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In Africa, identity struggles through the historical burden of colonization which
imposed Western school systems, languages, culture, and history as a means of
suppressing local institutions and consolidating colonial rule...
Mamadou Ndqye, 2003

Introduction
While it does not need underscoring that education systems analyses and
planning are important to educators and policy makers for provision of
quality education and efficient resource allocation, for a long time before
African countries became independent, it was not easy to get information
about language use and usage in the education systems of British African
colonies. This was particularly evident at the Makerere College
Commonwealth Conference on the Teaching of English as a second
language (1961) at which the problem of obtaining the information needed
to ensure that its members would be adequately informed about the uses
of English, about the place of English in the educational systems, and
about the experimental researches on all aspects of English as a second
language was marked. In most cases statistics about the use, as opposed
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to the teaching of English was not collected. Similarly, the representatives
from African countries at that meeting deplored the fact that, while not
enough was known about the conditions under which English was used
and taught, much less information was available about the social and
educational functions of the languages of Africa. Consequently, as the
Association for the Development of Education in Africa (ADEA,
2003:11) rightly points out, without statistics it was not easy to assess the
past, manage the present, and plan for the future; yet these processes are
critical to language of instruction
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Perspectives and Institutionalization of the English Language
In general right from the earliest years of British contact with its colonies,
education was solely in the hands of the missionaries. Each mission was
responsible for its own group of schools and teachers. At that time the
language policy was closely tied to one of the fundamental aims of either
the Catholic or Protestant Mission Education which basically was to establish
literacy in the language in which the Bible and prayer books were translated.
Hence the language of formal school education was the language of worship.
For example in Uganda, the early translations of the Bible were done in
Luganda which was used in Buganda and the Eastern Region; Lugbara,
Ateso, Luo, and Runyoro/Rutooro in the respective areas. It was the
preferred policy to use the local vernacular languages although in mixed
vernacular areas like Bukedi, the colonial masters preferred a dominating
language such as Luganda. It should be noted that in Uganda the colonial
government did not begin to take direct responsibility for education until
the mid-1920s by which time many mission schools were well established.
When the colonial governments did begin to concern themselves with
education, their functions were largely limited to providing financial assistance
or establishing a few schools and training
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British colonial policy regarding language was generally to provide primary
education in the local vernacular languages and post-primary education in
English; with English being taught as a subject in the primary schools. For
Zimbabwe it was the two national languages: Shona and Ndebele; and
Kenya: Swahili, Gikuyu, Kamba, Luo, Luyia. In the case of Uganda, in
1928, Governor Gowers while discussing the multilingual nature of the
country recommended the adoption of Swahili as the educational and
administrative language of the Uganda Protectorate instead of Luganda.
However, this decision received mixed reaction from a number of circles.
For instance the Joint Parliamentary Commission on closer union (1931)
recommended that it would be desirable to encourage a gradual change
from Swahili to English. This was after hearing from African witnesses
most of who were Luganda speakers and naturally - considering the
historical link Swahili had to slave trade as well as the fears Ugandans had
of the implementation of 'closer union' between Kenya and Uganda were unanimously in support of English rather than Swahili. It should be
recalled that the Phelps-Stokes Reports (1922-1924) which were the first
to make a survey of education in Kenya and Uganda mainly concerned
themselves with curriculum, urging greater emphasis on practical needs
of the country. Although the reports were not concerned with language
policies, shortly after their publication the British colonial governments
began to take a more active interest in education. Consequently, the existing
language situation was the subject of the 1927 Memorandum. Despite
the fact that the language policy during this period was ill defined, the
1927 Memorandum recommended very strongly that the local languages
should be the medium of instruction for primary schools with English
being taught as a subject after the third year, or more specifically after
children had attained a 'fair' degree of facility in reading and writing in
their own vernacular. In general this meant that the first three or four
years of primary school were conducted in the vernacular language with
no English taught at all during that time. This perspective was echoed in
the report of the Commission on Higher Education in East Africa (1937).
