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Abstract

This study was undertaken to investigate the atti-
tudes of Nigerian French teachers to theories, philoso-
phies, methods and techniques of learning and teaching
French. More specifically, the study sought to find out
teachers' attitudes towards students' linguistic and com-
municative competence, their views regarding grammar-
translation and audiolingual methods, individualised
instruction, French in the elementary school, use of
audio-visual aids and their views on the learning and
teaching of French culture'. Three hypotheses were tested
to find out if academic qualification, professional
training and years of experience affected the teachers'
responses to the attitude items.

A 50-attitude item questionnaire adapted from Garcia
and Reynold (1977) was used to collect the data. For the
analysis of data, tables, percentages and t-tests were
used.

The results showed that the majority of the teachers,
49% were audiolingual in their approach while 23% and 19%
of t heam were audiolingual-communicative and traditional
respectively in their approaches. Teachers that were
audiolingual in their approach, strongly supported, for

instance, that audio-visual aids and dialogues were very



effective means of learning a foreign language and that the
four language skills should be taught in the natural order
of listening, speaking, reading and writing. The teachers
responses to items on language proficiency, individuali-
sation of instruction and teaching of culture showed that
the teachers were not aware of the current practices
regarding the above issues in the teaching of foreign
languages. Their responses showed that they considered
linguistic competence more important than communicative
competence. The teachers, for instance, were rigid on the
guestion of students' errors. 64% of them were of the
opinion that students' responses in the target language
should be linguistically accurate, while 65% supported

the idea that proficiency aways implied correct applica-
tion of the four skills. Only 41% agreed that individuali-
sation of instruction was feasible in a foreign language
programme while only 47% supported the teaching of cul-
tural materials. The teaching of French in the elementary
school was supported by 30% of the respondents. The
findings also showed that professional training had no
effect on the teachers' responses. However, academic
qgqualification and years of experience affected the atti-
tudes of the teachers to items on the use of aduio-visual
aids, the order of teaching the four language skills and

the learning of rules of grammar and dialogue memorization.
v
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Chapter 1
General Introduction
1.1 The Ianguage Position in Nigeria:
Nigeria is a multi-lingual society with 395 clearly
identified languages spoken in it (Keir Hansford et al
1976: 123). Out of &l1 these, only three, Hausa, Igbo

and Yoruba are considered the major languages. However,
none of these serves as the lingua-franca of the country.
The English language, which is a second language to most
Nigerians occupies this important position, It plays a
pre~eminent role in the society. As the language of
governnent and administration, business and commerce,
education, the mass media and most of the country's
literature and communication, (Report by the Nigerian
Educational Research Council, 1974: 6)., English has come
to be regarded not as a foreign language but as a second
language for most Nigerians, This unique position
enjoyed by the English language in a multi-lingual society
like Nigeria, has made the motivation and incentive for
its study very high, It is studied at all levels of
education both for ite instrumental and integrative
purposes. As an official language, as the language of
education and therefore of access to knowledge at large,

as the language for fostering the national unity we 8o



mach desire, and indeed as the language for personal
developuent and econonic and sociel progress for meny an
individual citizen, (Report by the Nigerian Educational
Research Council, 1974: 7). The English language is a
subject that many Nigerians strive hard to acquire. The
tremendous roles played by this langunage in the society
have made the people's attitudes to the study and
teaching of English generally positive.

1.2 French as a Foreign language:

Apart from English and some Nigerian languages,
foreign languages are also learned in Nigerian schools.
Anong these are French, German, Spanish Russian and
Portuguese, French being the most popular. Its learning
generally starts in the secondary school and then is
continued into institutions of higher learning. The
other four, on the other hand, are usually introduced in
higher institutions of learning. French is emphasised
in the school curriculum more than these other languages
for some reasons one of which is the need to enhance
communication with the neighbouring francophone countries
(Brann 1973%: 11). However, its importance is in no way
comparable to that of English., The motivation for
learning Prench in Nigeria is not as high as that for
learning English, Some students of French in Nigeria,



especially at the secondary school level, sometines
demand to know the utility of the language, the fact
that Nigeria is surrounded by PFrench speaking countries
notwithstanding. A student teacher on teaching practice,
got this question from one of his pupils, "Tell me,
Mallam, what am I going to do with this your Fronch?®
(Maga ji 1972: 2). French may have a pre-eminence over
the other foreign languages, nevertheless, it has to com-
pete on the time-table both with Arabic and the Nigerian
languages (Brann 1973: 11), gmith (1976: 45) reported
that parent-imposed values influenced the French time-
table in Katsina post-primary institutions in Northern
Nigeria. About 60% of the parents in the study would
rather have their children learn Arabie than French,
Smith's findings are further strengthened by the findings
of Biobaku (1977: 4). According to him, French could not
compete effectively with Arabic or Hausa in Kaduna State
of Nigeria where the ma jority of the students come from
muslim or Hausa homes. Brann (1973: 10) noted t hat the
proportion of pupilse taking French was gradually on the
decline. The reason for the decline, he noted was
because many pupils after the first three years of
learning French usually opted for another language or

the sciences as from the fourth year,
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The. findings and repdrts ghown above leave one with
1ittle doubt that there is not much motivation for
learning French in Nigeria. The researcher of the present
study after analysing the situation, felt that there
could be more to this lack of motivation. She wondered
if the situation did not have to do with attitudinal
factors. Perhaps the teachers and the pupils' attitudes
towards the learning and teaching of French have much te
be desired. .

1,3 Definitions of Attitudes

A rmamber of scholars have defined what an attitude
ig, According to Frederick MacDonald (1965: 308) an
attitude is, "a predisposition to zect in a positive or
negative way towards persons, objects, ideas and events",
Slightly different in structure but otherwise similar in
meaning is the definition of Milton Rokeach (1968: 12},
He sees attitude as, M"a relaotively enduring organisation
of beliefs arcund an obhject or a situation, predisposing
one to respond in some preferential marner" (see also
Percy Cohen 1973). In addition to the above views,
Zimbardo and Ebbesen, {(1970: 6) define attitude aas
either mental readiness or implicit disposition which
exert sSome general and consistent influence on a fairly

large class of evaluative responses. From the foregoing

%



5
the following points stand out clearly in defining atti-
tudes: that attitude is a characteristic of man which
influences his behaviour, predisposing him to have a
feeling for or against persons, objects, situations and
ideas, It is also relatively enduring and has to do with
one's mental readiness to accept or reject something.

1.4 The Importance of Attitudes on Learning

Attitude is one of the factors that have been found
very essential in order that effective learning should
take place, Chastain (1971: 176) ncted that many educa-
tional psychologists considered the influence of attitudes
and feelings as a greater contributing factor determining
student achievenent and success than the cognitive
influence. From the findings of his studies, George
Stern (196%: 424) concluded that teacher attitudes were
significant for student learning. The significant role
played by attitude in learning is further stressed by
wallace Lambert (1961) particularly as it affects the
learning of foreign language. He noted that attitudinal
factor was one of the important ones in foreign language
success, The investigator is of the opinion that the
poor standing of the learning and t eaching of French in
Nigeria might have something to do with French teacher
attitudes, She is of the opinion, therefore, that a
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knowledge of the French teachers' attitudes was necessary
as that could make it possible to find out which attitudes
to change and which to encourage in the teachers.

1,5 Statement of the Problem

The power of attitudes to influence language learning
is of critical importance for education. They influence
teachers' responses to children as well as children's
responses to teachers (Cazden 1972: 2), In addition to
a knowledge of the theories, philosophies, skille and
techniques of French teaching, the Nigerian French
teacher is also rightly or wrongly assumed to hold posi-
tive attitudes towards current practices in his profession
and in developing positive attitudes towards the learning
of French by his students. However, hardly have any
attempts been made to find out what the attitudes of
Nigerian teachers of French at various levels, but
especially at secondary school level, are towards current
theories, methods and technigues of French teaching. The
present study intends to identify these, as comprehensively
as possible. More specifically. the study intends to
address itself to the following research problems:

1.5.1 The Research Problems:

(1) French teachers' attitudes to students' level of

proficiency in the four language skills (reading,
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(3)
(4)

(5)

(6)

(7)

_ _ . T
writing, listening, comprehension and speaking)

and the order in which they are taught,

Their attitudes towards oral communication skills,
Their attitudes towards their own skills in French.
Their attitudes towards some psycholinguistic
factors in French language learning,

Their atfitudes to the wvarious methods and techniques
of foreign language teaching, especially to the
grammar-translation method, audio-linguelism,
situational and individualised teaching, etc,

Their attitudes to the use of the language
laboratory and other audio~visual aids,

Their attitudes to the culture of the target
langunge and how its teaching couwld relate to the
teaching of the language.

1.5.2 Hesearch Hypotheses

The three vital aspects of Irench Tetacher Education

Teacher
or/ iducation in any subject area whatsoever are acadsmic

content, professionol trairing, and practicuum or

experience in the field. It is, therefore, important to

find out whether there is any relationship betwecn each

of these and teacher attitudes, If there is, the impli-

can

cation for the education of Fremch jteachers/hirdly be

over emphagised. TO this end, the folldwing hypotheges

will be followed:
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1. Academic qualification has no effect on teachers'
attitudes, |

2. Professional qualification has no effect on
teachers' attitudes,

3. Years of experience have no effect on teachers!
attitudes, |

1.6 Jugtification for the Study

The existing literature shows thot very fow studies
have been done on the Nigerian French language teachers,
and none at all hag investigated French language

teachers' attitudes towards the ideas, principles, philo-

- sophies of French language learning and teaching in

Nigeria,

Statistics have shown an increasing decline in the
~number of students who enroll to study French in
gecondary schools and in the number that eventually take
the West African School Certificate Bxamination in French
According to Tomlins (1974: 27) the totsl number of can-
didates for WASC in all sudbjects rose from 13,117 in
1964 to 43,320 in 1970, whereas the number of candidates
in French remained virtually static; 708 in 1964, 764 in
1974. This decline has led soms French educators like
Tomlins to emphasise the importance of motivating students
and changing their attitudes towards the study of Prench.



