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A 5TUDY CF RELA TIC"”&P "BETVELN STATED OBJ"C IVES, LEARNING

i

L1

APERIZNCIS AND IZVALUATICK FRECEDURES I THE SPECIALIZED

'

PROGRAM - CF PRIITARY SKCd RS 0 BNGLISH IN UGANDA
Celestlne Noa llasasa

[id . -,

This is a. study of the relationships between stated-objectives,
_learnina experiences and evaluation procedures in selected parts of
the specialized program of preparation of primary teachers of English

in Uganda., The data were collected between June and fugust 1972 in

! o
five of the twentv-seven primary teachér training collegeg of twe
e

- Yoy
types run by the Covernment of Uganda: Crade II colleges and “rade IIX
colleges.
, . d
* In the study, the author focuses on: . -

1. Relationships hetween the expected outcomgs set by the

Znglish progran and portrayed by the syllabus objectives,

s the tutors' ohjectives and the student teachers' objectives;

2. The learning activities provided and how they are related

to thn cbjectives setj

"3, The nature of thc evaluaplon procerdures used in order to
™ : _

. " find whHether the objectives have been’ achieved;
4, The reiﬁtionéhips between syllabus objectives, tutors’
chiegti ves, thé learning activities and the evaluation

3 a

procedures.
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The need for such a\atudy is backed by the ‘act that the Ugand iinistr
oF‘hducat1on and the National Institute of Zducation are seeking ways

to rqvise the anlish program within a reform of the whole structure

of teacher education in the country, = -

Key questions were-developed inte which specific inguiry was
made by cquestionnaire, intérview, observation ‘and exanination of

materials used. A model for develcpment of the instruments used and for

processing the data was derived from review of selected research, The

concéptual framework used in anélyzing the data is based on the systeps

:

apprecach utilizing Tyler's four fundamental questiong which as he says

",.. must be answered in developing any curriculum and plan of

instruction."1

V.

A sample of a porulation judged to be representative of the whole

. . g _
population was used, Five primary teacher training colleges vere selected

which, besides having the szme Znglish proqran a £all the other colleges,

were a representative croup of the teacher training colleges, Two

questionnaires, one to the student teechers and the other to the tutors

of English, were zdministered. Interviews were held vith principals,

tutors of "nglish and a nunber of other peonle connected with the

program, Cbservation zs made of ten teachar trainees selected from

each of the f:vn collegas, each teaching a lesson of Inglish. Relevant

materials were exanmined and carefui analysis of all the data was made,

'

of Curriculum and 'n‘"LctJon.

1Ra‘ﬂh . Tvler, ic Frincin lﬂ

4th Imprit, Chicago, _11. : Ihe Je Universt 3 cf ”hicgc » Press, 1971 De

€
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Theretudv comes ‘cyt with a number of very fandawental observations R

. wﬁ{‘hxcan be sunmarlacd as follows:

'.1. that the stated obJec ives whether syllabus, tutors! or -
“students', are in nost cases not behavioral; specific, and

appropriate and they do little to spell out any observable

.
2

e . .or.dem ongtraﬁable standards; ' . -
2 that although the objectivquare,stated prior to the-

learning experiences, their nature does not facilitate a

smooth-lead into the relevant learning activities iIn the
o .
whqie‘program;‘

3. that the evaluation procedures as used in primary teacher
training col’ﬂgeg do not gpnll out any schiflc criteria
thzt could be uued to a; ess effectively ang e‘ficiently the
état=d bbﬁcc tives and learning cxpericnces in the progren.

The studyv ends up with a nurber of useful sugcestions advanced

by thZ authgr and based on the above observaticns. ..

_ ey,

A‘:\ .
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languégéyiEFE_EEEZEYiQEE-iE”teaching the Ianguage and the methodology

o "y CHAPTER I ‘ W _

BACKGROUND- OF. THE STUDY

Introduction

: &

This is the report of a study of the stated objectiyes,
. - e B A

learning experiences, and evaluation procedurcs in the specialized

program of primdry‘tgachérs of English in Uganda. The study was, -

carried out betwéenrjune'hnd.August 1972, T
A former British Protcctorate, Uganda achieved its inde-

r

a

péndeuce in 1962, Since -that time English has beer the nedium o

instruction in all schools from Primary Five onwawd. English is
ihe official lauguspe of Upande eud the "liugua frsnca' du the wholc

countfy, parficularlj witlr most peoplé who have attended school,

—

evea though the populatien of the country cousis
.

linguistic differences. v , o

ts of ethnilc and

BEnglish teaching has, therefore, gaired importance and

urgency, especially in primary schools where children are introducad
to the language after they have had expericacs in -their

mother tongue. The success of English teaching in Ugandan primary .

schools depends langely on -teachers' knowlzdge of the English

L

of teaching it to children. An experienced, language t.eacher,

v

. -
. : e

" Sttevans; -pointed out that the ability of a teacher of-qulish‘must B




.-

be such that he can use it quickly and readlly, hgt 1abo¥i;;;iy and '

with much looking—up of dgk“ilg, that the teacher must uge the

variety of English which has been agreed upan for educational usej.

and that his understanding must go beyond merely the "textbook

English" that he teaches in class, in the same way" as teachere'oE'
any‘subject must poesess a wider understanding and‘experience than’
- the minimum for. successful teaching.l The congetencelgoséeseed by
teachers.of English in prinary schopls ;ﬁ Uganda depends in part on
the type of English program that oéeraéee in the teacher training

" ‘colleges. :

Twenty—seven teacher training colleges of two types are run

by the Government of Uganda. Grade I colleges and Grade IIT

.

‘colleges.l The ‘Grade 1I colleges provide a tour—year course for-

teacher trainees who come straight from Primary Seven. The first

-

L two‘years areudevotedgto intensive-academic work:in-the subjects .
' "teacher—trainees intend tO'teach in the primary schools, and. the
:l last two years are used for pedagogical training and practice o

teaching in primary schools._ The Grade III colleges ofﬁer a two~year

&

course for teacher—trainees who enter after their school certificate

(four years in senior secondary schooling after Primary Seven) and

upgraders (Grade II teachers who want to become Grade IIL after a
"»certain number of‘years of teaching experience) Graduates of. the

-~ ’ " - . o ) L - ""(V_v
1Peter Strevans. '"Improving the Teacher s Own -English" in
.Teachers of Eiglish. as-.a Second Language: Their Training and

""Preparation,’ gdited by G E: ‘Perren. Cambridge, England Cambridge
University Press, 68;. .r207.' o .




" Grade IL colieges used to teach in Primary One\toﬁEive, end-thelw)f
o . T o,

Grade IIT teachers taugﬁt\iENPrimarv.Six‘and'Seven. ﬁﬁueVer; this -
difference has now been elininated and the two types of teachers ./
are trained to teach from Primary One to Primary Seven.. . _

Alternatively; in some teacher training'colleges, teecher—trainees-"jsf

or upper primary methods.

SR ' The Purpose of the Study

This study is meant to examine’ relationships between objectives,‘“

learning activities and. evaluation procedures in selected parts-of the-

program used in preparing primary teachers’ of English in Uganda... T

this examination the investigator focuses on:

~ . . 1. Relationship between the expected outecomes set By the

the tutors' objectives, and the student teachers'
N »

objectives, ] P

) 2.7 The learning activities provided and how they are related
to the objectives set; 4

V 3. .The.nature of the evaluation procedures used in order to
find whether the objectives have been achieved'

.4;' The relationships between syllabus ob;ectives, tutors

objectives, students'”objectives, the learning activities

- 4 . — Re
- and the evaluation procedures.«' ) v

English Program and portrayed by the syllabus~object1ves,_ y




Lo Findings from the study make possiblg a description of the
’ )

extent and nature of %Eig&ionships or lack of relationships between

l

o the objectives, learning activities -and evaluation procedures within
the context of the English program for training primary teachers of . - R

English. C .. '".b S

The Need for the Study

In 1952, the Ugandan Government, owing to the recommendations
of the DeBunsen Cbmmittee.oniﬁducation in Uganda,l_decided to'intro- .
>L.¥ ff’ vf duce'ﬁnglish 1anguage courseS'and English methods courses in;all'the :

2
primary teacher training c&lleges. During the two decades since

‘.?then teacher-trainees have been taught to teach English in primary
z,schools and to teach other subjects through the medium of English. -

.However, .no study has been ‘done as yet to examine relaticnahips

'_TA thorough examination of the objectives, learning opportunitles and

et - .

e

evaluation procedures,in the present ‘program should contribute to

R

. \ e »
> Loy v
1,7~ HE

- " -, L S R T N
lDavid Scanlon.,-Education in Uganda. W4dshington, D.C.:.
. U S. Government Printing Office, 1964, p. 70. SR

4

e
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Methodology of the étudy.is described in, Chapter II. In

. , - .
Chapter III a review of séiqg&:? literature is used to identify key
questions to be investigated. ”Findings are reported in Chaﬁters.IV,

V, and VI. Observations and recommendations are discussed in Chap;er

VII.



METHODOLOGY. OF .THE STUDY
<5

- The purpose ‘of this study was to ‘examine relationships o

between three components. stated objectives, learnlng experiences

" and evaluation procedures, in the specialized English program for

teachers of Englisn dn Ugandan schools. It”was, therefore;"

necessary to work out .a typewof approach and methods that would

. enable‘the writer to collect as much information‘as;possible withiniw;-

the’ limits of time. at, his disposa1 "It was his’intention, too, to

construct the most. appropriate instruments as suggested by the type’

of research that had to be done. It was thus 1mportant first of

" all to decide on the nature of the“study S0 3s to be able to..

determine ‘the right instruments to use.

The Questions Being Investigated and

. Nature of the Study

«

‘In ekamining relationships'between‘objectivés,'learning

experiences .and evaluation procedures of a teacher education program,

a eystemS'approach gives basic insight'that“iS“helpfuli' A number

" of fundamental questions«about»interrelationships within the system

have to be asked:

1. What are the“relatignships among objectives stated by.‘
parts of the syStem, that is, by the syllabus coming
from the Uinistry oF Education and the National Institute

-

of Education, ox tutors and- by students? ;Vt-»ﬂ5’




2. - What are the relationships between these objectives and
, Vige _
the 1earning exp! rlences in the program?
3. What are the relationships between the objectives, the

1ea;ning activities end the evaluationbprocedures used

™, in the program?