Later, the Makerere Language Conference (1944) considered which of
the many African languages could be used as languages of instruction in
school. The conference decided that Luganda, Acholi, Runyoro, Ateso,
and Lugbara should be used as languages of instruction and also accepted
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the view that English alone deserved recognition as the inevitable lingua
franca of the future. It further recommended the use of English as the
medium of instruction in the schools from the seventh year onwards with
its introduction as a subject in the third or fourth year of primary school.
Nevertheless, the committee was divided in its opinion as to when the
teaching of English should start because of the infrastructural inadequacies.
The position had not changed much when the Colonial Office
Memorandum (1947) on language in African school education published
the following recommendations regarding language teaching (i) that, since
for most children not more than four years schooling was available, there
was considerable doubt about the advisability of introducing English as a
subject below grade V; and (ii) that it was desirable to intensify the teaching
of English in the seventh year so as to make its use as an effective medium
of instruction possible from the end of that class onwards. Hence a trend
was beginning to develop for the earlier introduction of English and it was
noted in the 1948 Report that in private schools the teaching of English in
the lower classes was often the greatest attraction in these schools. This
position was given unprecedented articulation in the 1952 deBunsen Report:
There is a very widespread desire for English to be taught at an earlier
stage and for it to be used as a medium of instruction, even in the senior
classes of the primary schools. The main obstacles to progress on these
lines is the shortage of men and women who can teach English, but if
this could be overcome, it would seem that the policy of introducing
English as a school subject at an early age has much to recommend it.
The above policy position was upheld and by 1961 English was taught as
a subject and used as a medium of instruction. Therefore, in Kenya the
Special Centre had been set up in Nairobi in 1957 to prepare materials
and teachers for an experiment with the use of English as the medium of
instruction. This was followed by the building and opening of the first
primary school for all races at Entebbe in which children who were fluent
in English were admitted and English was the medium of instruction. At
the secondary school level English was studied as a foreign language but
taught in the same way it is to a native speaker (Ssekamwa, 1997). This is
attested to by the following findings from the survey on language in
Uganda (Prator, 1971).
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First, the teaching of a second language began with more or less protracted
listening and speaking (aural/oral activity) during which no reading or
writing was done. In a primary school course, reading and writing were
generally deferred up to a year. Second, the course was organised around
a sequence of structural patterns, logically arranged both on the basis of
contrastive analysis of the two languages and the difficulties within the
target language itself. The principal advantage of contrastive analysis was
to isolate the differences between the two languages in order to anticipate
the major areas of difficulty. Third, in the early stages care was taken to
ensure mastery of all the sounds of the new language, especially those
which were not present in the students' first language. Sounds were
presented in the context of structural material. Difficult sounds were
given special attention. Fourth, a carefully controlled vocabulary which
would be maximally useful in realistic linguistic situations was presented
in context. Fifth, emphases were placed on the kinds of activities which
required active participation on the part of the learner. Drills and visual
aids were devised with the whole class in mind. Sixth, a great variety of
drill material was given, mostly of the type which did not require students
to use the textbook; the aim was to have automatic use of the patterns
during the early stages of learning. Seventh, grammatical structures were
taught through use rather than by memorization of rules. In cases where
a formal rule did apply, it was presented in brief form and in nontechnical language after the students had become acquainted with the
structure through practice. Eighth, in teaching a foreign language, it was
important to present a proper model for the students to imitate. If the
teacher was not a native speaker of the language, the student would have
as many opportunities as possible to hear native speakers on records,
tapes, radio and visitors in class. Ninth, as much as possible drills were
based on real situations with which the students could identify. The use
of language which had no meaning to the students was avoided. Lastly,
the texts were correlated with aural/oral parts of the course. Here again,
the subject matter would be relevant to the students and would take into
account their maturity and experiences, as well as the purpose for teaching
the language. The content was to be related to the subjects the students
would ultimately be expected to deal with when the second language
became the medium of instruction.
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The important observation from the above findings is that the teaching
was not meant to be prescriptive, but rather to furnish a useful basis on
which to examine the practices in primary schools. In addition, the series
of books adopted for use in the primary schools were essentially the
core of the work covered by the teacher training colleges. Methods and
materials became, in effect, one and the same. The teachers who were
not graduates of training colleges, in-service work in English language
teaching was also geared to how to use the textbooks that were in use.