Such a change, should perhaps first begin with the
teachers,

However, the pre-occupation with the students' pro-
blem has resulted in inadequate attention given to
French teacher motivation, attitudes, and aptitudes,
variables which are as important as the students' atti-
tudes, since negative teacher attitudes would affect the
students' attitudes. McFarland (1971: 20) quoted Wall, as
saying that, "“Adolescent attitudes can be created or
changed by the t eacher displaying worthwhile attitudes
and behaviour with which the adolescent can identify
himself". The present problem of trying to increase
French programmes will likely be ameliorated by the
improvements of the teachers' attitudes towards the
learning and t eaching of French,

This study is, therefore, aimed at correcting most
of the oversight stated above. It should help French
teachers in exploring their own attitudes and beliefs
about French learning and teaching as well as acquaint
them with new ideas and innovations. The attitude
questionnaire used in this study is a check list that
will help university French methods teachers, French
school supervisors and classroom teachers of French dis-

cover some gaps in their own domains, and hopefully
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Froceed to fill up sﬁch gaps.

The findings should help the researcher to know
where French teachers in Nigeria stand on a variety of
issues on French language teaching and learning so as to
know how best to correct erroneous ideas and negative
attitudes that teachers may have. The findings will also
enable the investigator to make suggestions as to the
. needs for changes in the existing French languoge pro-
grammes at both secondary and Teacher Education levels
in the country.

1.7 Scope of the 3tudy

The study limited itself exclusively to teacher
attitudes, especially as these relate to theories, philo-
gophies and methods of Prench teaching, It sought to
clarify teachers values in these respedts ag a pre-—
requisite to deciding what changes and/or improvements,
if necessary, should be made in the education of teachers'
of Prench in Nigeria, It specifically addressed itself
only to questions of vital importance to French teacher
gducation, 7To this end, it also sought to find out if
there was any relationship between academic qualification
in Prench and teacher attitudes as well as the relation-
ship, if any, between professional training, teaching

experience, and French teacher attitudes., In the absence
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of any basic data on French teacher attitudes, the study
could not have been an experimental or an indepth study
of a specific aspect of teacher attitude since basic data
are badly needed with regard to French teaching field as
a whole in Nigeria,

1,8 Definitions of Terms

The following terms used in this study are defined
for purposes of clarification.
1. attitude: a predisposition by an individual to act
in a positive or negative way towards other persons,
objects, ideas or events,
e approach: This describes the nature of the subject
matter to be taught, stating a point of view or a philo=-
sophy. In language learning and teaching, it is a set
of correlative assumptions dealing with the nature of
language and the nature of language teaching and
1earning.1
e method: This is an overall plan for the orderly
presentation of language material, no part of which con-
tradicts, and all of which is based upon an approach.2
4, technique: This is implementational. It refers to

1. Edward Anthony, "Approach, Method, and Techniques."
Teaching English as a Sccond La e, ed., Harold
Allen and Russell Campbell (New York: McGraw-Hill,
Inc., 1972) p. 5.

2, Ibid, p, 6.




| 12
s particular strategem or contrivahbé ﬁsed to accomplish
an immediate objective, It must be consistent with a
method and in hormony with an approach as well.1
5; ‘ traditional approach: This lays heavy emphasis on
grammar and translation. Hence it is sometimes called
grammar-translation approach, It encourages the learner
t0 learn rules of grammar.
- @, andiolingual approach: This emphasizes near native
speed and accuracy in pronunciation., The learner is made
to learn in a parrot-like manner through memorization,
7. . audiolingual/commurnicative a.pproach,:2 de~amphasizas
linguistic accuracy. Suphasizes providing opportunity
for creative, spontaneous use of the lungusge from the
beginning of the language study.
8. linguistic competence: ab;lity to use correctly

all the aspects of a language.

1. Ibid, p. 7.

2 pMuiolingual /corrmnicative approach is related to
. audiolingual appronch but differg from it in the
sense thet it emphasizes mcaningful communication
more than linguistic acecuracy and stresses the need
for the learner to fully understand the various
contexts in which learned structures can be used
gag$)Wilga Rivers 1975, and also Ieech and Svartvik,
9 .
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9. communicative competence: ability to understand
others and make oneself understood by others, errors not-
withstanding.

10. FIL: foreign language learning.

11, FLES: foreign language in the dementary school.

12, WASC: West African School Certificate.

13, HSC: Higher School Certificate,.
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Chapter 2 4

Review of the ILiteraturs
This chapter will review the literature on foreign
language learning end teaching under the following sub-
headings; ‘:' ' | |
1, attitudes'in foreigﬁ 1anguége learning and teaching;
2. current theories and methods of forelign language
teaching;
. (&) the habit-formation the ary
{b) the cognitive-code theory
3; gtudies on language teaching methods
4. studies and reports on the following specific aspects
| of foreign language learning and teaching:
1. the level of proficiency to be attained by students:
linguistic versus communicative competence;
__2.. pattern practice;
3. when to begin foreign language learning;
4, individualised instruction; o
5. teaching aids - the language laboratory;
6. teaching Toreign language culture.

2.1 _Attitudes in Foreign Ianguage Learning
- It was not until the sixties that there began an
active investigation into the importamce of attitudes in

foreign language learning. This was as a result of 2 sudden
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awareness that foreign language programmes, prior to this
period, had overlocked an important factor: attitudes,

not only the studenis' but also the attitules of teachers,
{(Smith 1971: 82) Wallace Lambert's findings led him to
conclude that two irdependent factors underlie the deve~
lopment of skill in mastering a second language: an
intellectual capacity and an appropriate attitudinal
orientation toward the other language group (Lambert 1963),
On the learner's motivation %o leurn, & second language
Jakobovits (1971) quoted as saying that, that was deter-
mined by the learner's attitudes and orientation toward
learning the language., In addition to the learner's atti-
tudes, Bernard Spolsky (1969: 271) also recognised the
significance of the attitudes of the teacher, the
learner's peers and parents in any language learning
gituation, 1In the three studies that they carried out

in Louisiana, Maine and Connecticut, Gardener and Lambert
{1972: 133) found, among other things that attitude had

a positive role to play in the acquisition of & foreign
language, Their findings showed that students with
strong motivation and desire to learn Fremch obtained
good grades in French, while theose with poor motivation
had poor grades, They observed that the students' moti-
vation was closely linked with their attitudes, 1In

their study, Summer and Warburton (1972: 12) concluded
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that students' performance depended not only on their
own attitudes but also very much on the teachers' atti-
tudes. Their findings showed that the teachers®' atti-
tudes accounted for the contrasting attainments of the
two groups of children they used in their study.

The foregoing research evidences have shown that
attitudes, both of students and teachers are essential
elements in any language learning situation., But atti-
tudes, in whatever form, are not inherent characteristics
of any individual, They are rather direct influences of
forces operating around an individual, According to
Alfred Smith (1971: 82) an attitude could be learned and
also could be taught, If attitude could be tesught, could
a teacher's attitudes not be formed as a result of the
type of educational training he had? Adeyanju (1976: 2)
has suggested that, "the teacher's attitudes toward lan-
guage, his attitudes toward the methods and materials
he uses, and his attitudes towards his students are to a
large extent determined by the nature of his professional
preparation, especially a training in linguistics",
Donald Bowen (19663 115) more specifically indicates that,
"the knowledge of theoretical linguistics is helpful
primarily in shaping the attitudes and the concepts of
the teacher",

Summary : o
Studies have shown that attitudinal factors
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are very important for effective language learning.
language teachera' atititudes about the language they
teach and the methods of Yeaching the language depend
very much on the academic and profesgionzl training they
had in the area. JSince teachers' attitudes affect the
students® learning, teachers should be made to develop
the right kind of attitudes. French language teachers
in particular should be given sound professional training
in t¥he learning and teaching of the language. It is the
aim of the present researcher to find out through this
study how positively or regatively inclined are Nigerian
French teachers towards a number of 12sues in FLL.

| Theories, methods, practices in Poreign Tagunge Teaching,

Anong the foreign language concepts that French
teachers' attitules were evaluated for in the present
study were current theories, methods and practices of
| foreign language feaching, Tt is, therefore, important
to review the literature on these. |

2.2 Current Theories of Foreign ianguage bLearning

At present, there exist two major theories of FLL,
These are the habit-formation theory and the cognitive-~
¢ode theory. The habit fomation or the mechanistic
theory is derived from the dated behaviouristic achool

of thought of Skinner and others, Behaviocurism, sometimes
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called the stimulus-response theory, holds that,
"learning consisted of some form of conditioning. The
organism is conditioned to respond in a specific way to
a etimulus" (Chastain 1976: 103-106). Applying this to
language learning, Skinner (1957), the chief proponent
of behaviourism, argued that language learning was also
composed of conditioned responses. Other psychologists,
for example, Broudy and Fred (1956) agreed with Skinner,
But this view of language learning was destroyed by Noam
Chomsky (1959) in his epoch-making review of Skinner
(1957). Nevertheless, behaviourism has profoundly af-
fected the teaching of foreign languages and was indeed
the bedrock of audiolingualism (see for example, Wilga
Rivers, 1964), Chastain (1976: 51) has especizally iden—
tified the implications of behaviourism for foreign
language learning in detail, Based on behaviourism,
audio-lingualism sought to develop native-like competence
in the foreign language learner by conditioning correct
automatic, nonthoughtful responses in the students. They
were taught patterndrills without explanation in what
was perhaps best known as mimicry memorisation (mim-mem).
The natural sequence of teaching the four foreign lan-
guage skills was listening comprehension, speaking,
reading and writing. Two points are worth noting here:
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(1) many foreign language teachers still use some elements
of audiolingualism in their t eaching, (2), within psycho~
logy itself, behaviourism has been superceded by other
echools, For example, coghitive psychology, humanigtic
psychology, philosophical psychology, ete, (see, for
example, Braginsky and Braginsky, 1974),

~ Opposed to behavourism is cognitive-code theory or
the mentalistic theory which has come to be identified
with scholars such as Chomsky (1959) and (1965),
Lennerberg (1967), Penfield (1959) and others., According
to cognitive theory learning is controlled basically by
- the individual and by his surroundings. Learning irwvolves
the perception of experiences and the organisation of
knowledge (Chastain 1976). When this is applied to lan-
guage learning, leaming is seen as a process of
acquiring conscious control of the phonological gram-
‘matical and lexical patterns of a second language largely
through study and anslysis of these patterns {(Peter
Strevens 1977: S)., The implications of this approach
are further outlined by Poter Strevens who asserted that
this methed rejected the stimnlus-~response view that
language was external to the mind of the learner, and
encouraged deliberate grammar teaching &s an aid to

learning. 1In addition to the above views, the following
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are some other characteristics of t he cognitive-code

theory: helping the learners master the rules of the
language, the order of learning proceeds from competence
to performmance and above all whatever the pupils learn
should be meaningful to them (Chastain 1976).

