre teaching at
rrescnt finls cevidence in the results of this investigation
as they are presented in o somewhat detniledd way in thesc
pazes. However, my personnl interviews with o number of
tenchers resulter in a number of reasons which militate
against the use of the new metheds, especially with regard
to their principle of improving the Enzlish spoken mode in
such a way that students can be prepared to internct with
other speakers of English. All the intcrviewees assert an
interest in the use of the communicative approach and say
it would be possille to use it, rut they declare that the
system of evaluoticn of toth teacher (by school inspectors)
an! student impedes the applicability of such a method.
As I said earlier, stulent evaluation remains almost total=-
ly based on the written mode an! teacher evaluation often
reflects an atomistic arprooch. The imspectors sent by the
English Section of the BJ.P.E.S. require 2 written lesson

plan from the teacher, in which grammotical structures nnd
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vocatulary items to be learned Ly the students in a set

of lessons are presented. The so-called official exams
always each fn1ll into four parts : reanding ccmprchension of
a literary text, vocabulary, grammor 2nd phonology. Nothing

has cver appeared on cammunicative skills.,

Moreover, texttooks have nover been
common at all secondary schools. Individual schools , if not
individunl teachers have to find their own textbooks for
themselves, apart from the two sent by the B.P.E.S. for the
first and sccond years of English, and, the availalble materials
arc inappropricte to the type of material required by com-
municative lanruage teaching. The shortage of commuricative
materials which include sugrestions for the teacher and take
into cénsiderﬁtion‘tho learners' motivation and interest in

)

their content (see enl of chapter II), and the auro-oral
method recommencded by the English Section in the BJ.P.E.S.,
constute a great henlicap to 2 hr-oad use of the communica-
tlva approach. The teachers, however, knowing a great deal
of the fashionalble eclecticism of morlern tenching techniques,
enleavour to focus the students' attentiin on the communica-
tive aspect of the lonsuare, and are happy to sec the time
devoted to English teaching increased hy the ongoing school
reformn.

Notes ¢

1. This quotati n is token from an article headed ®Evaluation",
whose author is unknown.

2, Ibid,

3s Opecit.,pp.60-61.

%4+ See notes on Chaypter 2, note 39,
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CHAPTER FOUR

CONCLUSION : FUTURH.FOSSIBILITIES.

Barugahare'!s research on "Resources for imp-
lementing English in Rwanda¥1demonstrated the inco-
ntestable motivation of Rwandan English learners. In
fact, Rwandan English learners have a keen interest
in learning English and would like to see the time
allotted to English teaching increased. This interest
in learning English is felt not only by secondary schaol
hool learners, but also by the people living in Rwa-
ndan cities, such as Kigali and Butare. In Kigali, for
example, people regularly attend the evening classes
in the American Cultural Center and pay for their

classes themselves. The importance of English in Rwan-
da can be said to be felt by almost all educated
Rwandans, since the number of centers which sponsor evening
classes of English is increasing side by side with the number of
evening students in Kigali, Butare and recently in
Ruhengeri at the campus of Nyakinama. In the American
Cultural Center,for example, the number of people
who wish tgﬁgaistrips the number of available places.

The legggpyg'motivation iq;%% the factors
which can affect second (or foreign) language learning.

The same factor must be included among other facts which
forecast the possibility of improvement in Bnglish teaching

and learning in Swanda. The Rwandan teachers'awareness of

their students'motivation and, as the preceding results of
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my investigation show, of the ultimate goal of learning a
language, i.e, acquisition of communicative skills, allows

us to make hypotheses about the future of English in fwanda.

Teachers and learners, however, comprise only one

side of the problem and not all the solutions can be sought
there, even though their part is of very great importance.
“he administration's responsibility in preparing the bright
future intended for the English language in Rwanda deserves
more consideration. Indeed, 1anguage#p1anners are part of
the administration‘andbear the responsibility for any deci--
sion they make in the language: teaching and learning processs
As far as the government is concerned, some improvement in the
education system has been carried out by the-sngoing school
reform with regard to the teaching of languages,especially
English, to which the intemst of this work is difrected.