English language methods were in fact devoted almost exclusively to
training the students to use the series of textbooks for the primary schools.
It is in this perspective that Wingard (1962) notes in a special report that
almost all teacher training colleges based their English methods work
solely on the textbooks from which the teacher would teach. It was hoped
that the teachers who were trained by this method of teaching (teaching
by textbook) were likely to use the same method once they were in front
of their own classes. Thus, the textbook became a mandatory course
book that was to be followed to the letter. There was uncritical acceptance
of all the material. Hence the teaching at that time encouraged dependence
on a single type of material and made no allowance for the eventual (and
probable) change to another series of texts. This was unfortunately a
disadvantage because the total reliance on a single set of material, too
often regarded by the teachers as gospel, tended to produce sterile,
uncreative teaching and passive uncreative pupils.
Post-independence governments of Kenya, Uganda, and Zimbabwe
perpetuated the use of English in official and academic spheres. English
was adopted for a number of purposes: official usage, access to higher
learning, modern technology, and international communication. In these
countries English has continued to play significant roles not only in the
school curriculum as the medium of instruction and examination, but
also in almost all social and economic spheres. Not only is it the official
language of each of the three countries, but also the language being used
in commerce and parliament.
One explanation for the position of the English language as portrayed in
the above table is that the socio-cultural attributes of most indigenous
languages have been degraded in preference for the colonial language
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which is regarded as the language of power, economic well-being, and
to many people prestigious (Fabia, 1986; GoZ, 1987; Kembo, 2000;
Chimwone, et al, 1992).
Pedagogical Dimensions and Challenges
With regard to the pedagogic concerns one needs to appreciate two
scenarios: before and after independence. Before Uganda, Kenya, and
Zimbabwe became independent the schools that existed were fewer;
and being managed by expatriates the majority of whom were Britishthe native speakers of the English language. At that time the English
language and Literature in English were better taught than after
independence. This was because, apart from the better infrastructural
considerations, the native teachers were highly motivated and thorough,
fluent and confident; for they were teaching their mother tongue, and
had an English language background. After Independence the majority
of the teachers were no longer the native speakers, the resources decreased,
and emphasis on reading and reading materials nearly disappeared except
in those few schools which continued to be supported by expatriates.
In the three countries, the indigenous (African) teachers of the English
language and Literature in English faced unprecedented problems mainly
because none of the three countries had prepared itself for the departure
of the native teachers. In Uganda for instance, this still seems to be the
state of affairs, despite the recommendations of the Castle Report (1963)
that language is best taught through use as a medium, the teaching of
English in secondary schools has not been clearly defined by the Ministry
of Education- although in 1967 there was a publication whose main aim
was to, "....help schools achieve an effective and coherent course despite
the inevitable frequent changes of staff. It was expected that from this
publication, each school would develop its own syllabus and schemes of
work. However, much as the teaching syllabi vary from school to school,
the recommended texts and end of secondary school examinations are
the same because English was and still is a compulsory examinable subject.
Among the common methods that were first used was the Direct Method.
Using the Direct Method, the indigenous teachers believed with theorists
(see for example Titone, 1968) that since children learnt their mother
tongue by listening to it and speaking it then the same principle would be
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applied to teaching of a second language. This method involves using
only the target language for instruction and communication in the classroom
as well as using the text as a basis for language learning. It also involves
use of pictures and objects in language teaching to enable learners
conceptualize and concretise meaning so that learning becomes permanent.
The problem with this method, however, is that the principles and practices
used are not accepted in modern language classroom practice.

In trying to teach the way the native teachers did, the indigenous teachers
used the audio visual method. The teachers would start their lessons by
presenting a film strip accompanied by a tape with a dialogue. The
intention was that the visual image and the spoken utterance would
complement one another as the teacher explained meaning in sense groups.
The dialogue on tape was repeated several times, memorized, then the
film switched off, and the learners were asked to recall the commentary.
Grammatical and phonological features in the dialogue were practical
but linguistic explanations were not given. Once the learner had mastered
the structure then s/he was considered a competent user of the language.