Having examined these theories and the teaching
methods that developed from them, let us now look at
some of the studies that have been carried out over the
years to establish which of these methods is better than
the other.

2,3 Research on language Teaching Methods

Some stud ies have been carried out to investigate
the two methods of language teaching. Notable among
these researches are those conducted (a) at the University
of Texas (Hamilton and Haden, 1950) (b) at the University
of Colorado (Scherer and Wertheimer, 1962) and (¢) in
the State University of Pennsylvania (Smith, 1969).
Apart from these large scale studies, there are other
smaller projects that compared the t wo methods. One of
these is the study by Chastain and Woerdehoff (1966-67).
A look at these various researches will enable us to
determine how up to date the French teachers in the
present study are, and whether their attitudes are based

on the knowledge of these researches.
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2.3.1 The Texas Study: (Hamilton and Haden, 1950).

The stuly was on beginning French and Spanish, and
the aim was to compare methods which emplasized the oral
and written aspects differentially, The stuly involved
two groups of students: Programme A (written) and Pro-
gramme B (oral). The imnvestigators found that Programme
A was superior in the written skills emphasized for t hem,
while B was superior in the oral skills which were
emphagised for the group. The Texas investigator also
wanted to find out how a"systematic' thorough presenta=
" tion of grammar compared with the method that s1lowed
only the smallest place for grammar, The results showed
very little difference between the two groups wsed for
the study. The investigators, therefore, concluded that
the results did not justify the belief that gremmar must
be taught systematically. The Texas study revealed two
things: (1) students did #ell in the language skills
emphasised for them and (2) thorough explanation of r ules
of grammar is not necessary. However, the Texas findings,
especially as regards the rules of grammar, have been
questioned, Lim Boey (1968) for instance, pointed cut
- that in the Texas study the deductive and the inductive
study of grammar was confounded with the differential
emphases on the oral and written aspectis of langusge
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learning. ©She further noted that the Texas study showed
a general lack of experimental controls,

2.3.2 The Colorado Study:

This was carried out by Scherer and Wertheimer (1962).
The investigators sought empirical evidence for the claim
that the auwdio-lingual method was superior to the grammar—
tranalation method. Like the Texas study, the Colorado
investigation consisted of two groups of language
students: the audio-lingual group and the traditional
group. Bach group was taught separately, but both were
given the same tests consisting of oral and written
skills, The resulits of the investigation revealed that
the audio-lingual group remained superior in speaking,
while the traditional group remained superior in writing
throughout the study.

Commenting on the Colorado results. Wilga Rivers
(1969: 54) noted that choosing a method for a language
programme should be determined by the objectives of the
programme, Thus, if speaking is to be the major objec-
tive, then the audio-lingual method, should be emphasised
more, but if the main objective is to develop writing
8kills, then the cognitive-method should be used more
frequently by the teacher. The Texas results like the
Colorado results also showed that students tend to do
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better in the skills that the method employed for them

emphasise,

2.3.3 The Pennsylvania Study:

This study was an empirical search for evidence to
prove what most scholars had assumed was truec, namely,
that the language laboratory helped students gain lan-~
guage skills more efficiently thuan traditional teacher-
student drill methods., Three strategies were used:

(a) traditional (b) audio-lingual and {(c) modified audio-
lingual, The results of the investigation showed no
gignificant differences among the strategies used,
except 1n listening and reading, where the traditionally
taught students fared better. These results led Smith,
the investigator, to conclude that. the audio-lingual
method was not a betier approach than the cognitive-
method and that the language lzgboratory, an important
tool of the andio-lingual method, was not really indis-
pensable to the learning of language skills, However,
the appropriateness of Smith's research criteria and the.
circumstances underlying his experiment have been oriti-
cised by a host of scholars (sce Chastain, 1976, p.285).
¥t is therefore, dangerous to conclude that one method

is inferior 10 the other just on the basis of the results
of this study, This is because there might have been

many other variables that were not properly controlled
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and which might bave led to the results got. For

instance, the teachers that operated the language labo-
ratories would have been poorly trained in the manipu-
lation of t hese machines, One must also take into con-
sideration certain factors that must have affected the
students used as subjects. It is likely that all the
students or some of them in the audio-lingual group were
negatively inclined to the use of langusge laboratories,
and this poor attitude could have affected their perfor-
mance, Chastain and Woerdehoff (1966-67) also conducted
an investigation comparing the two methods., They used
two groups of first year Spanish students., According to
the investigators, the findings showed that the audio-
lingual students scored significantly higher in repeating
sentences, while the cognitive group performed signifi-
cantly better in reading, They found no significant
differences in the scores of both groups in listening
and writing. The investigators, concluded that the
results favoured cognitive teaching procedures, The
present researcher, however, is of the opinion that the
above conclusion is somewhat contradictory to the
findings of the study. If the audio~lingual group scored
gignificantly higher in repeating sentences (an aspect
of audio-lingual method ) and the cognitive group higher
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in reading (an aspect of the cognitive method) how then
did Chastain and Woerdehoff arrive af their conclusion?
The present researcher is of the view that the conclusion
was wrongly arrived at., The resulis should not favour
cognitive teaching procedure, since each group performed
better in the criterion test that correspondcd most
closely to the method of learning used for it.

The above four researches were attempts by scholars
to establish scientifically, which method is the better
one for language instruction, The findings of these
stud ies have however, shown that none of thecge attempts
has been completely successful., The findinges of the
studies are not conclusive. None of these two methods
hag been egatablished by any of the researchers as that
capable of achieving all the objectives of learning a
language. Robert Lado (in Carroll Reed 1971) has aptly
analysed the dilemma of the situation, He argued that,
tComparisens of total methods, be they aduio-lingual,
grammar-translation, programmed, machine based or masg-
media are doomed to incomclusive results because of the
many factorg involved and the near imposgibility of con-
trolling 211 of them", Clifford Prator (1976) more
gpecifically, asscrted that no one methodologist had the

whole answer, He argued that one method might be more
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useful than the other one, for achieving certain specific
and limited goals (see also, Mary Pinocchiaro and
Michael Bonomo 1973).

... It is the intention of the present researcher to
.find out how Prench teachers stand on the issue of methods,
Are these teachers aware of the current theoories and
practices regarding language teaching methodologies?

re their attitudes based on this awareness? How far
are their attitudes influenced by the experichces they
had? Could it be that the teachers*' attitudes vary
irrespective of whuother they had the same language
teaching experiences or not? According to Wilkins (1972:
24) the history showed that attitudes could change and
there was no guarantee that at any one time, teachers of
gimilar experience would be drawing similar conclusion
from it. It would, therefore, not be surprising to find
through this study, that some teachers adopt what
Clifford Prator called the "Pendulum syndrome!" approach
while some are cclectic in their approach. ’

2.4 The Level of Proficiency to be Attained by Learners

Jince the present study also oxamined teachers!
attitudes fTowards various specific aspects of foreign
language teaching, it is necessary to review the litera~

ture on these. The first of these aspocts 4o be exdmined
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concerns the proficiency goals set for learners of a

foreign language. Teachers of foreign language tend to
insist that students have a complete mastery of the
foreign language, cspecially as regards linguistic com-
petence, Commenting on teachers' porception of lin-
guistic and communicative compectence, Jakobovits (1971:
48) noted that teachers' perception was esthetic rather
than functional, He, therefore, argued t hat effective
communication was possible without a high degree of
accuracy in phonology and syntax. He supported his
argument by stating that even native speakers did not
typically produce grammatical sentences in everyday
speech, Jakobovits, therefore, advised language teachers
to recognise the fact that students as individuals have
dif ferent interests, needs and aptitudes. Marshall
(1970) also supports the above views. Giving specific
examples, Ackerman (1972) observed that students would
never learn to use correctly complex grammatical struc-
tures or even the subjunctive mood, Larry Selinker
(1972) corroborated the above view, stating that many
error analyses had revealed linguistic differences
between the sentences produced by secomd-language
learners and corresponding sentences produced by native

speakers. A study by Selinker aimed at demonstrating
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that there was a distinction between the specech produced
by children learming a second language and that produced
by other children of the samc age but who arc native
speakers, showed that the children's weaknesses were not
so much at the phonetic level or in vocabulary choice,
but in their use of grammatical struc tures.

From the above different views, it would seem that
foreign language teachers should be more realistic in
their expectations of what their students' performance
should be, In as much as the ideal is to master the
language, one must not forget that one could exchange
ideas spontaneously in a foreign language without lin-
guistic accuracy. The essonce of learning of a foreign
language, after all, is primarily for purposes of com-
munication, %hen, therefore, a student makes any lin-
guistic errors, these should be accepted by the teacher
as a patural and inevitable part of language learning,
On learners' ecrrors, Pit Corder(1967:163) notod that one
school of thought, argued that errors would always occur.
in spite of our efforts, for the world in which we live
is itself imperfect. According to Corder. this school
of thought advised that our efforts should be concentrated
on techniques for dealing with errors after they had

occurred.
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In conclusion, it is unrealistic for foreign lan-
guage teachers to expect learners to attain native-like
competence in the language., Rather than insist on lin-
guistic competence, teachers should strive more to deve-
lop communicative competence in the students. Iinguistic
errors made by learners should be treated with under-
gtanding by the teachers,

One of the aims of the present study is to find out
what Prench teachers' expectations are, regarding the
level of competence that the pupils should attain. How
realistic for example are they in their expectations?