Specific inquiry into* theae questions was made by question—

naire, inte;\iew and examlnation of materials. A model for development

{ -
H
,

of the'instruments Eﬁedcend for processing the data was derived from

. " review-of selected resdarch. _

In his chaptefﬁen "Non-Experimental Research,"1 Wiersma

discusses educatlonal studies which are not concerned with the
manipulation of varlables. As he comments, these‘studles id educa~-
tional research are conducted to determine the stetesqquo, and/or to
- find out eaat,is currently goingycn in an educational program or
_project.'-He calls these studies.surveys (at times "status studies"),
and ‘discusses them under;the_broad title "Survey Research.” He
futther emphasizes that these surveys’;rovide ﬁany facts which are
not only important but necessary to the educatipnal enterprlse. They
deal with questions about what is rather than why it is so. Thetstud§
) repotted‘here is a study of what ie'With reépect to relationships
between the objectives, the learning experiences and the evaluation

o

Seeoi*“-procedures of the specialized program for primary teachers of English.

i = ' )
. William Wiersma, Research Methods in Education: An Intro-
duction. Philadelphia, Pa., and New Ybrk, N.Y.: J. B Liopincott




'discuéses three diffqrent%ﬂﬁiﬁ:ia for classifying. types. One "~

In his detailed ekplanation,of survey studies, Wicrsma
. . j’r

ka .
eriterion is the nature of the<“variables that are under investiga-

,tipn. Under this é&iteyion may .be included survey studies involving

Lo

tabulation gf%uangible variables, which are classified as status
B & - . . '

a sample~of‘the same pepulation; inferences can be made 1qyer on the

~used, the personal:interview and the questionnaire. These criteria

studies:;"Survejé déaling'with people‘s pefceptions;and feelings in

-counectlon with soc1oiog1ca1 and psychological. variablés may be-

claqsifled as survey research ' Wlersma states that a secon& eriterion

f01 the classiflcation of surveys hgs to do w1th the group heasured

whether a sﬁmple or a popu]atlon. Research. attemprlng to dLaL with

a 1arge populatlon of uniform characteristicq would better utlllze

whole population. A thifd.clagsification‘éf surveys‘is by the

Ty

criterion of method of.data collection. Although there are many
plocedurce for data collecticn, for the purp0ao of this qucuss*on . '

on surveys, he considers two methods as appropriate and commonly

L

.

provided direction for the pregent étudy. . : o

Nature of Questions Studied
y <

The variables investigated in this study may be expressed as
questions to be answered as follows:
1. What are the syllabus stated objectives for the program?

2. VWhat are the tutors' objectives?

3. What are the student teachers' objectives?




’

- 4, 'What is the relationship between syllabus objectives and

" _tutors" °b33°ti“iwig

£

5. What is the relationship between- the tutors' objectiges
. o and the student teachers objectives? Z‘

6+ What is the relationship between the" syllabus obJectives :
and the student teachers objectives?

A ‘ *<”r7.' What are the learning—activitles as planned in the

. :
=t

;M@syllabus?
8. How are the learning activities as perceived ‘by the
——_ . " - tutors, related to~the objectives?
9. How are the 1earning activities as perceived by the
student teachers, related'to the objectives?
10. What evalnation procedures are‘used by the tutors on

teacher-trainees, or by the teacher~trainees for self-

o e - evaluation?
11, ﬁﬂat-is the relagionship Petween evaluation procedures
and the objectivés? i
l2. What is the relationship between evaluation procedures
and learning activities? 4
Primary'data collecting devices were questionnaires and
interviews. AAsample of a population.jgdged to be representative of
" the whole population nas used.’ There are tWenty-se;en primary
7; ' teacher?trainiug colleges.in Uganda. Five were selected which,
4,besides having the same Enélish(program as all the other colleges, -

* . 'were a representative-group of the teachsv-training colleges. The

ks



“a population assumes' (IY identifiable populations (a priori),
(2) the tendenoy of populations to fit some pattern of distributioa,

. (3) likelihood ‘that the population is repre.,entative.1

%btudy are ‘shown in Table 1.

© -

......

e

The five colleges (out of twenty—seven) selected for this

Scranton, Pa.: International Textbook Co., 1970, p. 127.

1y, H. McGrath.

-

B

' selection followed the idea recommended by McGrath thaﬁ'sampling -

‘Research Methods and Designs for Education:,

~
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‘Table 1

Information on the Five Teacher Tralnlng
Collegeq Selected for the Studyl . "y

11

-

1,‘

Informatlon on Lhe Five reacher Training Colleges

‘Selected for the Study

-

Nﬂme

Location -

Grade

Student Enrollees

English|

"Tutors

Cannon Lawrence
College

| Boroboro.

IIT

Total of 190

Boys and girls from
all of Uganda but
mostly from the
Northern Région

.3

St. Scholastica's
College

e

Rinyamasika

II

Total of 240
All girls, but mostly

from the Western
Region

Shimoni Coljgge

2
Kampala

CIID

Total of 165

Boys and girls but
mostly from the
Central Region

Kabwaugasi College.

Mbale

IT.

Total 172

Boys and girls from
all of Uganda, but

mostly from the

Eastern Region

Moréto College

"Motroto

I1

Total of 140

All boys with a,
majority from the
Eastern & Northern
Regions

lSee Appendlx G and Appendix H for demographlc 1nformation

on ‘students and tutors.
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The Engllsh program followed by- the selecred five teacher—

=,

¥,
trainlng colleges was examlned by an analysis of the syllabus, the

texts used and tests adminis*ered in the colleges. In addition two

—-

: questlonnaires vere administered to the teacher—trainees and to all -

v

k

English tutors in the five colleges.l

The first questionnaire was.directed to first and final year

students in order to gather information-on:

1.

2.

- T

4,

5.

6.

7.

Their educational background;

Theixr Beckgreunq_ih”English;

Their knowledge of the syllabus and the stated objectives;

_ Their ability'to state instructional objectives;

- The type of learning experieénces or/and éxtra-curricular.

-overall program;

k)

activities thej had been involved in in relation to the

L]

' Their knowledge of methods and materials for .teaching

‘EngliSh; and

Their assessment of the.adequacy of these methods and

materials.

The second questioﬁhaire was directed to tutors of Eﬁglish—in

the fiveﬁteacher-trainingﬂcolleges. It was intended to seek informa-

tion about thelr piofessional qualifications; the opportunities they

had-had to imprpve»their professional qualifications, the objectives

they set fer themselves in teachihg speech,,reading, writing and

i

1

See Appendixee:B and C for'copies qf duestionnaires.

3
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listening, the methods they used and their perceived adeﬂuacy of
the methods and materials’ they ha&‘atggpeir disposal. ’

The plan of the study called for field observation in order

. to examine the relatiOnship between student teachers' instructional
objectives and planned activities and materials dased. In the’field
observation the 1nvest1gator made use of the work of hbskow1tzl and
Flanders.? Moskowitz had adopted and modified .the Flint System
(ForeignvLanguage Interaction System) which is related to.Flangeté
Interaction Anal'sis‘éetegory (FIAC). For the purpose of this

. study, and inspired by the knowledge.gained from exploringlFlanders{
and Moskowitz's categories, the wrirer then devised a "Square
System to observe a sample of ten students from each college, each
teaching one lesson of English. The purpose of this exercise was to s.
discover the type of methodology used. Students' lesson plans were
. examined for stated objectives and for overall arrangement. Comments
written on the lesson plans by tutors and students were examined

after the lessons had been taught. «Observable variables in each

‘student's lesson were coded on a "square system" matrix as follows:

1Gertrude Moskowitz. "The Flint System: An Observational
Tool for the Foreign Language Class" in Mirrors for Behavior: An
Anthology of  Classroom Observation Instruments, edited by Anita
. Simon. " Philadelphia, Pa.: Research for Better Schools and Center
for the Study of Teaching“at Temple University, 1967, pp. 15, 1-5.

-~

2Ned A. Tlanders. 4nalyzing Teaching Behavior. Boston,
Mass.: Addison—Wesley Publishlng Co., 1970, pp. 28-53.




-Table 2

'The’ Combined FIAC—Fﬁlggmiyétems*

ap ' 2 -
o )

v

TR

The FIAC System

The Flint System

TEACHER-TALK

7a. Criticizes student response

A

=T
. (S . .
H 1. Accepts feelings é 1, Deals with feelings
z 2, Praises.or encourages 2. Praises. or encourages
& 3. Accepts or uses ideas & 2a. Jokes
3 ™ 3. Uses ideas of students
: . .8 3a.~ Repeats” student response:
~. | verbations
) 4, Asks questions 2 . 4. Asks questions
5. Lectures 3) 5. Gives ‘information
= & 5a. Corrects without rejection
= 6., Gives directions <] 6. Gives directions
E ' i ‘ . %_ 6a. Directs pattern drills
= 7. Criticizes or justi- 7. Criticizes student
o fies authority 3] behavier
& - _ 3]
a

|8+~ Pupil-talk-response

‘Q, Pupil-talk-initiation

RESPONSE

PR

. PUPIL-TALK
INITIATION

. 8. 8tudent respouse, specific
8a. Student response, choral
9. Student response, open-ended
or student-iditiated

*

10. Silence or confusion

STLENCE

-10. -Silence .
10a. Silence-Audio-Visual
11. Confusion work-oriented
1la. Confusion, non-work-oriented
12. Laughter
. u.-Uses-English)--
. Nonverbal

These- two
can be used

with artyone | -

first, cate-
gories

1
\

)
)
) of the 15
)
)

*Flanders Interaction Analysis Category——Foréign Language )

Interaction Sjstems.

-
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Interpretation of the Above Key g

S = Statement:
¢

Q = Question:
R

A = Ansvers: -

R = Repetition:

E = Empty noise:

T'= Teacher:

P = Pupil:

G = Gfodp of pupils:

C = Whole class:

r

Sentences spgﬁen by a teacher when explaining'
what has to be done, or a pupil, group, class
as comments. '

Queétions‘asked by a teacher to the pupil or
by pupil, group, class to the teacher, and/or
by pupil to pupil. G

Answers spoken by pupil, group, class to
teacher's questions or by teacher to his own
questions or to those of the pupils.,

Repetitions made by teacher, pupil, group,
class of either questions asked oY answers
given. ’ : <
Cases in which nothing is done, or when pupils
tend to become disorderly and noisy.

' Teacher teaching the. class when observation is

‘going on.

Individual pupils ansvering, asking, repeating
or' commenting, -

. ) " . Lt —
Pupils in groups organized by the teacher for
classroom work in English.

) fAll the pupils in the class if the teacher

wants them’ to speak out together.

W = Written exercise: All written work given by the teacher to

pupils.

Interviews were held with the principals and English tutors in

each of the colleges

» ‘and a number of others concerned with the

Ehglish program in pfimafy teacher training colleges. In all those

interviewed included:

L4

1. Five principals;

2. Seventeen tutors of English;



1

Two inspectors ‘from the Ministry of Educatlon,

'The Acting Director oﬁ\Eﬁszanguage Unit at Buloba, and,

Two tutors at the Nationalzlnstitute of Education.

The interview schedule contained items to supplement informa—

tion collected through questionnaire and observatlon and especially ‘

to inquire into:

1.

b of the methodology teaching l{

The types of methods used by the tutors in teaching
Eﬁgliec language courses‘end Ehgiish methods courses to
teacher-trainees; ' .
The purpose of the methods used;

The English materials ueed at the college;

The petceived adequacy of the English program

'a. of the 1anguage teaching

- Efforts.and.means .taken by tutors to improve thair

efficiency; and .

The evaluation procedures in use‘in theicolleges, to -
evglﬁate:

a. work of totors in ianguage teaching andiqethodology'

teaching, ) -

_b. work of students in language and teaching.

*"—Examination and analysis of field data obtained was done -

through use of the key questions@listed earlier in t>gs chapter.

lsee Aﬁpendix.D for”eoprothﬁe'interviewrechédﬁle;

Ay



o " Definition of Terms ,
. ‘ B ‘ K\_y .
The following terms used frentng;&iin'this report need
. ;1 .

explanation:

Insgectoi

This is a term adopted-from the British to refer to Ministry
of Education officers. who. visit schools and colieges to see that
they operate according to the educational regulations of the country,

and/or to an official syllabus.

Primary School
@_ N
In Uganda these schools are respbnsible for the first. seven

years of children's education at school. The age at_wﬁich children

- get into these schools may vary, but basically it is five to six

years. They are the equivalent of the American elementary sgiools.