Unfortunately, although this method is based on the belief that language
is learned through communication (see for example Gougenheim et al,
1964) it had a number of sho classroo numb283 Tc(( visuar language) Tj0 Tc(. ) T( no) Tj Tc( Go
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learners' ability to use such information to read Literature for oneself
and to learn how to make one's own understanding and perception of a
text. As a result students have come to rely on authorities like teachers,
tapes, books of criticism, and/or commentaries other than their own
ability.
It should be noted that such presentational methods (grammar translation,
direct method, audio-lingual, audiovisual) do not bear any systematic
relation to the development of language skills in students. Those who
have taught English and Literature in this way have probably refused to
accept the fact that Literature and language study could be successfully
integrated; after all, Literature develops knowledge, comprehension,
application, analysis, synthesis, and evaluation (cf. Bakahuna, 2000; Carter
and Long, 1972). It develops affective skills too, requiring the perception
and expression of emotions, cultivation of interest as well as empathy
and judgement of value. But these good contributions of Literature to
the study of English language have not been tapped fully in students. A
system and methods of teaching (as prevails in Kenya, Uganda, and
Zimbabwe) that do not go into deeper analysis of texts do students
injustice since they do not help learners enjoy what Literature offers. In
fact referring to these methods McGregor (2000) agreeing with Carter
and Long (ibid.) says the teacher-centred teaching method is not just a
waste of time. It is truly an intellectual and educational disaster because
these poor cheated pupils may go through the rest of their lives believing
that this is what "understanding" feels like. No wonder they give up.
The
an Lon
result is that learners do not enjoy their lessons, miss the benefit of
discovering what they know and can discover on their own. In the long
run pupils are left with no choice but to remain passive and leave everything
to do with Literature to their teachers; who in tm d the ipretanslation,
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teaching - they teach everything according to the set texts either word for
word or else through notes, often using published notes for the purpose.
These notes fail to take the students' level of understanding into account
and do not constitute any meaningful communication about the real
Literature themes. Students taught in this way study the subject just to
pass examinations. What is being emphasized here is that because teachers
are not innovative enough they continue to use the very methods by which
they were taught- a practice that encourages dependence on a single type
of material /text and makes no allowance for the eventual and probable
change to another series of texts; thereby leading to teachers' dependence
on notes which remain static year after year, and produce passive and
uncreative learners in a dynamic world.
To redress the above situation, a project funded by the United States
Agency for International Development (USAID) code-named Teachers
for East Africa (TEA) that provided teachers for secondary schools in
Kenya, Tanzania and Uganda from 1961-1964 was put in place. This was
followed later by another project called Teacher Education in East Africa
(TEEA) which apart from providing teachers also sent tutors to teachertraining colleges, institutes, and universities from 1964-1969. It was hoped
that the two projects would address the teacher-centredness which was
marked by teacher's dependence on notes; limited or no use of
supplementary readers; non use or limited use of audio-visual equipment;
use of unrealistic and often artificial material; heavy reliance on rote learning;
little opportunity for spontaneous speech; insufficient time to cover
material; too much emphasis on oral reading. Since then a number of
innovations have taken place in the way of teaching English.
Pedagogical Innovations
The primary focus has been on materials that cater for the interaction of
the teacher, the learner, and materials. The innovations are against the
backdrop of the role of English in the school curriculum in Uganda,
Kenya, and Zimbabwe: it is a medium of instruction both in primary
and secondary school, and a compulsory subject at that. In teaching,
methods that show concern for the learner's ability to use the English
language and Literature in English and learn to make their own
understanding and perceptions of the texts are preferred. This prevents
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reliance on authorities like teachers, tapes, and books of criticism and
encourages students to develop their own abilities.