2.5 Pattern-Practice in Poreign Languoge Learning

The issuve of the role of practice in the learning
of a foreign language has long been a point of dehate
between the proponents of audio-lingualism and the cog-
nitive-code theorists. Tor the audic-lingualists, lan-
guage acquisition ils almost impossible without practice,

The cognitive~theorists, on the other hand, gquestion the

. usefulness of practice of drills or sentences that ars

net meaningful to the students, Jakobovits (1871:13~14)
has observed that "a direct test of children's tendency

to imitate adult foxms of speech shows that éhildren
almost never repeat the adult sentemce ag it is presented™,

© The implication of this for foreign language lemrning

S
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is that the learner neced not imitate the teacher in a
parrot-like manner. John Carroll(in Valdman, 1966), has
argued that facility in learning and retention comes with
meaningfulness of materials or items to be thought and
not with automatic repetition. The frequency with which
an item is practised per se is not as cruwe ial as the fre-
quency with which it may be confused, Carroll's stand
would seem to have been supported with research evidence
by Mckinnon (1965) and Lim (1968) who investigated the
effect of practice on foreign language learning. There
were two groups of studentis. One group had sentences
read to them first before they practised the pronunciation.
The other group attempted producing the sentences first
on their own before they were corrected. Both studies,
showed that the latter group performed significantly
better in the criterion teats given. Lim Boey, concluded
that sheer repetition was not only the most efficient
method of practice but might also be positively harmful,
She added that sheer repetition brought about verbal
satiation which is characterised by the loss of meaning
of words or sentences on the part of the learner. Lim's
conclusion is further buttressed by the result of the
study conducted by Lambert and Jakcbovits (1960). This
study revealed that loss of meaning occurred within three

or four seconds,
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The solution to these opposing views would, perhaps,
be that practice should serve as an aid for learning and
for retention of what is learned, but that it should be
of items that are meaningful to the learners, Even when
the items are meaningful to the learners, the practice
should not be overdone,

2.6 when to Begin Foreign lLanguage Learning
The point at which a child should start to learn a

foreign language has been a subject of debates for many
years, It has become, "a puzzle and a worry to educational
policy makers and administrators in many parts of the
world" (Stern and Weinrib, 1977). Until the late 50's,
foreign language study was not begun until a child got
into the secondary school, However, following dissatis-
faction with language teaching in many countries, notably,
the United S3tates, Britain, Canada, and France, there
was a change in foreign languege programmes. A call for
Foreign Language in the Blementary School was made (FLES),
Here in Nigeria too, there have been arguments for
and against the learning of Fremch, (one of the foreign
languages taught in Nigerian schools) at the primary
level. BEvans (1972) suggested that the third year of
secondary school should be the point at which French

should be introduced. Brann (1972) expressed a contrary
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view., He opined that in Nigeria, where English was the
mother tongue, or quasi mother tongue in many of the
urban areas, there was no reason for not introducing
French as early as the 5th year of the primary school.

In order to recally decide at what level the learning of
foreign language should start, it would be necessary to
review some studies on FLES.

2.6.1 Research and FLES.

A number of researches have been conducted in
countries like the U,.S.A., Canada, Britain and France to
evaluate the effectiveness of FLES. In the United States
some studies have shown that FLES raised the level of
performance in a languge but others, on the contrary have
shwon that FLES programmes were poorly planned, ineffec-
tive, and, therefore, not worth the expenditure of funds.
However, there have been reports of bilingual programmes
for Spanish speakers which have shown favourable results,
Spanish-speaking students, instructed bilingually deve-
loped language skills in Spanish and English and per-
formed as well in content areas as students taught uni-
lingually (Stern and Weinrid 1977). Howéver, Stern and
Weinrib, failed to mention that for these students
English was not a foreign languuge, but the medium of
instruction just as in Nigeria, where English is not a
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a foreign language.

The pilot scheme for the teaching of FPrench in the
primary schools launched in 1963% in Britain to study the
practicability of introducing French at the age of 8,
ingtead of at the age of 11, revealed that the intro-
duction of French had no negative effect on the works of
the primary school (see also The ACTFL Vol. 8: 312),

On the other hand, the report, emphatically denied that
pupils tavght French from the age of eight showed any
substantial gaine in achievement when compared with
pupils whe had started throe years later. The report
concluded that this evidence had tipped the scale against
a possible expansion of the teaching of Prench in primary
schoolsg in Britain,

The result of a national survey in France showed
among other things, that the majority of secomdary sgchool
teachers favoured early foreign language learning, They
argued that pupils had benefited from their early
experience. On the other hand, Macnamara (1966) in a
detailed analysis of 77 studies on the early introduction
of a foreign language concluded that the majority of
these studies, confirmed the "balance effect", indica~-
ting that on the whole children who were required to

learn, use or be educated in two langusges had a weaker
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grasp of either language than monolingual children., For

example, native speakers of English in Ireland who had
spent 42% of t heir school time learning Premch did not
achieve the same standard in written English as British
children who had not learned a foreign language, neither
did they achieve the same standard in written Irish.
However, Macnamara did not stress the fact that these
children with experiences in two languages had some cul-
tural advantages that the ir monolingual counterparts in
England did not have (see for example, Lambert in Dill,
1973:335 and 352),

Opposed to Macnamara's findings are the findings
and views of Lambert and FPeal (1962). 1In a study they
conducted, Lambert and Peal found that French Canadian
children who had developed a good grasp of English were
superior in both verbal and non-verbal intelligence to
their French-speaking monolingual peers. Concluding,
Peal and Lambert, observed that bilingual children were
exposed to'wider experiences in two cultures" and that
these gave them an advantage over the monolingual children.
gimilarly, Richard Landry (1974) in a research he con-
ducted pointed out that FLES contributed to the cognitive
development of children, According to landry. children
who studied a second language at the elementary school
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level were significantly better divergent thinkers at the

gixth grade level than children who had studied only
their own language. FLES has also been reported as
having long-term effects on the development of language
skills. Vocolo (see ACTFL, Vol. 8, p.313) reported that
PLES students who had four years of language prior to
high school did significantly better than the control
group who were in their second year of foreign language
study in listening, speaking, and writing. Brega and
Newell reﬁorted similar findings.

However, there have also been studies with opposite
findings on the long~term cffects of FLES, The results
of a research project studying the long-term effect of
FLES in & privote elementary and secondary school for
girls in Japan showed that the control group, which
began the study of English in junior high was able to
overtake the experimental group which had studied
English for six years before going into the junior high
school by the eleventh grade. The researchers concluded
- that "there is no evidence that studente with a FLES
background will progress more rapidly.... under certain
conditions they will not even maintain their initial
advantage over non-FIES studenta, Dwayne Adcock, re-

viewing research on FLES, reported that research in the
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field of psycholinguistics gave little support to the

argument that children learn a second language better or
with more ease than adolescents or adults. Referring to
studies conducted by (Oller and Nagato, 1974, Asher and
Garcia, 1969, Grider, Otoma and Toyota, 1961), Adcock,
noted that these scholars had concluded that, with the
exception of pronunciation, adolescents and adults
usually d4id better and performed more easily while
learning a second language.

Teachers and educators will no doubt be confused
and also frustrated by the opposing views as revealed in
the above studies. What this review has shown so far is
that researches do not always provide ready and lasting
answers to complex and perplexing social and educational
problems. In his UNESCO report, Stern (1963) suggested
a kind of remedy to the perplexing situation. He pointed
out that FLES must be backed with concrete evidence that
the programme was socially and educationally desirable.
He also pointed out that of equal importance were the
aspirations and social attitudes of the population that
the educational system served, in considering FLES pro-
gramme, Jacques David (1975) categorically stated that
such a programme "would bc inadvisable to attempt in

Africa" for two main reasons: (a) students are already
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learning Bnglish as a second language and, (b) there is

great shortage of qualified tesdchéraszs well as of

teaching materials, . |
The situation in Nigeris as regaras the teaching of

.French in ¥Yhe primary school is a negative one, The

intyoduction of FILEJS in Nigeria has been dizcouraged for

a number of rsasons among which are:

8. The Nigerian child in the primary school has no

‘. integrative or instrumental purposes for learning
French, |

b. Because there is nd immediate reinforcement for the

| learning of French outgide the clasarcom, FIES is
consjidered a waste of time and money,

Ce The elementary school child in addition to his
mother tongue and possibly one or two other
Nigerian languages, has %0 learn Brnglish, which to
the child at this age is a foreign language
(NERC Report 1972). N e

. The present writer, hpwevef; beliQVes that a2 good

mastéry of any language, whether mother fongue or a

foreign language requires a long time, arnd since in

Nigeria, a child has only five years to stay in the

gsecondary school learning Tremch, it would be desirable

that children start lsarning French from the primary
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school. FIES would help to solvc some of the initial

problems that both teachers and students encounter in
the early weeks of learning French in the secondary
school,

In conclusion, among the items on which French
teachers' attitudes were evaluated is the issue on when
foreign language learning should start. Since the
teachers are in direct controlwith the teaching and
learning of French in schools, their attitudes to the
above issue would be invaluable in building foreign lan-
guage programme in Nigeria, especially at the elementary
school level.

2.7 Individualized Instruction

The humanistic approach to learning and teaching is
concerned, among other things, with the pupil's process
of developing his goals and his roles in life., Indivi-
dualized instruction has been widely recognised as one
of the ways of achieving these., "The major educational
movement of the early seventies has been without question
the trend towards 'individualized' instruction"
(Chastain, 1976).

2.7.1 Definition of Individualized Instruction.

A number of scholars have defined individuulised
instruction. Gerald Logan (1973) defined it as an
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instructional approach, and warned that it should not be

viewed as a methodology. For Hanzel and Love (1972)
individualisation is an "atuitude of teaching students as
individual persons", Gilbert Jaruis(1971) conceives of
a theoretically ideal form of individualisation as one
"implying a unique cirriculum for each learncr, where
objectives, learning activities, and pace all depend
upon the individual®,

2.7.2 Individualized Instruction in Foreign Ianguage
Tearning.

Theoretically, individualising instruction has its

foundation in psychology. Educational psychologists have
long held that imdividuals exhibit vast differences as
learners., Individual differences in learning styles have
been recognised by many linguists in the field of lan-
guage learning. John Carroll (1963) has outlined a

model of the learning p;ocess, consisting of five elements.
Three of these elements are concerned with the learner:
(a) the learner's aptitude

(b) the learner's general intelligence

(¢) the learner's perseverance,

From our knowledge of educational psychology, these three
elements vary with individuals., Applying the concept of
individualised instruction to these three elements,
Bockman (1972) observed, that, through individualised
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ihétfuction, almoét every learnser would be able to
master learning tosks according to his aptitude, his
general intelligence and hig perseverance., Individuvalised
instruction does not only make it possible for learners
to learn at their own rate, it also mekes provision for
each learner to be tested on what he considers to be his
'Tobjectives in learning the languages. Leon Jakobovits
(1970) urged that evaluation should be congistent with
the individual's ultimate purposes in studying the lan-
guage. From the forsgoing, individualised instmction
emphasises the importance of the learner in any learning
process, He, not the teacher, becomes central to the
educational process, Individualisation is a rejection
of the lock-step approach to0 learning. |

Reseaych and fxperimentation on Individualised
Iostuction:

A few researches have been conducted to evaluate

the usefulness of individualized instruction in foreign
language learning. Af the University of South Carolina,
Peggy Hartley (1972) compared a self-paced class with a
lock step beginning Spanish class, Students in the self-
paced programme achieved ag well or better than tradi-
tional students on the MLA Listening and Reading tests.
Prince and Casey (1972) investigated the effectiveness

of teaching certain grammar concepts in Spanish uveing
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programmed instrmuction, at the Southern Tllinois

University. The investigators found that the programmed
grammar in conjunction with the normal class amctivity
resulted in significantly higher gain scores on an
objectivé grammar test, At the University of Californisa,
Berkeley, Mueller and Voge (1972) evaluated an indivi-
dualized programme in German by comparing it with the
basic course., The stulents in the two groups used were
given final t ests for each course., The investigators
found that those in the individualigzed programme did as
well or better than the others on all measures.