Teacher-Trainee

*
‘This is a term equivalent to "student teacher"; it is used

to refer to those preparing to become tedchers.

‘Tutors. . T : z
‘ - This term refers to those teaching teacher-trainees in’

- teacher-training. colleges.

Uggradér : . ’ - , S

| In Uganda this term is used for teachgrsfwh6{~thrpugh ig-servicgﬂ_.

,,,,,,,,, érpgtamgwgpdﬂothe:{means, areiéeekiné to move to a highet-gradgf The;e
+ are five grades, of thgsé.nonideg;ee gfad;éteAteachers._ .

L L



Limitations .of the Study

~

s ?

L.

Theré are twenty-seven ‘tedzher training colleges in Uganda’

: I

/J//iﬁd about 500 primary schools whétre the teacher-trainees do prac;iée
s‘ teaching. =~ _ -

1. This'presenﬁ'study is limited to five.teache; training
.colieges.énd“ta.a few p;imary schéolé;L .it might nbtv
reflect the'conditiohs in_other colleges or schools.

2. While theisfhdy éxamiﬁes and analyzes relaﬁibnshibs

i begweeg stéted objectives, leérn;ng experiences, and
evaluation p;ocedurgs, it dées not get inio aspectsrof
the st#deptsf abilities to read, write énd speak English.

3. Since at the time of data gathering the tutors of English l

’

were busf.supervising student teaching, no data-couid be
obtained about their actua% teaching of the teacher-

2 tf;inées injclassf Therefore, actual use of specific
nethods by Fhe tutors of Engiisﬁ to teaéh E?glish

language and methods courses is not accounted for in this

report. .
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CHAPTER III < - N

3

A SYSTEMS APPROACH TO DESIGNING A

TEACHER TRAINING PROGRAM

Introduction

\IQ\?uch,of the literature on teacher education, it is
. emphasized. that:

a program of professional experiences with teacher
education students has to be based on some philosophical
questions; and some assumptions about the students, the
‘program or content and the outcomes should be made.
First of all, when thinking about a preparatory program,
.one must 'begin by thinking about the kind of product he

- degires. What results does he want from his intensive
work with future teachers? . What skills, abilities and
knowledge should the future teacher possess after
comolethg the programV

These and like questlonsJare very fundamental to any program of

‘teacher.education, be it general, specialized or otherwise.

A systems approach .to program designing is very basic in that

it enables one to think of the componcnts of the program not as

isolaLes but ac intimately interrelated parts. There wust be rela-
Llon%hlp be;vcen the goals and objectvves of the program, the

learning activities and the evaluation procedureo.z In’ other words

lJohh R. Verduin; Jr. Conceptual Models in Teauhcr qucetion
Washington, 'D. C t A, A c.T. E., 1201 Sixteenth St., N. w., 1967 p. 3.

2 ‘ o
-C. hest Churchman. The Svstems Approach. Dell Publishing
Co., Inmc., 1968, np. l—ol.'w‘ Ce e .




a systéms approach suggests a very inseparable cyclical relationship
: » . . .

that mus;_alwayé go.with and betﬁgigxé:jectivgs; 1earnin§‘acti§ities,
'and_evaluatioﬁ procedures of a progréﬁfl ;
. ‘As fai as the sEudy of rélationspips‘between stated obﬁectives,~
learning obportunitieg and evaluation ;rOCedurés is concerned, two . |
;ﬂiﬁgs ha&g to bé éstablished‘frgm the very start. One is the E
frameWOfk.against wﬁicﬁ‘an examiﬁation_of thevrela;ionships-is-to be.
made.;'The,second is an approach in terms of the.methods ;nd ingtrﬁ;
ments to be used to carry out the. study. vfhe.latter was~diScdgsed

in Chapter II.

<

1Sidney J. Drumheller. Handbook of Curriculum Design for
Individualized Instructibn: A Systems Approach--how to develop
curriculum materials from rigorously defined behavioral objectives.
Englewood Cliffs, N.J.: Educational Technology Publications, 1971. .

-~

ki
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A Model of Systems Approach to Designing .
Teacher Educdtion Program
Ty

k2
-

The fbllowing model; based upon Tyier's four questions relevant
to any cufriculum or program,l is augmented by ideas from a systems

approéch. It embraces four areas that are crucial for a well

@

organized program.

e OBJECTIVES OR OUTCOMES emmmmmrng

Defi&&tion
Selection
Specific
Behavioral

4,

. I
.. A4
SELECTLON OF
LEARNING EXPERIENCES

'XI
Practice.,
Satisfaction
Appropriateness
. : Range of Choice

JE—— Range of Utility w3

. ORGANIZATLON OF
- LEARNING EXPERTENCES

Continuity

Sequence

Integration -
t

N .
e 5 EVALUATION @ |

Purpose
Procedures
Use of Results

e A

. lR. W. Tyler. Basic Priﬁciples of Curriculum and Instruction.
Chicago, I1l.: The Uuiyersity of Chicago Press, 4th Imprint, 1971,
p. 1. . :




Starting with the top of the model, is the area'of'objectives
Sy
or anticipated outcomes which nee wLO be specifically defined thelir

,quality determined and stated in such a way-as to indicate the

" terminal behavior desired. Selecting and stating objectives is the

first step and must be takeén before any other step. Objectives are

‘vital to any program invactibn; for’they'Serve to direct;the plananing

ofrlearning activities.ﬂ ) o _ ' L

" Downwards in the middle of the m;del.are the learning
activities vhich are selected to help the students acquire‘the desired
behavior. They must be satisfying to the students and appropriate to -
the students' age and type; Fnrthermore; they should provide fnr manv
and varied experiences. Learning exberiences‘must be properly
organized in order to lead to the exgected‘outcomes{ They should
bosSess continuity, sequence, and.integration as vital criteria.

Objectives and learning activities lead to another vital

component in the planned program, evaluation. Evaluation has a

*

purpose in the program, and a number of procedures,are available in

order to carry out a good evaluation process. The results of evalnae

n

.

tion are necessary in determining any changes either in the stated

_ objectives or in the learning activities. The flow is not only from
‘objectives to learning experiences and to evaluation but also each
~of. ‘the components reinforces the other, thus creating a cyclical

" relationship betweenvobjectives, 1earning activities and evaluation.
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The Concentual Model Discussed

- 3 .

Educational OBjectives k\‘xh&

.Vdcvcloped and reéts and eyamlnatione p1epared."2

£
s

“In any program ot project, a most important part~1s its

outcomes. leewlbe in education there is a purpose whith one pursues.

~ -

Generally speaking, "three components 9f human development most
typically emphasized may be summarized aé‘follows: (L putsuing a
satisf;ing life work; (2) becoming é responsible cit%;en;'and (3)
achieving personal self;fulfillment."l ~These-are, of cour%g, con=

sidered at the gepneral level of education. Similérly in Specific

,

areas of educaticn, "if an educational program is to be planued and
if efforts for continued 1mprovement are to be made, it is neccssary

to . havg some congeptloﬂ of Lhe goals that are beIng almed at. .These

educational objectives.become the eriteria by which materials are

sel¥cted, content is outlined, instructional procedures are - .

‘

-

Educatloﬁal obJectlves may be stdted in terws of comomteﬁ*féq

Whiqh a student of a program ought to have Mheﬁ&yc completes the

rogram., In any of the ro‘esslonul rograms such as teacher educa-
Y ¢

- 4

tion, programg, obJectlves may be expr sed As the competencics to

be possessed by the candidate after complgtion of aAprescribed

€ - ’ -~

-

1Robért M. Gagne. Educaticnal Objedtives and Their Measure—
ment. A Report Prepared for the New York State Commission on the
Qualxty Cost and Financing of Llementar} and 9erondary Education,
November 30, 1970, p. 4, .

-

12Ty1er. ﬁasie»?rinciplas of Curriculum and ‘Tnstruction, p. 3.
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gfogram. This point?was_qnder discussion at a meeting of thé

. ¢ .

‘Association for Teacher Education in Africa. étwthag conference an
ideal teacher was defined as, "alcdmmitted teacher who is deeply
concerned with educational needs and is aware of new trends and
their relevance to the local communj_ty.“l They weferdefining a

type of te%pher who is tﬁe end resuit of an educatéonal program that
inclqdes two basic eleménts, "the study of the subject matter which
he is éoing to impart'to<the child, aﬁd progessional-stddies in
education which, in the long run,bwogld ﬁnable him to handle
éffectively his subject content to the henefit of both the child
entfusted to his charge an& the community at large."2 A partiéipaﬁt
respoudingjté that idea commented, "You have to define things in

terms of directions im which you want to move in teacher education.

Only then can you devise the content and methods for going in that —
direction."3 He was emphésizing the importance of educational

objectives which give direction to the,p%g@ning of necessary learnming-

. »>
experiences.

$
Tt is important to distinguish between goals and obfectives.
“Normally the boundary between the two terms is almost non-existent.

However, the term goals is ugually applied to general and broad ainms

lw. Senteza Kajubi, Ed. ATEA Conference Report~~Reform in the
Professional Education of Teachers: in Africa. Kampala, Uganda:
Makerere University, March 22~April 2, 1971, p. 74.

“Ibia.

31bid., p. 168. .

- B —



commoﬁly expressed in the national philosophy of a country and/ox in
. .
o . ) 4
the philosophy of a school. .Goal%;:::ﬂbe broad expressions of the

social purpoeea of educational systemgi‘ These pofooses-are typically

voiiented cowe;ds the development of individual capabilities and

dispositions. On che other hano, the specific performances‘che

individual is expected to carry.out‘es A result of.contact with an
educational system, are called educational objectives. '"As educators,
then,fodx teek isito interpret the nationel aims and goals into educa-
tiona; porposee~an& teaching and learning objectives."1 Tt follows
that educational objectives of a specific nature are very important
in that thefﬁbrovide.direotion to the planning of the necessary

experiences a student should be involved in in order to acquire the

competencies associated with the program.

Categories of Goale and Objectives
,,,éEFQIdiQB,QQWGagne,gLobjectiveSMcan be put into three major
categorles: broad goals, specific subject matter goais and_specific
performance objectives.. | v
Broad goals. These are usualiy statements of purpose which
may be ‘decided upon by a national or state commission. For example,

in the few past years the government of the First Republic of Uganda

drew up goals for the National Service, five oghwhich are pertinenf

’

lKaJubi. ATEA ”onference Report—-Reform in the Professional
Education of Teachers in Africa, p. 168.

2Gagne. Educational Objectives and Their Measurement,
See also Norman E. Gronlund. Stating Behavioral Objectives for
Classroom Instruction. London, England: The Macmillan Co., Collier-

Macmillan Ltd., 6th Ed., 1972, pp. 7-16.
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to this s",u'zdy: : : . o
' i . ) S ¥
i.r To broduce economi eturns for individual citizens énd
inlfuynAqréété wealth‘fg; the country, using, in the main,
the efforts 6f:the people. )
2. To improve the-standard of 11§iné iﬁ théirﬁral areas so as
to make_rﬁraIVUganda attrac%ive for_botﬁ young and adplt'
: to live in. o S
3. To eradicate factional feelings and loyalties, and to
cénézlidatq national unity through creative participation
of the pgpéie in the task of nation-building. '
4, To.pfdmoté African revolution, culture and aspirations,
5. To give training,'pagticulgrly to’ the youth so as to .
prepare'thep and enable them to gét ready for the life
they will lead when theﬁ grow Qp énd shoulder responsibility

s i 1
of governing themselves and to provide for their well-being.

s " .