Owing to the stakus and role of English, as
seen in the initial section of this thesis, and to the general
interest manifested by informed Rwandan people in learning
English, the Rwandan government has found it necessary to give
English an important place in the young Rwandan's training
so that he may be integrated in either the national or the inter-

‘mational commnity at present and in the future. Thus, the
ongoing school reform has taken into consideration the need
for English in Bwanda and hasassigned it a relatively satisf-
actory teaching time. Also, specification of Ynglish in the
secondaryjschool orientation very much affects the students!
motivation in learning English, because they no longer feel

they are learning it as a subject set apart from the whole




- 130 =

context of their learning orientation, but as an integral

part of the content of their oriented learning processe

The secondary school students who are preparing
to become accountants, for example, are taught English related
to that domain, and they feel enthusiastic because they know
they will need it to interact with others in government
departments © _~ U dealing with economics and commerce,
for English is the main language of both economics and®
COMINErce ; .

They will have to handle correspondence in English;
and now they will not need to call on someone else for helpe
In the literary options, the students are motivated as well
because they aim at becoming multilingusl and being able to
get into easy contact with the foreign culture conveyed by
English, French and Swahilie« In this respect, the learners
regard English as involved in their future career and display

more enthusiasm in the learning process .

The school reform has improved not only motiva-
tion and teaching time but also,though implicitly,

methodologye This quotation from Mesures générales d'Applica-

tion de la Réforme de 1'Enseignement implies more than mere

specialisation :
"L!'enseignement secondaire doit préparer a l'enseignement
supérieur, mais aussi surtcut former au moindre codt
des cadres sutalternes et moyens. Pour cela, il devient
nécessaire de professionnaliser les établissements
secondaires, c'est-a-dire de créer en leur sein une

ou plusieurs filiéres professionnelles. Elles devront

permettre aux éleves gquel gue soit le piveau ol ils.
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. _:ﬁigsggiggggggg,d'Occuperimmédiatementllempmoihsan$nxb#
Hlsuivre de-fdrmagion co_rﬂ;ﬂlémentaire.“2

(underlined in the text)
In order to attain the objectives stated by this quotaticn,
the program makers of different instructional disciplines have
noved the focus from the disciplines as such on to the student
himself, taking into account the skills he must have acqgudired
at the end of his schooling.Therefore, the specialised secondary
school options were conceived on a rejection of the former
educational system which provided the learner with general
knowledge leading to no efficiency in any particular
profession.The former educational system, as we saw earlier,
is one of the causes of the low proficiency in English of
the early Rwandan school-leaverss Now, with the focus on the
learner, one may expect good results in the future because
it implies the i.provement of methodclogy in order to
maximize the learner'!s rate of relevant acquisitions Thus,
the Rwandan government expects graduates from oriented sections,
for example, to have a sufficient command of French, Epglish
and Swahili to efficiently carry out different administrative
taskse

As this thesis concerns itself with English, let us
consider, in the light of the quotation abovejhow‘the ongoing
school reform tends to improve ﬂnglish learners'proficiencye.
In respect of the reforued educational system, the English
section of the B.P.E.S. has been assigned the task of defining
the elements of language usage to be acgquired by the learners
and the degree of language hehaviour trey must have reached

at each level of the learning process. They call these general
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objectives, "Savoir et Savoir-faire" which mean, in

Widdowson's terminology, "Usage and use" (see chapter Two).

They have labelled the sum of these objectives the "curriculum".,
The final step in this task is the devising of materials which
follow the curriculum and break it into practical units in zlass.
In the same way, the English Section has defined the functions
and profiles as well as the general frameworks of the sections
where English is taughte. It has also sent the curricula of the

first two years of English into all the secondary schools.

As far as the teaching materials of the B.P.E.S. are
concerned, the first year of English is catered for. One sanpide
of these materials has been evaluated in the section on the

historical survey of methods applied to English teaching in
Rwanda. The evaluation has shown that the material still
emphasizes usage rather than use. Fortunately, the staff of the
English Section views the teacher's role as involving the
adaptation of this or that method, as he Jjudges appropriate
to his class situation :
"Mais rien n'emp2che que le réle du professeur reste
prépondérant dans l'adaptation de telle ou telle
méthode qu'il juge appropriée pour sa classe“3
This freedom azllowed to the teacher might lead the inspectors
to evaluate him not only on the bases of the number of items
of usage he has presented to his class, but also on the number
of items of usage he has presented to his class, but also on
the ‘basis of how comwunicatively these items have been taught
and learned by the students and on how far the teacher achieves

the maximization of the learning proeess. by his choice of
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appropriate methods likely to satisfy his learners! needs.