The results of all the studies above point to the
fact that individualized instruction is not only feasible
but is greatly desirable in foreign lenguape classes.

In a multi-lingual society like Nigeria, one would
expect pupils to have o lot of difficulties trying to
learn French, which ig a foreign language. This is the
mere 80 for the slow learners, and there are many of
such children in Nigerian schools today, The results of
gtudies discussed above have shown the singular effect
that individualized instruction could have on students!
performance and achievement. Although these studies
were not carried out here in Nigeria, similar results

could be expected in Nigeriun situations, since the
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languages involved in these studies are as foreign to
the American students used ag subjects ag they are to
the Nigerian students. | -

With the perennial cry of low standard of education
in Nigeria and %the shocking revelation of the rate of
drop-out among students of French in Nigeria (see
Pbanya, 1978} as well as the reports on the poor perfor—
mance of gtudents of French in Nigeria at WASC and at
H.8.C. examinations, (sec Tomlins, 1974) what could be
the uttitudes of the French feachers toward the intyro-
duction of individunalized insgtraction in the loarning
and teaching of Trench in Nigeria?

2.8 Tecaching the Foreign Language Qulture

Culture has been defined as "all the arts, beliefs,
gocial institutions and characterilstics of a community
or race', (The Advanced Learner's Dictionary of current-
‘Bnglish 1971: 238), Ianguage is an art and a distinctive
characteristic of & comminity and, therefore, is a part of
culture, Judith Nine~Curt (1975) noted that, "more then
magtery of language is involved in communication with
‘perople from other cultures,other nationslities"”, This
means that when learning a language one must also learn
the culture of the people that own that language.,
¥riting on the relationship between language and culture,

Jakobovits (1971) observed that, "language contact is
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inseparable from culture contact"”., He further stated
that, "in a real sense becoming bilingual entails
becoming bicultural®, Steiner (1971) cxhorts the lan-
guuge teacher to take a hard look at the foreign culture
to see how 11 can best be made an integral part of the
foreign language curriculum. The implication of Steiner's
advice is that foreign language programmes should
include the study of the foreign culturse. Cavanaugh
(1972) more specifically advised that foreign language
teachers shouwld “subordinate grammar %o developing an
understanding of and interest in foreign peoples",
Cavanaugh therefore, recommended "a shift in which lan~
guage bedomes an important adjunct to culture, not the
reverse". Emphasising the importance of culture in the
study of any language, Strassheim (1971) outlined the
values and contributions of such a study to the intel-
lectual, social and esthetic grovth of the student,
According to him, the study of the culture of a people
would afford the student in-depth experiences about the
thought processes and social behaviour of the speakers
of the lapnguage, Knowing the culture of a people whose
language one is studying helps the person not only to
master the language, (its verbal and non-verbal forms =

&estures and other Kinesics), but also to understand the
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pecple better, By linking the culture and the language,
the student would gain a broadened awareness of life in
the foreign country without the dridgery ¢f an all-lan-
guage approach.

The foregoing views of the different scholars all
point to the unique importance of culture in the study
of a language, 1t is necessary therefore, that all those
concerned with the teaching of foreign languages,
eapeclally the teachers, be aware of this importance,

The awareness could only be possible by the teachers
displaying a healthy attitule towards the culture of the
language they are teaching, In their conclusion to the
discussion of the relationship between language and cul-
ture, the Northeast Conference on foreign language teaching
{1.960): - advised teachers %o hold a positive attitude
towards the nuture of language and culture ag a whole,
Por, they continued, "as this attitude is more fully
developed, languige can become more practical, more
interesting, more effective, and more intellectually
rewarding", ILanguage is a part of culture. Therefore,
for the study of any language Yo be neaningful and useful
t¢ the learner, c¢specially as regards the learner's

" Anterraction with the speakers of the language, it should

incorporate the other aspects of the culture such as the
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beliefs, attitudes and characteristics of the apeakers
of the language., The relationship between language and
culture is a very strong one. Through language the cul-
ture of a people is lcarnt, the language teacher, there-
fore, is also of necessity a teackher of a culture, The
invegtigator of the present study is interested in
finding out what the attitudes of the French teachers

in Nigeria are regarding the incorporation of French
culture in the PFrench curriculum,

2.9 Tenching Aids

Researches in foreign language teaching in Nigeria
have tended to emphasize the presence or absence of
audio=visual aids in schools rather than on teachers!
attitudes to whatever aids are available (see Uche
Okonkwo, 1976), Uche Qkonkwo, for instonce, found in
her study that there was a dearth of aids in all the
schools she investigated. Dack of tcaching aids is a
perennial problem that foreign language teachors com-
plain of. 1In the light of the poor situation of
teaching aids in Nigerian schools, the review on this
gection will not be exhaustive, This is because the
present researcher strongly feels that since the teachers
teach all the year round without making much ure of

these aids especially aids like, the langucge laboratories,
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film strips and projectors, which are not found in most
of the schools, their attitudes to the use of audio-
visual aids may be far from positive. The above situa-
tion notwithstanding, a review of teaching aids in the
teaching of foreign language is, nevertheless, necessary.

Many scholars have emphasised the tremendous role
that teaching aids play in the learning of any subject
and foreign language learning in particular. FPFaye
Bumpass (1963), stressing the neced to correlate audio-
visual aids with the items to be taught, said that,

"the teacher must remember that one of the fundamental
principles of modern language teaching is that a new
language should impress first via the ear and then via
the eye"., Adeyanju (1976) more specifically stated that
teaching aids motivate learners. help teachers in
explaining concepts which exist outside the classroom
as well as evoke students' interest in foreign cultures
and peoples,

Researches have been carried out to evaluate the
usefulness of some of these aids in the learning of
foreign language. However, only studies on the language
laboratories will be reviewed here because the items on
teaching aids in the attitude questionnaire used for
this present study are mainly on the usefulness of the
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language laboratorics. Studies on the language labora-

tory in the lesrning and teaching of foreign languages
by different scholars have shown favourable ag well as
unfavourable results regarding the usefulness of this
aid.

Raymond Keating's (1963) study of the effectiveness
of language laboratories in leaming foreign language
showed[ggelaboratory groups especially students with
competent and well-prepared teachers achieved certain
important skills without the use of the language labo-
ratory. They were also superior to tbe laboratory
groups on all the measures, except in speeq£ production,
Qomment ing on the Keating's study, Wilga Rivers (1969)
noted that the reading comprehension and the listening
comprehension tests were originally comstmucted to test
students that were used to traditional method of
teaching. _ : .

Unlike the Keating study, the New York studies
(1959-1963) tested skills specially designed for use in
the language laboratory., Moreover, the teachers imwolved
in the investigation were instructed in laboratory
techniques, The results of the sbudy showed that the
laboratory groups made more significant gains in

speaking and listenilng comprehension thanbthﬁ no-labora-

|
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tory groups. Regular daily practice in the laboratory

produced significant improvement in spesking and
listening skills more than a weakly pructice. The
investigators, therefore, concluded that the language
laboratory was effective in leoarning provided that
{1) the teachers were skilled in hondling it (2) that
the materials used were specifically prepared for use in
the language laboratory, and (3) that thore was careful
allotment of laboratory time, However, Smith's {1965)
findings in the Pennsylvanis studies showed that undue
emphasis was laid on the usefulness of the language
laboratory.

Ibbotaon (1970) made a report on the reactions of
first year gtudents of Fremch to the language laboratory,
According to him, these students found the language

. laboratory mest helpful in improving their accent., How-

gver, they did not find it ws useful in improving their
overall fluency or their knowledge of the French grammar.
The findings from the foregoing studies will no
doubt make many teachers have o second thought abeout the
ugefulness of the language laborastory which many years
ago was very widely acclailmed by foreign language
teachers, However, the differences of opinion that are

associated with the audio--lingual approach also surround
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the language laboratory. Those teachers who are success=-

ful in using audio-lingual techniques base much of their
work on practice in the laboratory while those who
believe in the cognitive method may not find the lan-
guage laboratory as useful., More important, perhaps,

is the fact that most of the studies reviewed had failed
to control some of the important variables that must have
affected the results,

The extent to which a teacher uses teaching aids
will be largely determined by how useful or effective he
has found these aids in his teaching. The French
teachers' attitudes to the use of aids, especially to
the use of language laboratory, in this study will no
doubt be determined by how effective they find these aids
in their teaching.

Summary:

The researcher of the present study has tried to
review the literature on the various theories, ideas,
methods and philosophies of foreign language learning.
This was necessary because the items in the attitule
questionnaire reflect the above practices. It is the
intention of the present researcher to find out, through
this study, the attitudes of the Nigerian French teachers

concerning the various issues raised on foreign language
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learning and teaching, We may presume that all French

teachers are awvare of current practices in foreign
Language teaching and that these teachers haove positive
attitwles towards them. On the other hend, it would not
be a surprise that many of them are not aware of thess
educational practices and that even T hose who are may

not be positively inclined towards them.
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Chapter 3

Research Methodology
The procedure of the gtudy is treated under the
following headings:
3.1 Description of the Sample.
3.2 Instruments used and the Data Collection Frocedurve.
3.3 Treatment of Data, |
3.1 The Sample

.The sample for this study consisted of French
teachers in tho various institutions of education in
Nigeria. fThese included French teachers in the
Universities, Advanced Teachers' Colleges, Schools of
Bagic Studies, Polytechnics and seccondary schools., A
total of onc hurdred French teachers were irnvolved in
the study. These teachers were in institutions in
- various towns in the Eastern, Northern, Western and
lagos 3tates, Thesc states represent the four main
divisions in the country. The following towns were
specifically covered: Onitsha, Nasukka, Enugu, Aba,
Owerri in the Hastern State, Zaria, Keduna, Kataina,
Kafanchan and Puntua in Kaduna State, Jos in Platesau
State, Kano in Kano State, Ife and Tvadan in Oyo 3tate
88 well as Lagos in Lagos State,

Attempts were made to cover all the institutions
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where French was taught in all the towns memtioned above

(see appendix 1). 0Of the 200 questionnaires sent out,
103 were returned, giving an overall response percentage
of 51.5%, which could be regarded as a high response in
a country where communication is a great problem.1 Three
of the returned guestionnaires could not be used becoause
they were not properly filled, thot is, not all the

items were reasponded to.