__These and the like goals included in the National Service Proposals, are . . . .
. h e

broad.goais out of which'specific performance objectives could be drawn.

:Goals for specific subjects. These can be planned op‘ﬂgpivéd -

o ~

. from any particular discipline or area of knowledge. They are still

. "goals'" because‘they.do not specify observable student performances.

- For example: Comprehend the meanings, clauses and sentenéés. (Reading.)

Develop effective communication, including both the communication of

meaning and the communication of form. (Ehglisha)

AN

.lA.‘Hiiton Obote. Tﬂé‘Common Mén's Charter: Proposals for
National Service, Docuwent No. 2. Entebbe, Upganda$ The  Government
- Printer, 1970, pp. 13-14, - D
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N
Find‘meanings in words of literature. (Literature.) Develop effective
expression, including in expression the effort of the 1ndividual to
make internal adjustments to various types of internal and external
* pressures. (Language.) Goals of this nature arelstill'genenal,
although developed for specific disciplines.

. Specific performance objectives. These objectives refer to

particular performances of individeels which can be unambiguously
stated and communicated, end_whieh permit the inference of a particular
capability.' For example:
1. Given a sentence containing an unknown word, identifies the
particular meaning-of the word from the context.
2. ‘Meeting people from Englishespeeking countries, cemmuni—
vcates with them intelligibly'ih English.

-

3. Given a list of major crops of the world, relates the

’

crops to the specific countries and-climatic regions under

_which they grow.
4. Put under teeching conditions, develops clear-cut
lnst;uctional objectives for lessons to bé taught.

- It may be noted from the above specific performance objectives

that a condition is given in each under which the required behavior

has'£e4be performed. As described by Mager,l'a‘pefformance objective

’

- Lt . s

) 1Robert F. Mager. Preparing Instructional Obiéetives.
Belmont, Calif.: Fearon Publishers, Lear Singer, Inc., Education
Division, 1962. “




‘and climatic regions under which they grow,'

Vobigc;iyggﬂ@gwg§‘clear and specific as possible in order

contains three major elements, each of which needs toﬁye fully and

%

"”Iéli;bly communicated. First }E\qgg gituation, that is, the

stimulus to ﬁhich the individual rééponds; . It is often introduced
by words such as "given." Second is the verb, or action word, which
should be chosen so as to convey as unambiguously 4 meaning as

possible, such as "identifies," "is able,” frelates,™

and so on.
And third is the object of the action, sometimes imﬁlied but usually

stated, as in the phrases, " . . . the particular meaning of the

word from the context," " . . . the crops to the spebific countries

' etc.

Quality and Selection of Educational

Objectives - ’ _ -

It is recommended by curriculum experts that educational

to lead to

fp,r9p§,1:, planning of the necessary learning experiences, and in order

to facilitate easy asséessment during and at the end of the program.
“As alreadyamentionéd.and illustrated, general objectives-

;izLusually stafed in general terms and they may start with phrases

such as “knows," "understands,” “appreciates." The task of the

teacher is to define ih‘terms of specific student behavior what is

e

‘meant by each of the general outcomes. Indeed the most useful form

for stating objectives is to express educational objectives in terms

.which identify both the kind of behavior to be developed in the

" student and the content or area of life in which the behavior is to

operate.



~ gories but more so under the category of"Application. It also has

In recent years, educationists have used Blooiys Taxonogz

Educational ObJectives1 in de&ZIbpiug and selecting educationel

&

objectivesf Bloom explored a threefold field in which behavior

manifegts itéelf, namely, Cognitive Domain, AffectivehDomain and

'Psychomotor Domain. »Although the.three~aspects are ihterrelated,h=

_the Cognitive Domain has been discussed and analyzed more than the

other two. Bloom has it compriae the hajor categories of: knowledge,
comprehension, application, analysis, synthesis and evaluation.
Within these categories a teacher may develop educational objectivee
some of which may get into the sub—areas. of the Affective and
Ps&chomotor Domains. For example, an educational.objective such as
the one already stated above, "Meeting people fromenglish-speaking
countries, communicatea intelligihly with them in English," is one

whichifalls under the Cognitive Domain and under all the six cate-

~ overtones of the Affective Domain, largely in terms of the learner's

attitude towards the language and the people who speak it. And
furthermore, it comes under the Psychomotor Domain, becauee the
learner is able to use his linguistic skills, whether psychological
or physical to manipulate the 1anguage as he produces it verbally.
Educational objectives should fulfill four criteria. They

should be specific, in the sense that they clearly spell out the

lB. S. Bloom, Ed. Taxonomy of Educational Objectives:
Cognitive Domain. New York, N.Y.: David McKay, 1957. See also

D...Ry_Krathwohl et-.al. Taxonomy of Educational Objectives--The

x613531fication of Educational ‘Goals. = Handbook II: Affective

Domain. - New York, N.Y.: David McKay, 1964,



the desired outcbmes; béhavioralr\in that tﬁey imply pﬁ;ticular"
. 3 v - A
capabilities which a learner maygngzz}e to demonstrate under given

. e 4
conditions or/and situations; appropriate, in terms of relevance to

the situation; and include standards which can be observed and
assessed. ﬁhen‘these'critefié é}e met in any stated educational
objectives, they greatly facilitate the planning of learning

experiences.

Learning Experiences .

According to Tyler, "learning experience refers to the inter-

actioﬁ'bgtween the leérner.and~the'external conditions in the
environment to which he can react."l This iméiies th;t.the
experieﬁce must be an activity put in the cqnte;;_in~which the
learner can be totally-iﬁvolved in order to practice the required

behavior. "Learning experiences without a specific function are a

and the purpose is the objective or objectives pre-planned and to be

"“achieved at the end of an instructional‘program; ' e

Selection. One of ‘the most crucial steps in dealing with *
learning experiences is selection, as it is also crdcial with
objectives. Experiences selected must relate to the, type of objectives

already selected, and they must be the means through which the planned

_ objectives-can be achieved. It is, therefore, important that the

'lTiler. Basic Prihciples of Curriculum and Instruction, pp.

63-65-

_ ZHilda Taba. Curriculum Development: Theory and Practice.
New York, N.Y.: Harcourt, Brace & World, Inc., 1962, p. 364.
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learning experiences should serve some definite functidn;-that they
; v .
. X b 4
should give a chance to ‘the studenf to practice the kind of
behavior implied by the objectives; that the student should obtain

-~

satisfaction from carrying on the kind of behavior implied By the
objectives; that the reaé;ions desired in the experiences be within -
the range of possibility for theugtudents invélved; that a variety

of particu}ar experiences that can be used to attain the same educa-
tional obchtives be provided to avoid mondtony; and that the same
learning experience might be used to bring about seQeral outcomes,

In sum, selection of learning»activities should satisfy the cri;eria

. . kS
of constant practice, satisfaction, appropriateness, range of choice

Y
-

and range of utility.
| Oygaqization. There is always a gradual process toleverything

and particularly'change in humaﬁ beh;viof ié not ;chieved avernight.

Since behavior is achieved only through a pattern of repeated ‘

iAQOiQemeﬁt iﬁﬁfﬁeveéﬁé;iéﬁéég that éré;;;mgﬂe behavior, edﬁéational ”o

experiences must be properly organized in or&er to give the learner

a 1:ad into‘the requireq behavior. As far as the aspect of organiza-

tion of educational experiences is cqpcerned, Tabal proposes four

main stages, which could as.well be modified and applied to teacher

education programs:

1. Iﬁtroduction, for orientation. Experiences could be

organized in such a way that they give a teapher a way.to

» . o . —

1Taba. Curriculum Development: Theory and Practice, pp. 365-368.



obtain diagnostic evidence about the students; students,
~ v

~ too, can be helped to ma e connections with their own "

el

experiences; interest can bé aroused; sensitization to the e
problems can occur; and involvement and motivation can be

avoused. -

Development, analysis, study.. In teacher eddcation

" programs, this is a stage in which the educational expe-

riences can lead tb‘developing various aspects of the
subject,'and to providing the needed factual material:
reading, research, analysis of data, committee work, and
study of various kinds. This is the stage’fbr acquiring

skills in using references; taking notes, and interpreting,

comparing and contrasting data. It is a period of

abundant mental produétion in terms of observing, reading
and digesting information and synthesizing facts.

Generalizatioh. During Ehis stage, students are able to- -

*

- work out assignments that can help them to organize and
. % o

form conclusions in their own terms about what they are
14
13

learning. - . 3

Application, summary, culmination,“In teacher education

programs, this is when students can apply in praétice what
they have been trained to do, and it is the time when the
desired competencies can be manifested in full, tested

and assessed, and an accurate overview obtained.

~



7”Hf;iéf;l’ﬁhilgiimpiyiné"fﬁé:ééme'four'stag;s~as<Ta£a,,ﬁf,H;W,wder7_77:
" emphasizes three crifefié for e§£i::i?e oréanization ;?reducatipnal
experienhes: continuity, sequeﬁce,.éﬁﬁ integration. Continuity is
_the veffiqal follov—throuéh of gajor-edugational_exﬁeriences whiéh
offer recurriang and continuing %ppof&uniti for the required skillsdw
to be practiced and’dgveloped. Tﬁese same‘skilis must, of coufse{

be brought into continuing opgratidn. Sequence is very much related
to continulty but goes beyond it. Thus'sequence as a criterion
emphasizes the importance Af ﬁavihg each successive educatioﬁala'
experience build upon the preceding one but to go more broadly and .
deeply into tﬁe aspects invbi&ed. "If we may use the Bioom Taxonomy
to iilustraté,sequence, the student should go from the simple séage \
deKnowing to Comprehension, Applicatiop, Analysig, éynthesis and
Evaluation. Such a sequence.is implied as well in Taba's four steps
analyzed above.

Integration implies an horizontal relationship of educational »

experiences. It is meant that the learning activities should .heJl‘ph ‘
‘the student fucreasingly te get 5'unified view aﬁd to unify hig :
heﬁavior‘in relation to thé'elements dealt with., For example, in
develéﬁing language skills in thé use of English, it is imp9ttant t§
see how the various languagé skills could be used in the genéra1~

communication process'in and outside the classroom; how they could
v P4 . . . H . - .

e,
o

-‘lTyler. Basic“Pfinciples of Curriéulum and Instruction, .
pp. 63-65. ~ s
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a

‘be used in teaching; and how they could be used as part of the total

'éééaéities of the student in theavarieawéituatiéns of him daily'iifé; .

} Ihesé thrge criteria of gj::;ﬁ§ity, sequence and integration
are important guiding principles in organizing ;ny éduca;iogal
experiences. .Educgtionél experiences well organized imply well
organized and selecfed ipstructional objectives; and both can lead

to the ﬁecessary~éffective evaluation of the total program.

.

Evaluation or Program Assessment

VEvaluation is an important factor in curriculum»or program
construction and maintenance. It ﬁeans assessing the objectives to
find whether they Have been Achie;ed as dgsi;ed, or partially
achieved, or noé at ail achieved. It also ﬁeégé‘going over the
educational experiences to find-whefher they actually lead to the
objectivés set. In other words, evaluation ﬁeané.an appraisal of
both the ends and means.