In the three countries, an attempt has been made to replace the traditional
methods of teacher-centered learning with more learner-centered methods
whereby the teacher does not assume a dominating role in the class, but
acts as a facilitator and guide for student activities. Teachers are made
aware and encouraged to practice this role, with the awareness that learner
involvement is the key to meaningful learning. As Izizinga (ibid.) suggests,
students should be given a chance to dig up their own material and make
notes on their own. In this way, they develop better arguments and
perceptions. Considering the move towards a student-centered approach,
the teacher should guide students to discover their strengths and weaknesses
in order to lead them from being passive and teacher-dependent, to being
more self-aware, confident and independent. Bertoldi et al (1988) propose
a 3-step process to achieve this goal in the learner. It involves: the growth
of awareness in the learners so that they are sensitized to their own strengths
and weaknesses in the second language, as well as a range of resources
and learning techniques; establishing personal priorities for areas of
particular concentration, determined on the basis of individual strengths
and weaknesses, as well as individual needs in the target language; taking
action by selecting and using the most appropriate means to work on
their established priorities.
The above stages can be conducted through tutorials, with the teacher's
guidance and encouragement to the student through various stages of
learning the second language. The design of the tutorials should be aimed
at promoting student autonomy. At the beginning of this programme,
students can complete an individual needs analysis survey and take a series
of in-house diagnostic tests, to provide the students with an overview of
their linguistic strengths and weaknesses (comprehension, pronunciation,
grammar, impromptu speaking, ability to summarize, and both formal
and informal writing). The results of the survey then become the focus
of the tutorial discussions. After identifying the needs and becoming aware
of their linguistic strengths and weaknesses, students then work with their
teachers to establish an order of priority in both these areas, in order to
decide on the language skills that require most attention. In the tutorials,
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students and teachers can work on these areas simultaneously: (i) t h e y
draw up a language training plan which specifies linguistic priorities in
terms of objectives and activities; (ii)
at the same time, students under
the teacher's guidance, begin to prepare a learning project, which can be
presented both orally and in writing; then (iii) in on-going discussions in
tutorials students are encouraged to explore their learning styles. They can
incorporate new ideas, techniques and suggestions.
The students are then given lessons in which they are sensitized to language
and their own performance, using authentic spoken and written resources
like newspapers, radio, television, magazines, and books. Through
individual feedback sessions with the teacher, students are encouraged to
analyze samples of their own performance. If there are resources like
radio and television, they can be used for analysis. This student sensitization
can take place through classroom discussion or small-group work. The
teacher can give less direction as time goes on. Once the students have
identified strengths and weaknesses, they must select the areas they would
like to work on. They may choose to concentrate on their strengths, for
example, to expand already acquired vocabulary by increasing on the
range of colloquial language. Conversely, they may prefer to focus on
their weaknesses such as errors of faulty pronunciation that cause
communication problems. In either case, students need to decide on a
realistic, manageable number of items that can be dealt with in the time
available. Using individual feedback sessions as well as group discussion
and brainstorming, students are encouraged to establish new language
habits. The teacher should encourage students to do what works for
them, no matter how traditional it may be, in order that the students'
helplessness and frustration may be avoided.
The Student Resource Centre: The other innovation has been the student
resource centre which can be incorporated in the teaching-learning
programme. It has the advantage of ensuring free action with which
users learn to assess themselves and to select those features that best suit
their learning strategies. It should be organized to create an inviting
atmosphere (for example decoration with posters) and a small working
area for student-teacher activities. A teacher should be on hand to guide
students in the selection of material suited to their needs and learning
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styles. These materials could be in-house materials developed by the
teaching staff to fill the special needs that are not met by existing materials.
It is important to note that a student does not become an autonomous
learner overnight. The process therefore may take time. At first, the learners
may express confusion, resistance or even surprise. However, when they
get started, they develop original, innovative techniques to

Vol. 4 2003

Uganda Journal

of Education

157

education in the new, knowledge-centred global economy, efforts towards
providing basic education for all (Dakar, 2000; Jomtien, 1990) have more
than doubled over the last decade in order to meet the target year of
2015. As student numbers increase teachers face problems of reduced
individual contact with students, attracting their attention, insufficient
teaching-learning materials to go round, and assessment/evaluation
methods may be limited to short answer or recall questions for easy
marking. Students may not follow the lessons well and because of the
numbers, there may be no time to seek clarification. Consequently,
participation becomes limited as well. In such situation, learners need to
be highly motivated both to participate and maintain their interest in a
topic/lesson. Similarly, the adoption and practice of teaching methods
are severely limited by the non-availability of resources which includes
instructional materials, audio and visual aids. Let us then make some brief
comments on some commendable practices.