3.2 Attitude Inmstrument Used

For the collection of data, the 53-item Garcia and
Reynold's (1977) Foreign language Teachers' Attitules
questionnaire in its modified form was adopted and admini-
stered to the random sample of teachers as described in
3.1 above, The questionnaire for the study (see appen~
dix 2) comprised of 50-items. There were no "right" or
"wrong" answers with the attitude questiommaire., There
were rather, agreement or disagreement with specific
attitwde statements on a five-point scale as in the
Minnesota Teacher Attitude Inventory (Walter Cook et al,
1951).

“ 1 For 4 Survey of the Teaching of English to Nonw

English Speakers in bhe United Stotes (TRNRS) 1966,
the researchers had a roturn of 48% of the 1,683
questionnaires sent out, Out of the returned, only
30% contained sulficient information to justify
their inclusion for the study.
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3.3 Treatment of Data

As it was pointed out in 3.1 above, only 100 out of
the 103 questionnaires returned were used, The reason
was that the othcr threc were not properly filled., The
first step in the analysis of responses was to classify
teachers into threce main categories, representing the
threce broad philoscphical orientatioms in the teaching
of foreign languages. These are the Traditional
(Grammar-Translation), "Mxdiolingual and Audiolingual-
Communicative approaches, Thirty items out of the 50
items strictly identifying the three approaches comprised
the Tcacher—ériuntation Format (see appendix 3, TOF) Ten
items represented each category. The maximum score for
gach category was 50 (i.e, 10x50). The minimum score
for each category was 10 (i,e¢. 10x1). To find cach
teacher's orientation or approach, the numbers (i.e.
5-1) circled by the teacher for each of the thirty
identified items on the TOF were scored. A score of
40-50 in any one category indicated 2 teacher's strong
definition of his language tcoching approach, A score
of 30-39 for an approach indicated some ambivalence
toward the approach. A score of 10-29 for an approach
indicated a weak response to that approach., Approxi-
mately equal total scores in all three categories
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indicated inconsistency of response, However, approxi-

mately equal scores in the Audiolingual and Audiolingual/
Communicative categories did not necessarily imply
inconsistency. If a respondent's scores for these two
approaches were nearly equal, an additionzsl 8 item
inventory (sce apperdix 4) was used to classify the tea-
chers @s either "strictly audiolingual" or “strictly
audiolingual-communicative”" (Garcia and Reynolds 1977:
655). The coding of teacher attitudes was donc by the
researcher herself to ensure uniformity,

Next, thc researcher amlysed the teachers' res-
ponses to the fifty items in the questionnaire. The
items were grouped imto specific areas of foreign lan-
guage teaching relating to the seven research problems
pesed at the begimming of this study. Tables and per-
centages as well as the mean scores of all the respondents
were used to analyse the responses,

Pinally, to test the threc hypotheses formulated,
the t-test was used to compare the means of the different
groups of teachers in order to find out whether there
was gignificant dif ference between the mcans of the B.A.
and M.A,/Ph.D. academic groups the means of B.A.(Ed)/
B.Bd. professionally trained group and the B.A. non-
professionally trained group, and between the means of
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the 0-3 yoars experience group and 4-190 yetrs experience

group in respect of six itens, threc of which are
strictly traditionail and the other three strictly
audiolingual (see apyendix 5). A level of significance

of 0.05 was used.
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alysis of Data

4.1 Characteristics of Teachers

) | Table I
” Teacher Qualifications
(5 = 96)
“Ho. of Percentage |
Type of Degree | Teachers ! of Teachers |
' l
Bachelor of Arts (B.A.) - | 21 21.9%
3 }
Bachelor of frts in Bduca-) ! {
tion/Bachelor of Education; 18 18.7 ‘
B.4A(F1)/B,54} _ | o
Master of Arts (M, 1.) 7 1 7.3
Doctor of Philosophy (Ph.B) 8 8.3
National Certificate in
Bducation ; 42 43,7

_ From Table I above, it could be seen that the B.A..
E.A;(EdJ}B.Ed and the NOB hoideég ;ﬁare among them the
bulk of French teaching, accounting for about 84.%% of the
sample, Most of these teach in the secondury schools,

The holders of M.A. and Ph.D. on the other hand 2re not

as many, A3 the above table shows, they make up 15% of
ﬁhe'aample used for this study. These usually teach in

institutions of higher learning.

1. Cut of the hundred respondents used for this study,
4 did not indicate their qualifications and as such
only 96 of the respondents could be included in this
table.,
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Table 2

Teachers' Experience

(N = 100)
Years ; No. P Percentage ;
0 - 3 years 52 52%
4 - 10 years 34 34%
Over 10 yeara 14 14%

Of the 100 teachers used in this study, a total of
52, that is, 52% of the entire sample, constitute the
youngest teacheps, in terms of experience., Thege are
those teachers that have taught not more than three years,
These are followed by those whose experience range from
4 vo 10 years, There are 34 of these, that is 34% of the
entire sample, PMinally, there are those with the highest
number of years of experience, that is, those with over
ten years of experience., There are only 14 of t hen,

that is, 14% of the sample used in the present study.

4.2 Teachers' Philosophical and Methodological
Orientations

An important factor in determining language teacher
attitudes 1is thc teachers' orientation in respect of
three broad categopics of approaches recognised in the
profession, These are the traditional, audiolingual and
audiolingualecommuydocative approaches, At the onset of
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the analysis of the teacher attitudes, it is very impor-

tant to group the subjects in this study into these three
different philosophical and methodological orientations
according to their responses to those items for which the
above nomenclature are nomally used in foreign language
teaching (see for example, William Mackey's Language
Teaching Analysis, (1965). An analysis of the teachers”
responses to the thirty itews which reflect these groups,
shows that 9% of the teachers were traditional, 49%
audiolingual and 23%% audiolingual-communicative in their
approaches as the Table 3 below shows, Those teachers
who were inconsistent in their reapgﬁées, about 19% of
them, were not grouped into any of[thgee approaches.
Table 3

Teachers' Orientations in Tercaontages

| mdiolingual-- | inconsistent |
: i

o . ot 49% 23% L 19%

e

The teachers' responses to the thirty selected items
show, that of the three approaches, audiolingual approach
is the most popular with teachers, this is followed by
the audiolingual~communicative approach, The very low
percentage of teachers that are traditional shows that
this approach is not given much attention by Nigerian
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French teachers. It would seem, therefore, that teachers

used in this study, are very much under the influence of

the behuviouristic theory of foreign language learning.
Apart from analysing the teachers' responses to the

thirty selected items (that were used to group them into

their different philosophical and methodological approaches)

this chapter also intends to analyse the teachers' res-

ponses to the more detailed aspects of the teaching and

learning of French language and culture.

4.3 Teachers' Attitudes towards the Research Problems

4.3:1 Attitudes towards lMethods and Technigues:

This section is intended to analyse teachers' res-
ponses to the items related to the above r esearch problem,
These problems sought to find out teachers' attitudes
towards the following: learning rules of grammar audio-
visual aids, dialoguc memorisation, extemsive use of
repetitions, the orxder of learning the four basic lan-
guage skills, linguistic accuracy of students' responses,
situational teaching, ctc. Table 4 below shows the items,
the percentage of teachers responding toc each item as well

as the whole teacher mean for each item.?

1. For the tabulation of the data, the researcher has
concerned herself only with the extreme points of the
five point scale used, That is she has tabulated the
responses that indicate agreement ("strongly agree"/
tagree )or disagreement ("strongly disagree"/"disagrec"),
though the analysis of data included all of the five
points on the scale, TFor the purpose of ease of
reference, the terms “agree" and “"disagree" will be used
to imply the responses "strongly agrece” and strongly
disagree respectively as well,
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Methods and Techniques

; Lven. Percentggi ;goTeachers Whole Teacher

_ Responding ‘ Mean }
;_ ngreement Disagreement {
| . T o e |
| . 21% e 2.2 |
48 3% I 54% | 2.6 |
E 13 . eis 13 4.0 ;
|4 . 95% " A% 4.5 ‘
20, 90% L o 4.4 |
i i i 66% 1 ug 3.4 ;
i 45 LT : 18% | 3.7 !
|33 9% L o% 4.4 |

The expected response to item 9 which states that
students should learn rules of grammar was agree,
whole teacher mean of 3,8 and especially the very high
percentage (77%) of teachers who agreed with the state-
ment would seem to validate the views of the nativistic

and cognitive theorists who hold that second language

learning, like first language acquisition, is creative

and rule governed (see Chastain, 1976; 59-60),

The
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Teachers were expected to disagree with the statement
that a good foreign language teacher did not need audio-
visuals to build an effective programme., 73% of the sub-
Jects did disagree. Again, this result shows that French
teachers both as a group and individually have a positive
attitude towards the use of audio-visuzl aids in language
teaching. Their attitude supports the general view held
by linguists regarding aids. Adeyanju (1976: 8) had
observed that teaching aids motivate learners as well as
aid teachers in explaining concepts which exist outside
the classroom,

The assertion that dialogue memorisation was an
effective technique in the process of learning a foreign
language (item 13) expected the response “agree" or
"strongly agree", The percentege of teachers that agree
with the statement was very high (81%), This is an
indication that Nigerian French teachers are in agreement
with one of the main principles of the audio-linguists,
which is, emphasis on the use of dialogues, Rivers and
Temperley {1978: 33~34) have also empmsised this when
they observed that comwersation-facilitation dialogues,
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short and full of expressions of wide applicability, might
be memorized to the point where the useful segments were
immediately available for use, Item 4 which states that
extensive repetitions, were needed to form the new language
habits was alsc very positively responded to, 95% of the
teachers agreed with the statement. As in the case of
the three items discussed earlier, Nigerian French
teachers support the audiolingualists' view that repeti-
tions are very important for effective language learning.
Misbel and Mouly (in Chastain, 1976: 81-82) have empha-
gized the usefulness of repotifdenas a technique in
language learning.

The teachers' attitude towards the order of teaching
the four language skills (item 20) is algo very highly in
favour of the view of the audiolingual theorists, who
stress that foreign language learning should proceed in
the order of listening, speaking, reading and writing
just as it is in the acquisition of first langusage.