The purpose of cafrying out any evaluation at all is largely

. »
to.gnswergiygﬂguestibns; Are/have the objectives being/been achieved?
If achieved,;ﬁhat then? If partially achieved, what bggter strategies

can be initiated to maximize efficiency? If not achieved, what new

ialtgrnatives could be taken? These and the like questions are ‘very

fundamental to the process of evaluation. -

In' the process of education-as Bruner1 points out,“evaluation’

IR

is the third important aspect of learning, the first and the second

lJerome"S.‘Btuner. “The Process of Education. Cambridge,

' Mass.: Harva;d_Universipy Press, .1960, pp. 48-49.

i~ ~
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_ of. course being acquisition of new information (or acquiring the
required competencies for that matter) and transformatie\ (or‘hsing
the competencies acquired in'variousjg;tuations). Evaluation is
important in that it helps us to check whether tlie way we have

¢ manlpulated information is adequate to the task. In other words, it

helps.us to find whether we have taken the right means to the ends.

Principles Behind Evaluation

Evaluation‘usually has three important aspects, namely, an
appraisal at an early point to help in the planning of the necessary

behavio; to be acquired; #n appraisal withinmthe process of the
pregram to identify changes that mayébe occurringj and an appraisal
at the end to reckon and account for the total change. It is hever
,ehough to make evaluation of the students or the program just at

the end of the program. Such evaluation cannot give any indieation_
whether there has beeq any. change, or whether the change was ever
needed at all, On the other h%&f::iﬁ;:h:jeYeluation of the students
is thoropghly done at the beginhing of the pregram and at the-end as
well, change cen easily be measured.

It is also important to make some evalgatien within the'
prograh. Thie is\;;ually done soon after the instruction has
occurred. Such evaluation is useful for the students to know how
the& can reaet to what has been taught to them, and useful to the
teacher as a means of self-evaluation. It is, inﬂgnefway, a.means
pf‘meeting Tyler's three criteria of contiﬁhity, sequence and :;«

integration. The teacher has to make sure that one instructional
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unit cannot be attained unless the preliminaries have been mastered.
Likewise, use and application of ‘the knowledge and skills acquired
cannot be carried out- in ‘various situat déns unless there has been

real mastery of the’ﬁslevant knowledge and skills.

Evaluation Procedures and‘lechniqges

In order to carry out effective evaluation of the students
1 2

. and of the instructionel program in general, Tyler and Taba

suggest almost the same procedures. However, for the purpose of the
study in niew the writer has adepted»and modified Taba's operational
qnestions. The questions ehat imply the steps to be taken are as
follows: -
1. What insttuctional-objectives underlying the program are
supposed to be achieved?
2. What conditions are~provided, or have been provided as
- opportunities for the students to demonstrate theilr
- competencies?’ .
3. What criteria should be used to appraise students'
acnievement of ‘an objective?
4; What procedures can be used to gather daoa?‘
5. What factors determine the achievement of educational
objeetines, and now een one determine these factors?

6. What implications do the findinge have for program

'teaching or guidance of students?

lTyler. Basic Principles of Curriculum and Instruction, pp. 110-125.

2paba.  Curriculum Development} Theory and Practice, pp. 324-342.
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These questions set up what can be called an evaluatlon system -
which can be used at the begi;aing and at the ead‘of éﬁe program. ’
Evaluation is very difficult and ogten impossible if the objectives
of the program have not beea made clear from the very start. If

they are vague, diffuse aﬁd general they may ﬂear little relationship
to whar the actual outcomes»of the syllabus-and instruction arekaqg“l
have nO'resemblance to recognizable student behavior. Clear .and well
etated,objectives facilitate the establishment of criteria for .. .-
distinguishing one level of performance from another, and it is easy
to decide what type of evidence is needed and what criteria to apply
in appraising it. &

" As regards what techniques to use in gathering data for
evaluation, a variety of means and methods are available to teachers
and educational planmers, ranging from objective tésts to informal
procedures, such as checklists, observation and recording and
'teacher;made tests. In connection with reacher—made tests a word of
caution might be given. »Riversvbbserves*that many teacher-made tests
are sometimes useless because they fall to pay attentien to the Easic
questioas: What is the purpose in testing the.students? What 1is the
tést expected to achieve? What precisely is being tested? Does the
test get ;glwhat has been taught? By using such techniques, is it
-the surelway of finding 6ut what the students know? Answering these

apparehtly simple questions involves a fundamerital understanding of

the principles of'testing.1 On the other hand, evaluation uses

[

1w:llga M. kivers. Teach1ng Foreign ﬁangﬁage Skills.v‘London,
England and Chicago, T1ll.: University of Chicago Press, 4th Imprint, 1971
PP. 286-317.




- many moré techniques than just teacher-made tests. In sum, Bruce
Joyce's remark could be adapted and modified to teacher éahcation
programs ;s well, that the purpose §f4thluation is ﬁoAdeterg;ne
what‘the»student caﬁ do, wﬁat he knows, what skills he can practice,
how well he can think and what he feels and valués.1 This should
include the way in which the student learns and the usefulness‘of

‘the resources hé uses in the learning process.

Student Teaching and Its Evaluation

While still at the point of evaluation, it is good to conside;
in brief evaluation in comnection with s?udent teaching.. Pedagogical
theory and practice must‘go hand in hand, farticularly when teachers
are still in training. in fact theory is better understood if
applied toisifuations to which it rgfers. In planning to glve
practical teaching experience to teacher-trainees, Meckel observes
a very important point: |

One of the most critical elements in the preparation

. of teachers is the experiences that give student teachers

understandings about the responses. ;and learning problems

of pupils. I therefore place high' value on activities =
~in English education that require our teacher~trainees

to work with individual pupils, coaching in reading

skills, guiding free reading or discussing books, - -dig-

cussing particular pieces of literature, or talking over
- papers in whick critical opinions are developed and sub~

stantiated. I favour practices which require trainees

to keep logs or diary records of their sessions with

’

1Bi:uce ﬁ. Joyce. Strategies for Elementary Social Séience
Education. Chicago,: Ill.. Chicago Science Research Associates,
1965, p. 302.




students and use such records in clinical discussions
with other trainees. Such activities seem to contribute
to an understanding of patterns of individual learning
which seldom result from observation of a teather, the
experience of teachin entire class, or internships
that involve encgﬁe-days oL»teaching. The latter
experiences should follow’ "individual and small group
experiences of the kind I have descr:_ibed.1

These types of teaching experiences should always be
accompanied by a critical evaluation of the teaching done. In order
to guide and improve the teaching quality of teacher-trainees, tutoré
in teacher training colleges must discuss their observation of the
‘students! téaching;experiences without réservations. It is important
_ that the stdﬂenf teachers learn to evaluate their own teaching habits.
Myers and Botner observe that, "the student teacher is vitally
interested in kiowing how he is doing and to know, he must be a part
of the process of finding out; in fact he must be guided in answering
the question for himself. In the field of guidance it is accepted
that the ultimate-goal 1s a fairly high degree of self-guidance or
direction on the bart of the individual. It seems also clear that all
phases of evaluation ought to have as their‘ultimate objective a self-

initiated activity."?

1Henry C. Meckel. "What's Right in Our Preparation of English
Teachers," Educating the Teacher of English, Conference Addresses -on
English Education, University of Kentucky, March 18-20, 1965, edited
by D. Stryker, National Conference on Teacher Education, p. 3.

2Rob¢rt Myers and Taft Botner. Self-Evaluation: A Significant
Force in the Evaluation of Student Teaching. The Association for
Student Teaching: Evaluating Student Teaching, A Forward Look at
Theories and Practices, Thirty-ninth Yearbook, 1960, Chap. VI,
_PP- 166-167. -




“"Referring to self<evaluation which should be an important

L 4

consideration for every teachér,m%:;should be taught to the teacher-

Ty

trainees from the very start of thé method courses. A good kiowl-

edge of self-evaluation is a great help in preparing a teacher- -

trainee to accept constructive criticisms .and-suggestions during the

- course of his practice teaching. The following developmental steps

in evaluation, as suggested by Myers and Botner, are designated to

culminate in functiohal skills in self-evaluation:

1,
2.
3.
4,

Observing, recording and reporting data;

Group evaluation guided by an experienced teacher;
In&ividuai obsefvation and evaluation; o
Cobpéfativé'evgluétion and'éoopératively ﬁlaﬁned
teaching;

Cooperative evaluation of the student's teaching;

Seif—evaluatiqn of student teaching; .

Evaluation of the self.

*

Applying the Model to Data Collected

‘The model and whatever has been discussed around it are put

to use as data collected in the study are examined in succeeding

chapters.

......



CHAPTER IV «

~

. RELATIONSHIPS BETWEEN SYLLABUS OBJECTIVES, TUTORS'

OBJECTIVES AND STUDENTS' OBJECTTVES

Introduction

As already pointed ouvt in the foregoing chapte?s and
garticularly in the key questions, one purpose of the‘study was to
examine the nature of the relationships befween the objectives
staﬁed in the English syllébus, the tutors' sfated objectives‘énd
‘the students‘ objectives. The syllabus states the_expécted qytcomes
of the program, basing them on the societyfs and/or national needs.
The tutors must consider the objectives stated iﬁ”the syllabus as
they -plan and iwplement fheir instructional objectives. The
importance of this relationship between syllabus and tutors'
objectives is emphasized by Kajubi: "Teacliers need to have an
éppreciation and a deep understanding of the goals of their society,
the ideals it has set before itself, and to reflect the values in
" what they teach and in the way they teach."l In teacher education
it is expectcdvthqt teacher-trainces become able to construct and
state their teaching objectives in relation to objectives in the

syllabus. It is expected that they will have had thorough practice

lKajubi. "Education for a Society in Search of Values ITII,"

42 7

The Teacher: A Magazine of Current Ideas for Uganda Schools, No. 3, .

1969, Rampala, Uganda: Makerere University Press, 1969, p. 4.
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in stating objectives during their methodology courses. In this
practice, however, they will haQeibeen guided by tutors‘ﬁho have
theilr own objectives, - ‘i'#% '
= ' The data on the stated objecti;es were gathered in three
ways: (1) The syllabus,objectives were examined from the official
Grade II and the tentative Grade III syllabi for the English program.
The two §y11abi have identieally sta;ed objectives, especially as
both the Grade II and the Grade III teachers are being‘prepared to
teach in the sa@e ﬁ;iméry schools. (2) The tutors were requested in
their questionhaire to write two main aims (in order of priority)
2which they have‘in teaching English speech, reading, writing and
listening to their teacher-trainees. They &ere asked to-spell out
their aims as clearly as possiblg, (3a) The studenﬁ teachers in
the five seieéted colieges, in their questioq&aire, were askéd to
spell oﬁt two main aims which they have in teaching the ékills'of‘
English speech, reading,.writing and listening to their pupils, when
they go out for teaching préctice in'primary schools; and (3b) Ten
selected teacher-trainees from each of the five colleges studied
were observed, each teaching a lesson of English. Their 1esson_piané
© were examined for stated teacﬁing objectives, for overall arrange-~
ment, and for the methods and materials to be used in teaching. It

is. these ten students from each ofAthe five collegeé, whose questioé-
_ﬁaire copies, as mentioned in 3a,_§ere examined for their stated
objectives along with their teaching objectives planned for tbe

>

lessons of English they were teaching when observed. The purpose

g



of the entire procedure, as stated at the beginning of'the chapter,

\’1

was to see the relationships, if a2ny, between objectives gf eyllabus,

tutors and teacher-trainees and to find’whether any of the objectives

were really specific, stated in behavioral terms, appropriate and had

certain standards spelled out.