On the learner's part, the former type of evaluation should
be revised sO as (to use the school reform authors' termino=-
logy) to test learners! "Savoir-faire'". That is, to test the
learners’ communicative competence rather than the degree of

mastery of a particular number of usage items.

The school reform foreshadows the impro-=
vement of teacher training as wells Now English 1is a compulso-
ry course in many sections of secondary school and has even
been reintroduced in the sections where it had been suppress-=
ed at the beginning of the school reform. & It thercfore
devolves upon the concerned Rwandan ~uthority to work out
an appropriate policy that should provide ngood" teacherse.
Like the implementors of any language policy, teachers must
be competent in both practical language skills and teaching
methods if they are to be successful. So far, the English
Section, financinlly supported by the ‘merican Embassy, has
regularly orgnized workshops meant to familiorize English
tcachers with English teaching methods and inform them of
new theorics of language teaching. To some extent Rwandan
English teachers do not starve for teaching methods, for
they arc taught a great deal of them during their tertiary
level studies, wherec, as said before, the real training
takes plnce. It is this trnining thot must be improved
nainly in the skills component, and especilally as regards

the command of English, and selection.

The latter, as pointed out by 8trevens,

should occur beforc and ~fter troining in order to recruit
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tenchers who really like the teaching career and wish to

remnin in the teaching profession ; and, most important of
all, who display the qualities required of 2 good teacher.
This, however, is an ideal that can be scarcely attained
becruse of finoncial problems on one hand,and on the other,
the shortage of qualified teachers and the large number of
secondary schools all over the country. Nevertheless an
effort in this direction is still possible and would be
welcomed by ony Rwandan who knows a little about the sub-
sequent frustration the lack of selection creates in Rwandan-
trained teacherse. This does nct call for further comments
since it has been discussed in the second chapter.

The first point mentioned above, that is
a good command of English, is the skill most needed on the
Rwandan teachers!'! part. Thepe is nobody who does not know
that it is advantngeous for a langunge learner to practice
spenking in the native langunge cnvironment. In fact, informal
daily contncts enhance the understanding of all the problems
of communication, for they establish a link between formal
learning and everyday life, and thus favour the acquisition
of the ability to use nppropriate langunge for different
circumstances. Rwandan-trained teachers have been exposed
to formnl learning during which apportunities for prnctice
are never found outside language classce. For this reason,

snd to nid the learners! acquisition of communicntive ability,
the Rwandan government would do batter to increase the
Rwandan-trained teachers! "beurses de stnge" in English-
spenking countries to improve their communicative competence
in Enpglish. The ease of cxpression and self-confidence of
those rare tenchers who got the opportunity to study in an
English-speaking country is unquestionable. Fluency in a
longuage is vital for the language teacher to impress his
students ond arousce their eagerness to become as fluent as

he is.
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In addition, to the increasing of
scholarships té be nllocated for NRwandan English teachers
to go to improve their English in English-spenking countries,
the Rwandon poverrment should encourase the same tenchers
to undertoke journeys to these countries to keep thelr
languoge skills up to the mark., We connot regard Rwandan
graduates in English from the university as good tenchers,
but as potentinlly good teachers, if a1l the considerations
ntove arc taken into account. However, as the Rwandan autho-
rities and especinlly language planners insist on careful
plannin;: of English tenching and on an efficient teacher
training as well, we mny unmistakably forecast a bright

future for English in Rwanda.

The brisht future has already been
foreshadowe! ty solutions to some prolblems encountered in
En;lish teaching and learning in Rwanda. The protlem of
motivation, for example, no longer constitutes o great
henicap to the teachin; of English in Rwanda, hecause
Enrlish is kept in the limits of the student's specifie
option and related to the zeneral content of his learning
process. fmglish is therefore no longer considered hy the
students es a makeweisht subject but as a necessary tool in
their orientation. Moreover, the protlem of time no lenger
arcuses complaints since the ongoing school reform has rela=-

> and the teachers

tively increased the English teaching time
I happened to talk with weleomed the innovaticn. For cxample,
Miss Moira Lewis, teacher of English at the Junicr Seminary

of Nyundo, told me that within the actual five hours per
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week devoted to English teaching, she can allow her studentes
more speaking time and that her students enjoy having time
to practice English, cven though it is only during class

time.