Expository methods like lecture may need to be used. This requires
resources like a public address system. Although the lecture method should
not be among the high-ranking methods for recommendation, under the
unusual circumstances of large classes it has its advantages. One of the
beauties of the lecture method is that a large number of students can be
conveniently handled so long as the teacher can be seen and heard. It is
evident also that they are more effective for delivering lower hierarchies
of learning objectives. In brief the commonly used strategies for
managing/teaching large classes include the control strategies in which
the teaching can be based on set texts of reference materials/use of
learning packages. Course outlines can be given to students, especially
those in higher classes to enable them study on their own. In case of large
numbers of S.I entrants, pretests can be used to assess students' level of
knowledge and to identify problem areas. The teacher then has a rough
idea of the capabilities of his/her class and so can prepare for them
accordingly. There are also independence strategies that involve peer
feedback and assessment; use of group work activities and learning teams;
use of student-led seminars and team/group assignments; use of problem
-solving approaches; as well as use of student self assessment. The third
category of alternate strategies includes remedial classes for weaker
students; developing independence among students fairly early; selective
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programming on the basis of students' abilities i.e. weak or strong; use
of stronger students to assist weaker ones; and use of resource-based
strategies.
In the last fifteen years or so, the generally accepted innovations in language
teaching have been the acceptance of communication in its manifold
aspects as the central function of language, and the development of
communicative competence and proficiency as the central aim of language
teaching. The teacher's role in a learning situation is that of a stage-setter,
facilitator, and guide as learners exploit language in totality. Teachers of
English language have been moving away from formal exercises and
drilling towards greater exposure to authentic materials i.e. magazines,
use of oral literature, newspapers, audiovisuals and using participation
activities such as debate, drama, group discussions, recitation of poems,
role-play, word-puzzle, and brain trusts that are geared towards learner
autonomy. In another dimension grammar has received renewed attention
as a means of articulating and organizing meaning; as one of the properties
of connecting discourse, especially conversational strategies (e.g. pair-work)
required for successful personal interaction. It is in that perspective that
the integrated approach has received the greatest attention in most teachertraining institutions.
Integrated Approach: This approach takes cognizance of the contributions
of Literature like developing knowledge, comprehension, application,
analysis, synthesis, evaluation, affective skills, perception, and judgment
among others to the enrichment of the study of language. In this
perspective it enables the student to be well rounded (Akabway et al,
1991; Carter et al, 1991; Wiley, 1986; Nsibambi, 1995). In Zimbabwe,
Uganda, and Kenya the background to the concept of integration lies in
the two major considerations that English as a subject has to conform to
the constraints of stringent time-tabling and give some room to a number
of new important subjects in the school curriculum. Secondly, it is essential
to devising means of counteracting deficiencies which have become so
apparent in the teaching of the subject. Hence the integration of teaching
English language and Literature at O-level was considered compatible. It
was argued that in order to give the language skills their most meaningful,
practical and relevant application, and at the same time give the learner
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the necessary tools for full exploitation and creation of Literature, both
aspects of English should be an integral part of a single subject (NCDC,
1983; Ondoro, 2002). Initially the integration was seen as a marriage
between language and literature. But later it was found important that the
concept should apply to a more fundamental level. Hence the adoption
of the concept of organic integration including the four basic skills
(listening, speaking, reading, writing) - all of which are considered essential
components of the overall package of the skills of communication. This
takes cognizance of the fact which many applied linguists have been aware
of for a long time that the best means of exposure is to let the skills
interact in the classroom, just as they interact in ordinary communication
and social, cultural, economic settings. As a result the forms of integration
follow a number of perspectives: integrating the learning of language
with Literature; integrating language across the curriculum; integrating the
four major language skills i.e. listening, speaking, reading, writing, and
their sub-skills such as skimming, summarizing, scanning in a teachinglearning situation; integrating the school and the community; and integrating
such teaching-learning approaches, methods, and techniques as
communicative, functional- notional, situational, structural, drama, role
play, group-and-pair work, recitation, debate, and use of pictures. Let us
briefly consider some of these possibilities beginning with the
communicative approach, noting the strengths and weaknesses.