The Syllabus Objectives

The objectives for both Grade II and Grade III English Program

are identical and stated particularly with the Grade I1 syllabus;
immediately before the respective individual courses they refer to.

The Grade II syllabus has been in operation for almost ten yeats.

During that time no attempt has been made to assess it.. ‘It is only -

recently that the National Institute of Education has advanced a
proposal_to‘reviée'the Grade II .syllabus as well as to find ?oesibi—
lities of officializing the Grade III syllabus. After study of the
various goals set forth for- each of the courses to be taught im order

to prepare primary teachers of English, the following observations

were made about all syllabus objectives:

‘1. None of the objectives in the syllabus are stated
behaviorally as has been discussed in the Model. Instead,
they appear as follows:

a.’ To.give the student background theory; to improve hisg
own epeeeh; and to enable him to improve that of his
~ future pupils. (Phonetics Course.)
b. To éive the studeant some knowledge of Language

Theory. (Language Coutse.)




N

2.

fO.

-To uUnderstand professional literature. (Reading;)
- - .

: . L 4

To develop a tas:gagzz and a continuing habit of
reading. (Reading.)~ _
To supply techniques and the knowledge of when and’

how to use them. . (The Teaching of Reading.) .

‘To equip the studeht with the basic techniques of )

oral presentation and praetice a‘a‘an\understanding
of when and how to employ them., (Teaching of Oral.

English.)

- To promote their emotional maturity through

imaginative response to written and spoken word.
(Speaking.j A

To.improve the: student's ability to write English,
give him certain elementary principieéiof airange;
ment and enable bim'to remedy defects in structural

facility. (Writing )

If each individual objective is analyzed, the following

features are found about each:

a.

The first objective, connected with a course in

Phonetics, Iﬁcludee three aims to be carried out by

¥

" the tutor-in order to help the teacher-trainee. This-

is a broad objective which needs .to be broken into

specific objectives.

The second objective, connected with a course in

Language Theory, is short but general. What is meant

.”Tf\\\\_‘u/
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py language theory? Are there any specific theories
that have to be ta&%h;&“‘QPestions such as‘;héée are
raised by the nature of”ihis general objective.
The third objective_,bout ‘R'eading, h?s a certain
amount of vagueness in the exéression of some of its
terms. What is actually meant by such things aé
"understanding professional literat;re?" What
criteria-can be applied to determine whether a student
has uﬁdersiood professional literature? The term
"understand" allows: considerable latitude with respect
to its interpretation. 7 |
The fourth objective, also connected with Reading, is
short but very general. How can it bé established
that a "taste" for reazing and a "habit" for reading
have been built u;, for each person's taste and
reading hgbitg may differ and’it is not easy to measure
them. |
The fifth objective, about the Teaching of Reading, does
not specify which techniques are to be,supblied.
"Techniques" also can be taught, but the question is
what éechniques have to be taught and‘how ca; we know
. 2 - .
that these techniques have been attained? This
“objective, to&? is very general. . .

The sixth objective, about the Teaching of Oral English,

- is very ggngral. The basic techniques of oral

..... B T
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presentation and practice need to be definis and
specified. The sit%&t@g&s'under which they can be
employed need to be defi;;d, too. u

The séventh objective, about English Speaking, can be
said to have been expressed in the Affective Domain.
However, its being in the Affective Domain is not what
should be criticized but the abstractions "eﬁotional
maturity.”" The objective does not define what is

"emotional maturity," and therefore, gi%es no help in

determining whether the objective has been met. ‘
The eighth objective, about English Wrifing, is as
involved as the first ogjective. It has a numbef of
aims in if.which nged to be broken down. What are

ceftain elementary principles of -arrangement? How are

we to determine defects in structural facility? What

criteria will finally be used to determine a student's

ability to write English? Such questions are raised

by such an objective.

It appears, therefore, from the analysis given about each

objective that none of the objectives spell out clearly

any measurable standards or-competencies to be attained at

the end of the program. They are not specific; what is

needed in each of them is to pin-point what specific out-

comes are desired and undef what conditions or given

situations .these outcomes could be demonstrated by the

students.
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Tpe Qa& all the-syllabus objeg#ives are stated does n%; suggest any
conditions under which the stﬁ%@nqiwfhould demonstrate any program
outcomeé. Moyeover, the way in whiéﬁ all the syllabus objectives
are stated indicates what the tutors who"Eeach the givenléourées
have to do r;tﬁ;r-than what the students will be expecteduto do.,
It, fherefore, makesﬂﬁhese objectiveé stateﬁen;s of procedures on the
part of the tutors rather than éxpected‘outcomes oﬁ.the part of the
students. . Such.objecfives fail to.éxpres;‘the types 6f cﬁnérete |
competencies that are expected of the students at the end of their
training program. Iﬁ digcussing the conceptual model in Chapter III,
it was observed several time; that objectives, bésides giying~éﬁlead'
into the type of learning exﬁériences to be used, sﬁould indicafe
specifically what kind of competencies or behaviors the learner
should attain at the end of the program. .. k
Judging the objectives in the syllabus acéording to what was
diséussed in the model and the objeEtive*criteria that were set, ‘
the following characteristics can be observed:
1. These objectives come in ﬁhe right piace in the sfllabﬁs,
that is, immediétely before the courses éhey refer to
~respectively... It was recommended,iﬁ the mo&eL that
objectivgs be"spelleaAout befsfe the planning of leafning
activities. o y
2. These oﬁjectives, however, are very general and some of
them tﬁn long and involved. They might more propérly bg'

called'goals, as that word was defined in the model. 1In



addition, these objectives havé words or phrases thae eake
e .
them very vague. .y* ¥
In sum, it sppears from the-enélysis of the oejectives i{n the ,.
i syllabus that none of them could be credited Qith being specifie,

- behaviorai, appropriate, and expressing a set of. clearcut measurable

or observable standards.

The Tutors' Stated Objectives

As was explained at the beginning of the chapter, the tutors'
* objectives were stated in answer to a question inygﬁe questionnaiie-
" submitted by the investigator, which requested them to. write down two
aims they have in teaching English speech, reading, writing and '
listening to their'peacher-trainees. All the tutors' gbjectives were
examined to fied vhether they were specific, behavioral, appropriate
- :
and whether they had in them any set standards. The following
observations were made:
l; A majority of the tutors' objegtives stated what the tutors
. were seady to do rather than what their teacher-trainees
would be able to do. Examples of such objectives were:
a. To improve‘students' skills for fast readieg compre-
. hension. (Reading ) . 7
b. To improve students’ ability to write English.
(Writing.) :
c. To Frain them to speak fluently. (English speech.)
d. To improve their bower sf pexception. (Listening )

.e. To give students background theory and to improve

their speech. (English Speech Y



Such obieé&ive; are ét;ted‘%é'tﬁtérs' decisions of whaq‘they are
going to do ;o the étudgnts. Not.one of them expresses zny desired
behaviors or competencies onAthe paft*df the stﬁdenﬁs to be taﬁght;
These'ébjectives do not satisfy the criteria set and discussed in
the model. )

Some tutors' ijectives were inappropriately stated and.ag a
result théy could ﬁot easily be understood. Examples of such
objectives were:

1. To impro#e students' auditory discrimination of various
sounds, grammatical and lexical structures as produced.
(Listeniné.) |

2. To train students to read with understanding of words and
ideas according to the context comprehension. (Reading.)

3. To develop in native Engliéh forms of intonation, stress
and expression. . (Speecﬁ.) -

- Such objectives would probaély require redefining and restating in
order to give clarity to egﬁected standard; which could be expressed
in behavioral terms to apply to the students. They do not, therefore,

m_Q%mwsaﬁigfy the criteria set up in the model for this study.

. . 8till sbme oéﬁer tutors' objectives were stated so super- 93\

ficially that thef éoﬁld hardly be inﬁéfpréted as objectives atv;il.

Examples’ of tﬁese objectives were: '

1. Enjoyment. (Reading.)

2. To comﬁunicate. (Wfiting.)

3. To reproduce,. (Listening.)




8.

Clarity as a good example to their pupils. (Speech.)

‘ku.
r

To learn more of the language. (Writing.)
Fluent speech. (Speech.)VQf&
Connected ideas. (Writing.)

Good reading speed. (Reading.)

If different persons were to look at such objectives, the& wouid

probably come out with different interpretations of each of them. )

It is doubtful whether they can help the tutors to plan the necessary

learning experiences. It "is equally doubtful whether any set standards

could be observed and demonstrated through such objectives.

Just a few of the tqtors' stated objectives appeared to satisfy

the objective criteria analyzed in the model of this study. Example

of such objectives were:

1.

4‘

That trainees may speak and réad English ﬁith correct
prouun;iation, rhythm, in%onation and stress and‘so‘be
clearly understo;d. (Speech.)

That t?ainees should develop thé‘ability to write English

correctly, clearly, logically and interestingly and

" develop skills required for diffe}ent kinds of written

work. - (Writing.)

That they should read for enjoyment and information.
(Reading.) »

That they should form a permanent habit of reading which
will help them to continue to grow as individuals and as

teachers. (Reading.)



Upon examining each of these objectives, omne observes the following

S *

““éﬁaracteristics;“‘

1. The first objgctive imél}gs,that~it is directed to tﬁé
students. It expresses what the teacher-trainees should

be ablelfo do after they have been trained in good speech. '

The obsérvable standards are expressedvin the terms:

correct pronunciation;-rhythm, intona;ion and stress; and

the embracing standard is indicated by the phrase "clearly |

understood." According to the model this objective appears

relatively specific, behaviorally stated and sets up some

: standérds to be observed. “¥n short, this objegtivgvis'

’;;;;o;;;ate{
2. The second objective, about Writing, is directed to the
students, too. It 1s behaviorally stéted. fhe standards
. to be attaineh by the teacher-trainees in writing can be
observed and Qemonstratea if their English is writtgn
correctly, cleérly, 1ogicaily and interestingly. H;wever,
whatistiiifneeQS to Belaefine& are the. type of skillé
required for differént kinds of;qriften work. Otherwise,
éécérdi;é to thé model this objective is apﬁropriate,
!Specific particuiarly in the first part of it, behavioral _
‘ gpd‘has some observable and demonstratable standards.
4 3. Thé third objecti?e, aboug Reéding, is also stated in terms

an.what,the,stﬁﬁén:s should do, "read for enjoyment and

inforﬁatiod;" This objective is more general than either




of the two objectives just discussed. On the'other haqd,
it can be said to satisfy the model.by its”ﬁging behavioral
and by setting up twéusﬁnehel standards implied in the |
terms "enjoyment" and "information.

4. The fourth objeetive, which is also about Reading, is
stated hehasiorally in terms of what the students are
expected to he able to.do. We can ebserve a student who

" has formed a permanent habit of reading.

@

Generally speaking, these objectives just discussed individually,

are. expressed in terms ef students 'behavior, which is recommerided by
the model for this study. They are ¢ertainly long and broad but more
specific than the objectives in the syllabus to which they correspond,

These objeétives, too, are appropriate and in a_number of cases'as

discussed, spell out certain standards to be observed or demonstrated.

' _ They can facilitate planning of the necessary learning experiences

that can bting about the realization of the standards desired.