These solutions, along with the
Rwandan tcachers! use of teaching techniques likely to im=-
prove the students' communicative skills, indicate that the
future of English in Rwanda gives cause for optimism. It is
truc that teachers still face such problems as earning good
wagzes andjust not minimum warges ; low social prestige and
socinl status, and lost but not least, lodgings sufficient-
1y cquipped to better the teachers! conditions cof work.
Here ngnin, there is no renson to be pessimistic since the
Rwandan authoritices are aware of all these problems and
have set specinlised commissions to work in order to try
to give the teachers satisfaction. We cannot, however, ex-=
pect 2ll the problems to be solved, especiaikly when we re-
cognize how deficient our country's economy is ;3 but still,
the Rwandan government is endeavouring, within the limits
of its means, to satisfy the most urgent necds, particularly

as regards the educational system.

From the facts established above and
the findings of this investigaticn, we may draw the conclu-
sion th~t the situation of English teoaching in Rwanda will
be improved., I am particularly interested in the potential
for English proficiency in Rwanda,bearing in mind the

extent to which methodology is improving with respect to
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the student's acquisition of communicative competence.

Notes

1+ Barugahare, op.cite.,p.95

2. The quotation is token from the text of the Ileme
Plon Quinguenal de Développement Eccnomique, Socinl
et Culturcl 1977-1981, quoted in Mesurcs Générnles
d'Application de la Réforme de 1l'Enseignement,

République Rwandaise, Ministére de 1'Education Nationale
(now Ministeérc de 1l'Enseignement Primaire et Secondaire),
D2,
3. Information obtained from the B.P.E.S., English Section.
4, The school rcform began in September 1981, in secondary
schools.
5. The time-table of May 1981 and thot of JAugust 1983
will appear in the appendix.
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APPENDIX I

Questionnaire investigating English methodologsy at

Secondary School.

"
F&S

Instructions : - Put a tick (v) after the answer of your
choice.
- Give as precise n detniled response
as possible, where neccessary.

1+ Where did you receive your secondary school education ?
From 19.e4e t0 194440

—

2. Were any of wour teachers native speakers ?
- Yes - No
a. If yes, approximately what proportion ?
be If not, dicd they on the whole have nn adequate
commond of English ?

-Yes ....'...’OQB—IJO @ 8 0 8 & ¢ ® & 0 0 8 8 00 080

3« Would you please indicate the number of hours per week
that you received in each year 7

15%year of English s . ____ hrs/weck

Z o m " E hrs /week

zrd *oov " g hrs /week
L n i .

M : _hrs/week

5t n = g L hrs /weck

6t w n " : hrs /week

4. Was English, in your opinion, treated as o subject of
primary importonce ?

3 i —aem e meia
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5., Were you encouraged to speak English in olass ?
- Yes -No
6. Do you feel you were able to express yourself with
reclative ease in English ot the end of your Schooling ?
- Yes -lNo
7. How do you regard your performances in the following
skills
Reading. I read Englishe... | Writing T write Englishesss
Very well] Well{Fairly| With ‘Verﬂ Well | Fairdy| With diffi-
¥
r well | diffi+4 well iowell cutly
' ! culty '
. “ : i
Aural

Specking. I speak Englisheee

comprehen-

I understand

csion spoken English
' Very wollf Weli?%airlyEWith [ Very} Well] Fairly |With diffi-
f well b'diffi{welh well ; culty
; ; tculty | E i
mwm___.t - PR B i TE
T | T
. S i I S

8. What motivated you (if you had a choice) to study English

at tertiary level 7

PP ——

9. What tertiary institution did you attend ?

10. What qualifications did you

gattain ?

e SR

I.P.NQ
Ui
« Baccalourent

Licence
Neither
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11. What were your career plans at the time ? - a teaching
carcer

- another
career

If amother career plense:r specify

very reward=
ing

12. How do you find the teaching profession ?

- rewarding

- fairly
rewarding

- tedious

13+. How long have you been teaching English ?