Communicative Approach: The proponents of the communicative
approach contend that language should be studied for its meaning. Hence
the emphasis in this approach is on both forms and functions of language
so that the learners can be in position to use the language structures
appropriately and fluently. In terms of how learners learn a language the
approach tends more towards cognitivistic and humanistic psychology.
Thus the learner is seen as a thinking being with feelings, and is central in
the learning process. S/he plays an active role in the learning process.
Thus the needs of the learner in the target language are given due
consideration. In this perspective, the communicative approach lays much
emphasis on such critical aspects as communicative competence, functional
use of a piece of language, appropriacy, fluency, integration of the four
skills and their sub skills, error toleration, child-centeredness, use of authentic
materials, and purposeful activities.
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In practice, the approach aims at enabling the learner develop an intuitive
ability similar to that of the native speaker of any language who can use
the language correctly in all social contexts. Put differently, the target is to
help the learner acquire the competence of a native speaker which
automatically helps her observe the rules of use regarding when to speak,
what to talk about, where, and in what manner. To achieve this
competence, appropriacy, and functional use of language the teacher's
role is that of a stage-setter, facilitator, and organizer through such
techniques as group work, pair work, and role play. These techniques
promote not only a teaching-learning environment in which pupil-pupil
and teacher-pupil interactions are possible, but also meaningful and taskbased activities such as reading for pleasure and/or writing for a particular
purpose like an article for a newspaper or school magazine. However, it
has been noted that the main shortcomings of the communicative approach
lie in it's over toleration of errors. The position that errors are part and
parcel of the language learning process and therefore should be tolerated
could lead learners to become fossilized in error making and might never
become competent speakers and writers of language.
Functional/Notional Approach: Equally important is the Functional/
Notional Approach whose emphasis is on the duality of language: the
grammatical and functional aspects. With respect to the former a language
consists of words which have to be combined to form phrases, sentences
and/or discourse. These combinations (commonly referred to as forms
or structures) are based on the rules of the grammar of a particular
language. The latter aspect refers to the use to which the structures or
forms are put. As a way of description a function is a label attached to a
sentence pointing out what it does; while a notion denotes units/concepts
of content in a sentence.
Hence in the Notional/Functional Approach linguistic items are organized
in terms of content rather than form. Instead of asking how learners/
speakers of the language express themselves or when and where they use
language, we ask what it is that they communicate through language. We
are then able to organise language teaching/in terms of the content rather
than the form of language. In other words in a Functional/Notional
course, teaching items are arranged according to functions rather than
forms. For teaching purposes, functions are taught together with their
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appropriate structures and social settings. All functional/notional courses
have a strong situational element: in the garden, at the seaport, at a wedding
party, at school, a football match, a political rally, a hospital, a court scene,
a police station, at the airport, in a cinema hall. The strength of the
functional/notional approach lies in it's attempting to provide language
competence on the basis of what is relevant to learner needs. Unfortunately,
as we do not have a comprehensive list of functions/notions in the
literature to cover
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In addition strong students find themselves sharing their knowledge while
the shy ones grow bolder. The secret in drama techniques is that they can
directly engage the learner's feelings and make her aware that meaning is
not conveyed just through words alone.
Nevertheless, there are a number of shortcomings in the use of drama: it
is too expensive in terms of resources, time, costumes, props, and trained
personnel. Besides, drama is an aspect which is limited to students'
experience, expression, and exploration- the code being foreign, making
foreign learners articulate language like native speakers is both strenuous
and time consuming. As a consequence, roles can be badly acted out
because the code is foreign. For the same reason students may not be so
imaginative as to bring out the intended message. In real practice the
criticism by onlookers during rehearsals can make students withdraw
thereby rendering the whole exercise a disaster.