Their attitude was less pronounced (66%) with regard to
the view that one could exchange ideas spontansously in
a foreign language without having linguistic accuracy.
Their responsc, however, shows a support for the views
of Jakobovits, (1971) and Ackerman (1972) who maintained
that effective communication was possible without a high

degree of accuracy in phonology and syntax, It should be
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noted, however, that feachers as a whole {mean = 3.4)

vere undecided in respect of what should be the relation~
ship between communication amd linguisftic competence.
There is a high positive response by the teachers for
item 33. A total of 96% of them agreed that simmlated
real life situations should be used in teaching conver-
sation skills, Nigerian Prench teachers are, therefore,
positively in support of situational meaningful teaching,
which is very essential ior effective language acquisition.
The overall results as shown in Table 4 above point to
the faet that Nigerian French teachers are more audio-
lingual and audio-commuanicative in their approsch than
traditional.. However, their score for item 9 shows that
they are sometlimes cognitive in their approach.

4.3.2 Attitudes to Utudents' ILevel of Proficiency:

In thisg saction, the researchcr analysed the teachers’
responses to the items related to the above research pro-
blem. These items sought to find ocut what the teachers'
attitudes were towaric the following: correct application
of the four skills, rcalistic nature of the goals set for
students, linguistic accuracy of students' responses and
syntactical errors, the reletionship between the amount
of vocabulary acguired and speaking proficiency. Table 5
below gshows the items, the percentage of teachers respon-
ding to each item and the mean scora of cach item by all

the teachers.
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Table 5

Attitude to Students' Level of Proficiency

éItems ; Percanggggoégzggachers %gg:ie Teacher
L_ ;Agreement E Disagreement i
3 esw | 10% l 3.7
:?0 32% 38% 2.9
12 64% 18% 3.7
41 49% 337 3.2
44 66% 24% 3.4
a9 | 64% 30% t 3.6

-

The expected response to the statement that profi-
ciency always implied correct application of the four
skills (item 3) is "disagree" 65% of the teachers, how-
aver, agreed with the statement, while only 10% disagreed.
The whole-teacher mean (3.7) also indicates a general
teacher inclination towards agreeing with the statement,
The available literature, however, shows that this state-
ment is not true. Jakobovits (1971 ) has for example,
obgserved that students need not master a2ll the four skills
to be able to communicate., Chastain (1976) noted that
communication did not reguire a perfected language system

and accused teachere of tending to stress syntax rather
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than meaning. Teachers' attitude to this item raises
questions &s to their awareness of the current practice
regarding the acquisition of skills by foreign language
learners especially as learning is becoming more and more
student-centred. This shift in emphasis is as a result
of the realisation of the importance of the learners
interests, needs and aptitudes which account for dif-
ferences in students' performance in the various skills.
Some students, for instance, may be very god in reading
and writing but poor in apeaking and vice versa. It is,
therefore, unrealistic for Nigerian French teachers to
expect that students would always perform correctly in
the four language skills, A more detailed analysis of
the responses8 to this item by the different groups,
shows that, even the professionally trained teachers like
the holders of NCE, B.A.(Ed) and B.Ed certificates were
all agreeing with this statement, This is contrary to
what one would expect considering that these teachers
unlike the non-professionals had passed through Teacher
Education Programme, which must have offered them the
opportunity to know about some peychological issues that

are involved in learning.
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The next item related to the questions this section

sought to answer had to do with the goals of secondary
school Prench teaching. The expected response to the
suggestion that the golas set for secondary school
students were unrealistic was "disagree", However, only
38% of the teachers actually disagreed with this state-
ment, while 32% agreed. The whole~teacher mean further
indicates that the teachers' attitude towards this item
is far removed from the expected response., In fact, the
mean is very close to undecided (2,9), Here, it is
strongly svspected that Nigerian French teachers may be
ignorant of the goals set for French learners, for
.example in the WABC syllabus (see appendix 7) and also
in the report of the workshop by the Nigerian Educational
Research Council (1972). Could it be that such documents
are not made available to teachers? Or, is it that these
are available but the teachers teach without referring
to them? If this last question is the case, could this
not be one of the contributing factors that are respon-
sible for the yearly poor performance of students in the
W.A.8.C, French examinations?

Like item 3 in section 4.,3%.2 above, items 12 and 44
are concerned with linguistic accuracy and may, therefore,

be treated together. It should 2also be interesting to see
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how consistent teachers are in their responses tc such

closely related items, Item 12 wanted to find out
whether it was important that students' responses in the
target language be linguistically accurate, while item 44
wanted to know whether one Could exchange ideas sponta-
neously in a foreign language without having linguistic
accuracy. The expected responses for these two items
were "disagree" and "agree' respectively While a‘*tdtal
of 64% of the teachers agreed with the statement of item
12, 66% of them agreed with the statement of item 44.
These results do show[;igh degrec of inconsistency in the
teachers' attitudes towards linguistic competence. If
the teachers agreed with item 12, they should disagree
with item 14, for these two are opposing items, The in-
consistency of the teachers' responses shows that[ﬁggggara
are not very clear about their ideas on linguistic com-
petence., Their mean scores for the two items also con-
firm this,

Teachers were also agsked whoether thoy would regard
students' syntactical errors as a natural and inevitable
part of language learning (item 41), only 49% of the
teachers agreed with this statement, 33% disagreced. The
expected response was "agree'", The low percentage

number of teachers who agreed with the statement shows



68
that many of the tsachers are still illiiberal. That is,
many are degmatic and strict rcgarding students’® errors.
The whole~teacher mean also zonfirme “he negative atti.-
tude of teachers towarde errors as a group., The reviewed
litercture has revealed tha%t cerrors are inevitable in
language learning. ZIarry Seclinker (1972 ) had observed
that many error analyses had revealed linguistic dif-
ferences between the sentencecs produced by native
speakers and corresponding sentences produced by foreign
language learners., Chastain (1976) went further to state
that even first-langusge learners commit a multiple of
errors as they progrese over a period of years (see also
H.V. George (1972: 46) and Pit Corder (1975: 204). To
item 49 which stated that the more vocabulary a student
accumulated the more chances he had of speaking the lan-
guage, 64% of the teachers agreed, The expected response
for this item, however, is ‘“disagreec”, The teachers'
response shows that these “eachers are traditional in
their attitude towards the acquisition of vocabulﬁry.
Thic attitude was unexpected by the researcher in view of
the trend in foreign language learning today, Emphasis
on vocabulary acquisition is a thing of the past, a tech-
nique of the traditionalists who were more interested in

translation of texts either by reading or writing. Today,
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the emphasis is more and more on oral competence.

4.3.3 Attitudes towards Oral Communication:

This section deals with the teachers' responses to

"the items relating to oral commnication skills, The
items sought to find out what the teacherd' attitudes
were towards developing oral communication skills through
grammar - translation approach, (that is, if they are
traditionalists) or through an oral approach (that is, if
they are audiolingual) etc. Table 6 below shows the per-
centage of teuachers responding to the various items and
also the whole~teacher mean scores.

Table 6
Attitudes towards Oral Commmunication

| : N = 100 !
Items Percentage of Teachers ,Whole Teacher
. Responding i Mern
j Agreement . Disagreement | E
= 'r i
1 p T . 25% :, 3.6 !
6 | 55% 320 R |
27 L 63% !- 27% l‘ 3.5 j
i - y
31 | 67% ! 20% % 3.5 1
: !
47 ; 49% i 39% | 3.1 i
L | -

71% of the teachers agreed to the statement that

the grammar-translation approach was not effective in
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developing oral communication skills (item 1). The
teachers'! attitude is in 1line with the expected response
which was "ogree®, Their attitude tc this item also
shows that the teachers are not traditionally inclined.
But the response given by the teuchers to item 49, which
stated that vocabulary acquisition was effesctive in
developing oral skills, indicates some inconsistoncy.

Up Yo 64% of the teachers agreed to the above statement,
This inconsistency suggests that Nigerian Prench teachers
may be confusing issues, If they agreed with item 1,
consistency demands that they disagree with item 49,
which is an opposing itemn,

On whether everyone capable of learning to speak his
first language should be capable of learning Lo speak a
foreign language (item 26) the expected response was
Yagree" but only 55% of the teachers agreed to the state-
ment while about 32% dissgreed with it. The whole-
teacher mean (3.3) shows thet generally teachers' atti-
tude towards this item is somewhat undecided, The teachers'
responge is an indication that not many French teachers
in Nigeria are aware of the idezs and beliefs regording
the innate ability of all to learn a second or o foreign
language at leost as postuloted by the transformztional

generativists. Peter Strevens (1977: 43) noted that
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every learner without exception up to the onset of seni-
lity who could acquire his mother tongue was potentially
capable of learning 2 foreign language, ILambert and
Gardener (1971), in o study that they conducted, found
that a pupil's foreign langunage achievement depended more
on his attitude towards the target language than on his
linguistic aptitude. Item 31 wanted to know if students
who did not read well could still be successful in
learning to communicate in a foreign language. The ex-
pected response to this item was "agree" and 67% of the
teachers agreed with the item showing a positive atti-
tude to it., However, this response raises doubts about
the teachers' response to item 3 which stated that pro-
ficiency always implied correct application of the four
skills, 4 total of 65% of the teachers agreed with the
statement, which is inconsistent with their response to
item 31, The teachers should have disagreed with this
item since they agreed with item 3, What could be the
reagon for the inconsistency of the teachers' attitudes
towards these two items? Could it be that they did not
comprehend the statemente of the items? It is possible
that some of the teachere especially the non-professionals
did not understand what was meant by the four language
skills. An analysis of the mean responses to item 3 by
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different academic and professional groups, (NCE, B.A.Bd/
B.Bd, B.A., M.A., Ph.D.) however, shows that professional
training did not influence the professional teacher
groupe in their response to this item, The N.C.E. and
the B.A, Ed/B.5Ed. groups, for ingtance have approximately
the same mean scores (3.5, 3.3 respectively) as their
non-professional counterparts, the B.A. and the M, A.
groups, who scored 3,9 for item 3. What this suggests
is that French teachers on the whole might not have com-
prehended well the implication of the statement of item 3.
Item 47 asked whether foreign language learning was most
successful when based exclusively on an oral approach.
The response expected te this item was "disagree". The
percentuge of teachers disagreeing, however, is just 39%,
while about 49% agreed to the statement. The whole-
teacher mean shows that there is an inclination to be
undecided. The teachers' response gives the researcher
the impression that some of these teachers adopt what
Glifford Prator (1976: 6) called & “pendulum syndrome"
approach in language teaching. In other words these
teachers are not eclectic., The above result also suggests
that the teachers emphasise oral skills while ignoring
written skills., An attitude of this nature calls for an

immediate change because, in any foreign languare programme,
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both oral and written skills are emphasised., This is
more 80 in the Nigerian situation, where French students
are required to take examinations in all the four skills,