14, What methods do you use to motivate your students ?

s

e e e B

Instruction for 15-18 : Give your opinion concerning each
of the following statements by putting a tick (V)
after one of the five elternatives :

154 a) The reading of literature in English is a cardinal
goal of the learning of English.
Si4 (Strongly Agree) D (Disagree)

)

U (Undecided)

A (Agree) SD (Strongly Disagree)

b) Trenslation is a good thing, because it saves classroom

time and makes things more straishtforward.
SA A U D SD

c¢) A knowledge of the grammatical patterns of a language
is n sufficient basis for the learner to write and
speak the lonpuare with arpropriatenese ond accuracye.
SA A U D 8D




16.

17

18.
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1) In the teaching of English, it is more important to
develoy the learmer®s aural/oral skills than his
reading and writing skills.

S A U D SD

a) The constant repetition of correct forms by learners
is sufficient to lead them to a competent basic grasy
of the leonruage.

B4 A U D 8D

b) Exercises must be closely controlled to cnsure
thot students make as few errors as possible.

SA A U D SD
¢c) Pattern practice Arills in non-outhentic situntions

may bring abcout borcdom,
S iﬂl .L"‘x U D S D

a) Freer student-student questioning can loosen dis-

cipline in class.
SA A U D SD

b) Substitution techniques are an efficient way of
teaching a language.
SA A U D SD

a) Considerable emphasis must be placed on the lenrner's
contribution through independent learning, and
this contribution is best done through groupwork.
SA A u D SD

b) Groupwork produces greater motivation and more
creative work.
B A U D SD

¢) Role-plays should te encournged hbecause they give
intensive ornl practice in a natural way.
Si\ A U D SD
d) During groupwork activities and role-play, the teacher's
authority is threatcned.
SHY Fiy U D SD
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Instructions : Show how often you use e¢~ch of the following
(20) methods by putting a tick (v) ofter one
of the five alternatives @

(19) To which year (s) <o you teach Enrlish ? Please indicate
the size of the class in each case.

1st

and

Brd year of English

Eth

5th year of Enpglish

year of English
year of English

year of English

20, a) Systematic pronunciation practice.
. Very often . Sometimes
. Often » Rarely
«» Never

Lh)Ligtening comprehension. o Very often . Sometimes

« Often . Rarely
« Never
d) Subtstitution drills . . Very often . Scmetimes
« Often « Rarely
+ Never

d) Other controlled work involving sentence patterns.
« Very often . Sometimes
« Often . Rarely
« Never

e) Groupwork activities including pairwork.
« Very often . Sometimes
. Often « Rarely
« Never

f) Role-play from rchearsed dizlogues.
. Very often . Sometimes
o Often « Rarely
« Never




h)

1)

3)

k)

k3
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Role-plny involving spontaneous conversation.

Very often
Often

« Sometimes

. Rarcly
. Never

Class discussion on Subjects of intercst.

Reading comprehension..

Dictation. .

Very often
Often
Sometimes

Very often
Often

Sometimes

Very often
Often
Sometimes

Totrlly ruided writing assigrments

dictation), with one correct onswer.

Portially guided or free writing assipgmments , with

Very often
Often
Sometimes

some initiative for students.

-

Very often
Often

« Sometimes

« Rarely
« Never

. Rarely
. Never

. Rarely
» Never

(excluding

« Rarely
. Never

» Rarely
« Never
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APPENDIX

I

L'ANGLAIS AU SECONDAIRE APRES L4 REFORME (MAT 1981)

1ére

|

2@

3e

£

(014

58 68

TOT..L

Fnseignement
VETERINAIRE

AGRICOLE et

.
‘
!
'
N

0z2.

ENSEIGNEMENT
02.1 Section
Primaire
02.2 Section
Technique

NORMAL
Normale

Normale

A Sy R N Ry

03.

ENSEIGNEMENT
03.1.Section

des SCIENCES
Math-Physi~

que
03.1.1.0ption statistique
0%3.,2. Section Biologi-

Chimie

03%3.3.5ection Latin-scien-

ces

DWW

[AS TR AC RN A \V)

o N N

[N T AC T A \V

04,

ENSEIGNEMENT
0401 Section
04,2 .Section
04,2 ,.Section

Langues

DES LETTRES
Littéraire
Secrétariat
Latin-
modernes

~~3

O

g1\

=&

=&

05.