Role Play: Another useful classroom practice in these countries is role
play. The primary objectives of role play are developing and sharpening
insight and understanding. The learners are asked to identify closely with
a person or situation which may be outside their experience and to engage
their imagination by trying to feel what it is to be someone else. Situations
are chosen that are relevant to the every day need and experiences of the
learners such as the role of a policeman on duty with regard to keeping
law and order. Using role play in a classroom learning environment has a
number of advantages: by working through different situations such as
playing roles of a nurse/doctor, a policeperson, a teacher, a prosecutor,
housewife; and perhaps introducing elements of conflict and
unpredictability, the student is helped to extend her powers of
communication, negotiation, and presentation of self in an appropriate
way. Additionally, discussion and analysis help the learner to discover
what to say and how to say it most effectively; it enables the learner to get
the language right in terms of stress, intonation, register, and effective
communication in order to carry through the transactions successfully.
However, if the learners are coerced into playing roles, they can feel
unsafe and lack self-actualization.
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Poem Recitation: The other not-so-often used practice that can contribute
(within limits) to improving the teaching of English is recitation of poems.
It promotes learner's verbal fluency in the aspects of tone, intonation,
pronunciation, stress, and rhythm. The learners' facial expressions help to
bring out mood and meaning thereby helping the learners to conceptualise
and concretise the intended message of the poem in question. Reciting
of poems also develops spontaneity in reading; it introduces learners to
use of para language (gestures, facial expressions, and body movements).
Recitation of poems introduces learners to a totality of joy and beauty in
expressing and appreciating the gist embedded in the poem, coupled
with the musicality that accompanies it. Themes, ideas, characters, and
structures are clearly brought out. It makes it possible to integrate the
four major language skills (listening, speaking, reading, and writing), as
well as promote self-confidence. Nevertheless, continuous recitation of
poems can lead to parrot or rote learning since learners are made to
simply cram poems whose meanings they might not effectively understand.
The other disadvantages of reciting poems are that reciting is very laborious
and time consuming; individual learners can hardly be attended to or
easily assessed during the teaching-learning process.
Group Work: In Uganda, Kenya, and Zimbabwe the use of group work
is, like that of pair work, another commendable classroom practice. Group
discussions help learners to gain both communicative competence as well
as confidence in answering questions put to them. Shy learners are
motivated to emulate friends in a discussion group, and to contribute to
discussion, thereby discovering and developing their own potentials. Verbal
fluency is enhanced as students can test their use of language through
group discussion i.e. eye contact, facial expression, tone, intonation, putting
right stresses on words, articulation, and pronunciation. Learners develop
tolerance for other people's points of contention for they have to listen
attentively. As the chairperson deliberates on the discussion and the secretary
jots down ensuing points, leadership skills are developed through
interaction. Additionally, apart from integration of the four major
language skills being easily facilitated during the discussion, discussion
groups are fertile grounds for the development of originality of thoughts
and independence of ideas. The other advantages that are likely to come
from the use of group work (as well as pair work) include: learning to
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use and respect other people's views thereby paving way for creating
social awareness, good rapport, and interaction; developing language
registers, the art of coherence and competence in the art of making public
speeches; as well as facilitating a learner- centred atmosphere.
Debates: Apart from helping learners develop competence in presenting
relevant thematic facts, debate like role-play is primarily concerned with
getting the language right in terms of stress, intonation, register, content,
and effective communication. It helps learners become more fully aware
of people's differences in opinions, attitudes, and perspectives. Put
differently, debate helps learners to acquire rational, logical, and critical
thinking by evaluating the pros and cons while at the same time appreciating
other learners' points of view. Use of debate enhances originality of
thoughts and independence of ideas; trains learners to be emotionally
mature, while at the same time tolerating other learners' scathing and
sometimes derogatory remarks; prepares and introduces learners to public
oratory; it develops and promotes self-expression, boldness and thereby
eliminating shyness amongst learners; and it can be used in the promotion
of the integration of the four main language skills.
Overall therefore, we may be allowed to allude to the opening words at
the top of this paper by Mamadou (2003): the quest for identity. Is identity
compromised under the prevalent Lol in the three countries, which
precisely is bilingualism? The answer deserves a paper on its own.
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