’

The Syllabus ObjeEtives as Related

to Tutors' ObjeEtives

As was explained in the model .in Chapter III, the syllabus

. "objectives can be expected to be general. ‘However, in their generality

‘they should express standards or competencies desirable for all the _
eople under the same program, in spite of their dlfferent locality or.

school. ihe'tutors in the individualvcolleges, although wgrking under )

different circumstances with regard to type of students, and -



availability of. teaching materials, mﬁst st:iye to attain the same
syllabus-stated goals. A tutor of course is free to intéﬁpré% the
wofficial syllabus objectives by h;s'ow 5spec;fic instructional
objectives, and he 1s free to adjust ﬂis‘teaching‘approéch, methods
and éechniques.according to the prevailing circumstances. Popham
has observed that, "the parﬁicular charactsristics and abilities of
any given class of students help to determine which en, route behaviors
are necessary in the attainment of particular obje;:t:ives.."1

Tutors in Uganda are'free to make such a determination. It has
been observed that the syllabus objectives discussed in this chapter
are very broad énd they fall in clarity as to what specified
observable behaviors-would bé_expected of the students under the same
Engli;h program. |

| Again, according to the model in éhapger III, the tutors'

objectives are supposed to derive from the geperal syllabus objectives.
In a few caseé, the tutors' objecEiGES, particularly those that were R
expressed in behavioral terms and were studeﬂﬁ—oriented, are extensions
of and a great improvement on the syllabus objectiyeg_with which they
coincide. Those few are,.tﬁereforé, positively relqted‘to the (
syllabus objeétives in the sense that they spell out more clearly what

isvgenerally and vaguely expressed by the objectives in the syllabus.

Unfortunately, the majority of tutors' objectives as analyzed fail to

lJ. Popham and Eva L. Baker. Planning Instructional Sequence.

Englewood Cliffs, N.J.: Prentice Hall, iInc., 1970, p. 18.
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be specific, behavioral, appropriate and fail to set clear obserVable

*

. ~ . 5
standards. They are, thereforeg-es genef%l and vague a% the syllabus
obJectives to which they correspond. sOne major point might be
R
reiterated-here -in connection with the requested specific tutor
objectives.
A major problem commonly arises when objectives
are either too specific or too broad. If the objectives-
are too specific, thousands of individual objectives may
be involved in a typical teacher education program. If
each of these thousands of behav1ors must be tested for
a minimal standard of performance, the program staff
soon will run out of time, energy, and ‘enthusiasm. On
the other hand, if the objectives are too broad, they
tend to be vague and performances are difficult to
measure., In addition, the learner frequently loses
interest because he perceives little progress toward
the broad_ objective over the long learning time
required.
Almost all syllabus objectives and a majority of tutors'
;objectivesmspate~nowimplied,criteria which. can facilitate measurement
of the standards to be met. The model in Chapter III implies that
such criteria should be well spelled out to enable students to
demonstrate the necessary standards of pe¥formance. It should also
_ be noted in connection with this point of clear standards that,
particularly in teacher education, if the syllabus objectives and
the tutore' objectives are specific in terms of the standards expected
‘of the students, and if the student is aware of these desired outcomes

from the very start of the program, he can be goal-directed in his

efforts, and his learning can be more efficient and more effective.

lW Robert Houston and Robert B. Howsam. Competency-Based .
Teacher. Education: Progress, Problems and Prospects. Chicago, Ill..
Science Research Associates, 1972, p. 26.

i



In general, while the syllabus objectives and a majority of
tutors' objectives may be related in many of their shorthmings as
analyzed, they fail to have the pot??iue redlationship that was
emphasized in the model. The recommended relationship was that the. o
syllabus objectlves be generally broad but expresswége general 7
competencies expected of all the people under the same program and
that the teachers' objectives deriviﬁg from the eyllabus objectives
should be able éo inte}pfet the syllabus objectives in more specific ’

and behavioral-oriented objectives, with easily observable and

demonstratable standards.

Students’ Objectives as Stated

e,

in Questionnaire ' .

-

As mentioned at the beginning;oﬁ this chabter, the students,
too, were requested to write two aims which:fhey have when they teach
English speech, reading, writihg and listenieé to their pupils in
primary schools when they go out on practice teaching. It was also
remarked that the type of reiationsﬂip expeezed between syllabus
objectives, the tutors' objectives and the studeats’ objectives would
not be as direct as that between the>syllabus objectives and the
tutors' objectives. The students'.objectives are suﬁ;;sed to demon-
strate that, after the teacher—trailnees have learned from the syllabus
objectives and Ehe-tuters' objectives, if all these are well sta;ed
and the teacher-trainees are aware of them, and after they have been
through a thorough practice in stating instructional objectives, they

are able, particularly in the final year of their training, to state .

appropriate objectives to direct their teaching.

\



Ten students from each of the five colleges were observed while
teaching and their teaching objectives were éxamined. Itkfé thesé
fifty students whose objectives were égémined and analyzed in order

"to'findﬂwhether thére'was.éhy relationship between their géneral
objectives writteﬁ in anéwer to a question in the teacher~trainees'
questionnaire and the tedching aims written in plans for their‘lessons
taught. l

From the analysis made of the students' stated objectives, most
of the objectives could not fit the objective criteria set up in the
model for this study. The following observhﬁions were made:

A majority ofnthe students' objectives stétedlwhat'the teacher
éan do or is going to do rather than what his pupils will be expected

to do._ For example: v .

1. To help children impfove and practiée proper pronunciation

and stress of words. (Speech.)

2. To develop children's free.;nd self expression in

speaking. (Speech.) *

3. To test pﬁpilsﬂ comprehensioﬁ of-the story. (Reading.)

b 4, T§ train pupils to listen for accurate information.
(Listening.)
" 5. To teach stresses or intonation in a sentence. (Readiﬁg.)

6. Tﬁ train them t;;write in good handwriting. (Writing.)

These objectives show the same gsort of shortcomings as the tutors'

objectives that were process-oriented; and they, thérefore, do not

.. satisfy the objective criteria set up in the model for this study.
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A good numbef of the students" objectives, .too, were ambiguous.
It was not easy to tell whether they applied to the tea;ﬁﬁr or the
pupils to be taught. Examples of suc&;statements;were:
1. To understand one another easily, . (Speech.)
2, To train élarity of speech, confidence, building control
of voice and fluency. (Speech.)
3. To express feelings freely or communicate freely with
people. (Speech.)
4. To read for pleasure and enjoyment to try to understand
ideas of others. (Reading.)
5. To read factuai knowledge and current affairs. (Reading.)
6. Tomtrain correct response to others. (Listening.)
7. To train proper behavior or discipline. (Listening.)
8. To establish quick and easy communication by writing.
(Writing,)
9, Practice free haﬁdmovement. (Writing.)
Such objectiveé are not specific and they appear too abstract to be
used to plan teaching, particularly in primar; schools. Similar to
tﬂe above type of aims but with a highly vague or superficial
phraseplogy,‘wé;e the following aims: |
1. Chiidren to be good speakers. (Speech.)
2. To be allowed.time to read; (Reading.)
3. .To éheck the understanding of word; and gramﬁar of the

content. (Listening.)

4. Be zble to communicate by 1étters. (Writing.)



5.

6.
7.
8.

9.

Very. difficult.to get the children's w&rds because they’
sometimes ﬁispronouncq words. (Listening.) Ty &y
Cbmposition-gkills. g;:??%?g.)i .
Storytelling, (Listen}ngJﬁ

Accumulation of-ideas. (Writing.)

Loud and clear enough. (Speech.)

There were many of this type of statement but the foregoing illustrate

. the point.

. A
g
R

Just a few of the students' stated objectives could be said to

fit the model in a somewhat limited'w?y. Examples of these objectives

were?

1.

So that they can be able to express themselves correctly
and freely by speech. (Speech.)

So that théy may“be able to express their feelings in
writing. (Writing.) |

So that they may commuﬁicate easily with other people.

- (Speech.) : .

So that they may be able to communicate with the rest of

- the outside people. (Writing.)

So that they ﬁay read more of the written.literagu:e
later iﬁ life. (Reading.) |

So that they may be able to read by themselves for
enjoyment and relaxation both at school and elsewhere.

(Reading.)



The first objective, connected with Speech, is expressedn
behaviorallyiand'it spells out: its standards to_ﬂe.aEEQined, by thg
terms "correctly" and "freely" Byvgpeech. It is specific andA
appropriate acéording.to the criteria in the model.

The second objective, about Writing, is expressgd in terms
"of what the pupils might be ablé"to do: “express theiszéelingé in
writing." Although each ‘person’s feelings are different, they can.
be demonsﬁ:ated in writing. The objective, therefore, is specific
and can be said to satisfy the model of'this study.

The third objective, connected with Speech, is also e#pressed
in terms af what the pupils can do, although it is qdite general.

It requires that one define what "communicating easily" means. 4

Tﬁe'fourth objectivé, about Writing, although expressed in
behavioral terms, is too general. What is meant by "the rest of
the outside people?" .The objective lacks specifically expressed
standards to.be expected of the pupils. -

The fifth‘objectiﬁe, aﬁ&ut %Faainﬁ, is in behavioral terms but
too general. ‘How much literature will they have read? What is the
na;ure of the "mqre" written literature they will read? This objective
'_is vagqely expressed as rggarqs the standards it puts forth‘for the
pupils'to attain. | .

The sixth objective, about‘Readiﬁg, although expressed in
behavioral terms; is vefy'general. The standards set in tﬁe-objective

are very'absﬁract. In order to be observable, these standards require

other terms to express. them,



Although-all these. objectives are expreésed behaviorally,
: x

some of them' are very general arnd they indicate no measaiable or

observable standards. They can:NEZ;;§ér, lead to more specific

< —

teaching objectives.

Students' Teaching Objectives
As regatrds the students’ instructional objectives planned for
the lessons taught and observéed, almost half of them suffered the

same drawbacks as did the objectives already discussed. Half of the

rest were directly copled from the Nile English Course, Book Five

Teacher's Notes, or from The New Oxford English Books, Teacher's

Notes, which are some of the assigned .teaching books used in the
primafy schools of Uganda.

Particularly in the case of the Nile Englisi Course Bouks——
Book Five, and Book Six which is soqon comiﬁg out—:the Language Unit
at Buloba has tried to prepare all English lessons the way they should
bg taught by an average teacher ofvEngliéQ‘in a primary school, with
oﬁjectives and all the necessary tegching steps, methods and maéerials
suggesteé. So the students. who taught fromrsuch books did not have to

produce their own objectives. However, almost all tﬁé”object1VEs from

The Nile English céﬁrse Eook>§re as,fqllowg:
1. (To read thg new story silently.
2. To test the p;pils' comprehension of the story.
3. .To help children devélop convérsational skills.
4. To put 1nt6 context the‘ﬁ;rds they learned in Get

Ready,Lgéson.'



5. To practice "how far, and how much time."
. -,

; ¥
6. To train the pupils to ﬂéﬁiﬁ: for accurate information,

L

>

sentence patterns-—for/sinceﬁ\dé/so do I; neither do I.
'These;objectives are given as the.students wrote them, but as
. observed later in the books they taught from, such aims were'direct
copies from these books. - The objectives usua%}y are"arrénged in a
series as grouped above, for one particular block of a lesson which
can be continued for a number of periods.