ENSEIGNEMENT

SOCIAL

0B,.1.,Sect. Action

sociale

05.2.Sect. Scilences
du travail

05.3.Sect. Communica=-
tion sociale

[R—

06.

ENSEIGNEMENT
ET COMMERCE

D'ECONOMIE

06.1,5ect, Economigue
06.2.Sect. Commerce et
Comptabilité (5ans)

oL
19

07 ,ENSEIGNENENT DE DROIT
ET ADMINISTR..TION (5ans)

10

08, IENSEIGNEMENT DES SCIENCES

DE L\ S/ANTE

08,1, Sect. des ./issistants

médicaux

08,2, Sect. des Lahoran-
tins A2

410
10
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L'nNGlJIS WU SLCOND IRE . PRES L., REPORLE (MAI 1981)

b — - -

t1ére

b

/—l- BGt 66; TOTAL

09. ENSEGNEMENT DES SCIENCES |
INFIRMIERES
09.1. Infirmiers Jp
09.2, Infirmiers .3

- T

:
2

10, ENSEIGNEMENT TECHNIQUE
ET DIETETIQUE

- e i an

——————e——

-

19 ENSEIGNFMENT TECHNIOUE
11.10 Bect. Alectroni-
que Az

ENSEIGNEMENT D'ART

11 .11 .Sect. Peinture
A3 (4 ans)
1112.8ect. Sculpture

A% (4 ans) !

11.13.Sect. Arto Graphi-
ques A3(4 ans)

-

e e

N

e Ew——— T

-

}._-...._.LA e —

T
i

\S]
N
n
(&)

I
1
i
1

———— T ——

=

e e e e
-——

(R———

NB, Les geilles horaires de Mai 1981 ont été modifides
en Aot 1983. (Voir Handout on new schedule).
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L PPENDTIX IIIL.

L'ANGLAIS AU SECONDAIRE (Grilles=horaires Aolt 1983 9.
1ere 22 3¢ Mg 5@ beme Total . __.

01. Enseipgnement iAgricole
et Veterinaire

v U7 Enseignement Normal T

. 02.1. Enseignement Normal
Primaire.

02.2. Section Normale
Technique

03. EnsefEHEﬁé&ElﬂEfg€TEhce§
03%3.1. Section Mathématique
Physique
03.1.1. Option Statistique - -
03.2« Section Biologie-
Chimie
03 .4s Section Latin-Sciences

Oh = ¥rhscignomont des Lettres = s
O4.1. Secction Littéraire 4 23
O4.1.1. Option Secrétariat 4., 21
04.2. Section Latin et

Langues lodernes - 5 5 5 4 4 25

10
10

1
1

10
10

Wl Wl
W Wl
(AN \C I ARV
PN N

11
\n\un
U
=\
=

U5 Emscigneront Social

05.1. Action sociale
05.2.Sciences du Travail
05.3. Communication sociale

1

i
Ol N
NN
N R
(VEISE
WO

U6+ Enseipgncnent dfEcononie
et Commerce 5 5
06¢1. Section Ecomomnique 5 L 4 5 5 17
06.2. Comrierce et Comps - '

07 Enscignoment de Droit et - 35 2 2 2 2
& d!..dninistration

e - EETT———— S

08+ Enscipgneient des Sciences
s de 1lo Santé - 3 3 1 1 1 9
08.1 ° SCCtln des a.)SSiStf’.ntS

lMédicaux
08.,2. Secti-n de Loberantins

h2

09 Enscipnoment des Sciences

Infarniercs
09.1 ?cction des Infirmiérs = 3 3 1 1 1 9

L

3 2 2 11 9

i A e i T - = e ——

10. ENSEIGNEMENT DES NUTRI-
TION ET DE DIETETIQUE - - 35 2 2 2 9
11. ENSEIGNEMENT TECHNIQUE
ENSEIGNEMENT D'.RT
11 .10. Section Electro-
nique A2 = e D2 L

e e . PRS- = -

i e . = - -
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