4.3.4 Attitudes towards Some Psycholinguistic and
Sociolinguistic Issues.

In this section, the researcher analyses the teachers'
responses to the items covering the above problem, She
sought to find out through these items the teachers'
attitudes towards: the relationship between a learner's
success in speaking the language and his motivation to
contimue language study, individualised instruction,
teaching of cultural materials as a motivating factor to
student ability to speak, teaching foreign language to
children and making langusge learning a fun, Table 7
containe the percentage of teachers responding to each
item as well as the whole teacher mean scores,

Table 7

Attitudes towards some Psycholinguistic and
Sociolinguistic Issues

;| Items | Percentgé; ;goTeachera Whole Teacher }
! Responding Mean i
L Agreement _;_Disagreement 1 }
5| 79% ; 1% IER
L 8 36% : 41% | 2.82 \
6| 406 | a4% L 2.9
34 30% | 52% ! 2,73 .
43 | 61% | 26% . 3,21 |
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-Item 5 wanted to find out if the student's mo ivation
to contimme language study was direcetly related To his
guccess in actually learning to speak the language,

For this itcem the expected response was "agree". The
porcentage of teachers agreeing with the statement is 79%.
The whole tetcher mean also indicetes a very positive atti~
tude of teachers towards this statement. The teachers!
regaponge corroborates what Peter Strevens, (1977: 44-45)
S8aid about the relationship between a learncr's success
and his rate of learning. According to Strevens, insuf-
ficient evidence of successg was usunlly followed by a
drop in the rate of learning as weéll as by diminished
confidende and interegt in learning the language.
-Jakobovits (197!: 64-65),. giving a conerete example, ob-
served that a student capable of reading advanced mate-
rialsg in a foreign language but who would not understand
the spoken language night minimize his actual achievenment
and knowledge of that language. |

Ttem 8 sought to know teachers' attitude as to
whether individualising instruction was not feasible in
foreign languasge classes, The response expected for t his
item wag "disagree® but only 41 of the teachere dis-
agreed with the statemsnt while 36% agreed with it. The
whole~teacher mean shows a high inclinfAtion towards un-

decided. The attitude of the teachers to this item might
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very well be a4s a result of the French teachers' unaware-
ness of some of the trends in foreign language learning,
especially as regurds individualisation of instruction.
This is & plausible interpretation of their attitude
because clags size in French in Nigeria today is generally
small, Of course, some of them might not have sensiti-
zed themselves to individualised teaching during their
preservice training. Available literature has abundant
evidence on the importance of individualisation of instruc~
tion in foreign language learning (see, for example,

June Philips' review in The ACTFL Review of FLE, Vol. 5
1974: 252-254)., It is very important therefore, that
French teachers in Nigeria be made aware of this as this
may help in taking care of slow learners.

For the statement that cultural material did not
increase student motivation to learn to speak a foreign
language (item 16) the expected response was "disagree',
However, the percentage of teachers disagreeing with this
statement is 44% while about 40% agreed with it. The
whole~teacher mean shows that the teachers' response to
this item is not high enough. The low percentage of
teachers that disagreed points to the fact that not many
French teachers have an integrative attitude towards the
teaching and learning of French. It is more than likely



76
that such teachers would not encourage their students to
have an integrative motivation towards the learning of
French (see Gardner and Lambert 1972: 131-145). 'The time
has passed when language was taught without reference to
the culture of that language. Today, the languuage teacher
is also of necessity a teacher of the target culture.

Many scholars have stressed the singular importance of
cultural instruction in any language learning programme
(see Mill Bdgerton's review in The Britannica Review of
Poreign Language Education, 1971, Vol. 3:60). According
to BEdgerton, an experience of language and culture enabled
the student to attéin a richer self-development and a more
compassionate understanding of others (see also Fishman
1976: 9). In recognition of the importance of cultural
instruction in foreign language learning, the North Bast
Conference on the Teaching of Foreign Languages (1960)
advised foreign language teachers to hold a positive atti-
tude towards the nature of language and culture 48 a whole.
Item 34 sought to find out the teachers' attitude towafds
the issue of whether one must begin the study of a foreign
language early. The expected response for this item was
"disagree", Not many teachers in this study disagreed wiph
the statement (just 52%). 30% of them agreed with it.

The teachers' divided opinion is not unlike the division
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of opinion among scholars concerning the issue of foreign
language study in the early years.

This subject has been a very controversial one with
some scholars strongly supporting the idea while others
are very much orposed to it. Iike the issue of methodo-
logy, wmany scholurs have attempted to carry out studies
to produce evidence either to support FIES or to demon=~
strate the ineffectiveness of such a programme (see,
Stern and Weinrib, Language Teaching and linguistices:
Abstracts, Vol. 10 No. t Jan 1977: 5-20, see also section
2 in the present study). Like the controversy over the
guestion of methods, the problem of whether the study of
foreign languages should be started at elemeniary school
is very much 2 controversial one., Although studies have
been carried out in many parts of the world, these stu-~
¢ies have becn inconclusive. The teachers' response to
this item shows that not many of them (just 30%) agreed
that the teaching of foreign languages should etart in
glementary school, Thig finding is guite revealing in
the sense that it is counirary to the expectation of the
present researcher, BShe had thought that the majority
of the teachers would support the idea of PLES a2nd see it
ag a solution to the difficult times the teachers have in

introducing French for the first time to children in the
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secondary school., On the contrary, the teachers' response
generally indicates their support for the decision taken
by the Nigeria Bducational Research Council (1972)
regarding the teaching of Prench in the primary schools.

On whether language learning should be fun (item 43)
61% of the teachers responded positively,” showing that
French teachers are not rigid regarding clussroom control
and possibly that they are also aware of the psycholo-
gieal implications of an informal and tense atmosphere
for learning, According to Alexander Baird (1967), extra-
linguistic factors such as informality and a relaxed
atmosphere are necessary factors for language learning.
Meyanju (1977) more specifically noted that in an atmos-
phere of rigid formality and in which the teacher domi-
nated every phase of the lesson, corrected every mistake
and ridiculed the slow learner, very little learning
would take place,

4.3.5 Teachers' Attitudes towards Their own
rench:

In this section the researcher analyses the teachers'
response to the item that relates to the teachers skills,
for example, oral communication skills, Only item 37, on the
questionnaire deals with this problem. The expected
response for this item is “disagree", A total of 64% of

the teachers disagreed with this statement while 30#% agreed
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with it. The whole~teacher mean which is 2,3 also irdi-

cates that most of the teachers disagreed with the state-
ment. This shows that Prench teachers in Nigeria fully
support the idea that teachers of language should be
fluent themselves in order to effectively teach the
students, Peter Strevens (1977: 74-75) stressed the need
for the language teacher to have a good commend of his
subject. According to him, the teacher of a language was
the learner's model, especially concerning the spoken
language, He maintained that if the teacher's command of
the language was inadequate, the learner's achievements

woula be impaired.

4,3.6 pttitudes towards Laboratory and Other
B Toovisuat (s

This section is intended to analyse the teachers’

responses to the above research problem through specific
items relating to the problem, These items sought to find
out the teachers' attitudes towards: the use of teaching
aids, daily use of the language laboratory, using lan-
guage laboratory for beginners or for advanced students,
the indispensability of the language laboratory. Table 8
below contains the percentage of teachers responding to

each item as well as the whole-teacher mean scores.
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Table 8
Attitudes towards Language Laboratory and Other Aids

' r N = 100 i 1
E ! Percentage of Teachers Whole Teacher
|Items Responding Mean
' Agreement . Disagreement
7 21% | 3% §.2
35 295 ' 48% L 2.7
18 64% 17% 3.7
23 63% 26% 3.5 |
29 63% 27% 3.6 |
{ | !

Item 7 and 35 will be treated together because they
are closely related., Item 7 asserted that the French
teacher did not need any audio-visuals to build an effec-
tive programme while item 35 drew teachers' attention to
the fact that audio-visual aids were time~-consuming.

The expected response to both of these items was "dis-
agree", Table 8 above shows that while 73% of the
teachers disagreed with item 7, only 48% disagreed with
item 35, For item 7, therefore. a fairly large percen-
tage of teachers considered audio-visual aids very
important in building an effective language programme.

It shows that these teachers fully support what available
literature says about the necessity of using audio-visual
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alds by language teachers. Harding (1969) argued that
the combination of visual and aural presentation was
likely to make a deeper impression on the pupil than
could be achieved by conventional textbook teaching
alore, According to leec and Coppen (1968), visual con-
texts must be provided by the teacher if he was not to
use & crude translation method which would give the wrong
kind of results.

The teachers' response to item 35, however, is not
as high as their response to item 7. Only 48% disagreed
with the statement. The whole-teacher mean even indi-
cates an ineclination towards undecided. What this res-
ponse ghows is that teachers agree that audio~visual aids
should be used for effective language teaching, but that
there is not enough time to use all of the aids that are
available. It may be that those teachers who agreed with
the statement (about 29% of them agreed) were influenced
by the fact that they have not enough periods for the
teaching of French on the school time-table,

Teachers' opinion was also sought concerning the
effectiveness of daily use of the language laboratory
(item 18), and also concerning the indispensability of
the laboratory in language teaching, (item 29), Their
opinion was also sought on the question of whether the
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language laboratory was more beneficial for beginning
language students than for students at advanced level
(item 23). The expected response for these three items
were "agree", "agree" and "disagree" respectively. About
64% of the teachers agreed with the propositon that the
language laboratory was effective if used everyday, while
only 17% disagreed, Similarly, 63% of the respondents
agreed with the statement that the language laboratory
was morz beneficial for beginning language students than
for advanced students, On the other hand, the respondents’
attitude to the propositon that the laboratory was indis-
pensable for teaching and learning a foreign language is
contrary to the expected response. The majority of the
teachers, 63%. agreed with the statement, while only 27%
disagreed.

The effectiveness of language laboratory in the
learning and teaching of languages has been a subject of
hot debate. Some researches as shown in Chapter 2 of the
present study have evidence to show that language labo-
ratory is not indispensable in the learning of a foreign
language., Others, hovever, give contrary evidence.

Thus, just like over the two methods, differences of
opinion exist over the usefulness of the language labo-
ratory. The high percentage of the French teachers in