Generally speaking, the students' objectives which they
. planned without the use of books or otherwise, seemed not to demon-
strate thé necessary pre-practice expected of final year students
who are going out soon te carry out a &o—it—on—your—own. Most of
the oﬁjective; failed to demonstrate the expected relationship with
the syllabus objectives and the futors"objectives. That is, the
students' objectiveé did not show that ﬁhe students had learned frofi
the way syllabus.objectives are stated, from the way the tutors plan
their objectives, and from é.thorough practiée in stating their own
instructional objectives. As was observed with the syllabus
objectives and many of the tutors' objectives, the way many of the
students" stated objectives are expressed does not give an easy

and smooth lead into the planning of the necessary learning

experiences.
7
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CHAPTER 'V
RELATIONSHIPS BETWEEN LEARNING EXPERIENCES

AND STATED OBJECTIVES

As was observed in Chapter III1 describ{Pg the model,
"learning experience" is the interaction between the learner amnd
his environment. This then suggests thatlit is not simply enough
to name the experience but the experience has to be planned and put
into a context in which it can make meaning to the 1éa;ne}; thus
enabling the neéessary interaction between the learner and the
experience within an enviromment. It has also been emphasized in
thg‘mode; that well statéd objectives facilitate the‘planning of
the reqpired learning experiences. Thié relqtionship between the
syllabus objectives, the tutors’ 6bjectives, the students'
objectives and-the planngd.léarning experiences, was the second

23

aspect of the study.

Relationships Between Courses

and Syllabus Objectives

The Grade‘II syllabus lists ten courses in the order of
Language, Phonetics, Structure of English, Straight and Crooked
Thinking, Teaching of Speech, Teaching of Reading, Teaching of

Writing, Speaking, Reading, and Writing. In the Grade II colleges,

S

63.

5 e



64

the purely academic courses are’supposed to be given dg;ing the first
two years, and courses that go %Itu~$eggodology of teaching Engliéh
are offered mainly in the last two §;ars;- The following table might
give an idea as to the order in which courses are supposed to be
taught in the Grade II primary teacher training colleges with their
suggested (approximate) time allocations., «

Table 3

Courseq of Study in Grade II Tcache1 Training
Colleges and Suggested Time Allocatlonql

Course No.

and Title . Year 1 Year 2 Year 3 Year 4 Total
2. Phonetics 36 - o _— 36
4. Straight & Croéked Thinking - t—— - 16 16
3. Structure of English 72 66 —-— - 138
8. Speaking ' 72 33) -

9: Reading 72 66§ 32 32 3762
10. Writing 36 . 33)

1. Languégc - - 24 - 24
5..Teacﬁing Speech o - 33 38)

6. Teacﬁing Reading - - 24; 86 1973
7. Teaching Writing - - 16;

lSee'Copy of the Grade IT Syllabus, p. 24.

2Courses in Speaking, Reading and Writing tend to overlap in
many ways, and time allocation is left at the discretion of principals.
It is suggested that if extra time in years III and IV is allocated to
English, this should be used for Courses 8, 9, and 10,

3rime in Year IV ig not distributed but is regarded as available
for "General anllsn Methods."




Basically, the objectives for teaching English coursesiand ,

English methods courses in the‘Gr"dg\III primary teacher training

'colleges are the same as those in the Grade II colleges.

However,

the Grade TII teachef~trainees' program is only two years’and the

tentétive Ehglish Program is.planned as'follogs;l

YEAR ONE &

Course As Improvement English
- 1. Remedial English
2., Intensive Reading
3. Writing
4.

Course B:

Extensive Reading

Language

32 Periods

66 Periods

32 Periods’

88 Periods

40 Periods

1. The Nature of Language
2. _Language Patterns of English
3. English Medium Teaching in Uganda
Course C: Method -
Introductory study of the ‘gereral principles
of teaching English as a second language--
reference to the teaching of Oral English,
Reading and Writing. *
N YEAR THWQ
Course D: -English Mbdium Teaching from Lower Specialists, 16 Periods
’ P 4.
Course E: Lower Primary~Ieaching Method
Coursge F: Qpper Primary Specialists, A Study of the
- -7 .- Analysis of N.0.E.C. IV/V and-English
Medium Teaching, p. 4 and p. 7.
Course G: Upper Primary Teaching Method

4

64 Periods

‘ . Iprate copies of Expanded Notes on the above courses were also
.sent out :to accompany syllabus outlines.

6s T
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A:§tudy of_Fhe two syllabil which in principle havexgpe same
objectives,rshows that the objectij:§w§£§~planned and intended to
come immediately before the courses thé?ffafer to respectively.
According to the model in Chapter III, such_a‘posigion for the
objectives in the syliabus~is emphasized so that the objeétives nay
give a lead into-the intended learning expériences. However, the
;uggested 1éarning activities in the.two syllabi are just headings.
There is no attempt to analyze or to suggest the context in which
they_sﬁould be practiced. Thg headings oé the activities are so
. broad and sometimes vague that it may not bé easy for a tutor or a
teacher~-trainee to follow the syilabus on his own. Even with quite
a number of tutors,iunless they are théroﬁghly trained and realiy
knowledgeable about the materials they have to teach, it may be
‘very difficﬁlt for them to get into the meaning of such mere
listings of activities.

Another point observed was that with qpe exception of very
few activity headings, the syilabi do not suggest sources or
references which are closely linked with those items in order to help
.the user of the syllabus to get to l?s required information or context.
It appears then that there is always a vague relationship between what
is to be achieved and how it is to be achieved. This vague relation-
’ship‘is expressed right at the beginning of the Grade II English
syllabus in one of the guiding principles that, "The .content of the
syllabus ;ﬁd the methods of training #re to be determined by the‘

skills aﬁd knowledge required by a good primary teacher, namely a-



@.
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high standard of speech, a thorough unders;anding of how language
- B - = i )
works, wide reading experience and cQQE:::nce in written self-

Xy

expression."1 4 T %

Current Practices in the Colleges

Full, efficient impiementaticnrof the syllabus as it is

planned seemed to be hindered by two factors. One was the very small

number of tutors of English at some'colleges and the other was lack

of proper understanding of the‘syllabﬁs and vhat has to be taught,

by some tutors. These factors were observed and again confirmed in
the interviews with ﬁie tutors of English themselves. For example,
at one of the colleges, where there was only one tutor of English to
teacﬁ about 175 studenté, it was physically impossible to do a really
good job bf all under such conditions.

It was found ouﬁ that some of the courses, although recommended
in the syllabus, were not given at all., In a‘number of cases,
Phonetics, Speech, Language and Straight and 6¥ooked Thinking were
not taught. Even with thosé that were said té be taught, it was not
easy to determine how efficiently they were taught. In many cases it
was never easy to obtain any sort of tutors' schemes of work. College
principals who are supposed tc keep at least an indication of schemes
of work of the tutors, did not have them either. The heads of the

1

English departments, too, pointed out that each tutor of English is

Lsee Copy of the Grade II English Syllabus, p. 24.
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at liberty to develop his work in the way he wants it. The college
. Sy

timetables could not give a clue beé luse all periods of English on
the timetable were merely marked "English" throughout. It was,

therefore, not easy to tell how much of the English Program was

r

being devoted to different parts of the program at any particular time.
.

Grade II Tutors' Comments, Observations

and Conclusions

Comments on the syllabus objectives and learning activities
as a whole were ginen by tutors of.ﬁnglish in answer to Question
Twenty-six of tneir questionnaire1 and supplemented by their
.answers in the interviews. N
Tutors commented that the whole English syllabus was. vague to
. them. They felt that nothing was really specific. The syllabus did

not epecify standards to expect or what fields and subject matter

4 IS

were to be covered. The tutors also mentioned that in the methodology
section, there was no mention of what specif;c topics should be covered.
Sone tuters indicated that at their college they generally
forned theit own syllabus for each year and therefore change of staff
_ interrupted the continddty.u They condemned the official syllabus as
inadequate, but failed to give specific reasons.
A number of tutors stated that the official syllabus tended

to drop nearly sixty per cent of the academic work during the

1See Appendix ¢ for copies of Tutors' Questionnaire.

v



professional years thfee and four, so as to give room‘td English
methodé.courses. They recommended ‘hag the academic work should
continué right to the top year. The me;hbds courses tended to
overshédow fhevknowledge of English gathered in year one and year
two; This was, therefore, a drawback in tbe COnceééion of the
syilabus.' - o
The tutors suggested that although the syllabus was satis-—
factory in‘some partgi a'few things need chénging:
1. Course 1 (Language) and Course 3 (Structure of English) .
"should become one course; and Course 2 (Phonetice) and
Course 8 (Speaking) are not in any way diﬁfereﬂt.
2. " The syllabus has too many subdivisions indicated to
allow any proper allocation of time for each on the

timetable.

3. The syilabus in general hardly.;roéides anything for

Infanf Methods; there should be something in the

syllabus on'Infant‘Langu;ge Method:.
Tutors also pointed out that it was difficult to prepare for.
~an exterualnéxamination based on the current English Syllabus. They
'éaidALhat the syllabus does not say how much should be covered at
each level in tﬁ; v;ri;;s éourse;, such és Writing and Reading.
Théy"glso oBserved that thé syllabus, too, does not specify any one
textbook, but justtléys down a list of books to choose from,

A ;umber of tutors, too,rsuggested that alterations should

be made in the 6fficial“sy;labhs for it has a traditional approach
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rather than a ;iﬁéuistic approach. ‘They'felt that the oral sectiohs.

of it needed more a;tentionL Students should be given mere oppor-

tunities of using the language fréélj;yﬁt under guidance, for

. example, in class debates, impromptu speeches, etc.

It was observed thaf while éome tutoré haé very fine stated

: objectives.Written down in response to Quéstiou Twenéiffour, in the

interviews carried out wiéh them, they did not indicate what sﬁecific

approach they u;ed in teaching each section of the program. Thereé w;s

also.an.indication Fhat each tutor carried on his own part of the pfo—

gram without knowing wvhat was going on in the total English Program.
Question Thirteen of the™futors' Questionnaire was intended

" to ﬁbtain a general idea of what parts of the English Program tutors

emphasized most.l The average pattern of responses can be observed

in the following Table 4.

Table 4

.Averape Allocation of Emphasis in Hours by

-
Grade II Teacher Training Cellege Tutors2 i

: ‘ 3 Preparation &
Language | English Language Use of Visual |[Total
Andlysis|Literature {Improvement!Methods Aids Hours

AVerage 15 20 26.4 22.7 15.9 100
Range: 0=30 10-40 10-50 10-40 10~30

1See Appendix C for copy of Tutors' Questionnaire.

2rbid.




Lanéuage Analysis included intensive and extensive readingain and
o - - .

out of class. Language Iﬁprovementgi cluded Speaking, Reading,.
ikﬁ“*w

and W;iting. Methods includéd Teaching -Speech, Reading, and

Writing. Preparation and Use of Visual Aids included the materials

to be used for teaching English.
From the Table, it appears that the tutors put most emphasis

4
on the improvement of the teacher-trainees' English, which of

course is also emphasized in the syllabus objectives of the program
and it also appears an emphasized goal in the tutors' objectives.
The English Methods Courses are given second place in emphasis,

then English Literature, which is followed by Preparation and Use of

Visual Aids, and lastly Language Analysié. i ¢

Grade ITT Tutors' Commenfs, Observations

and Conclusions -

Through their questionnaire and interviews, Grade III tutors
pointed out thaé they insisted on remedial wofk in the first year
and methodology was emphasized in the second year. Some'had;reélly
elaborate scﬁemes of work they followed and which the writer was
able to look at, but others had nothing of the sort. In the latter
casé it was not easy to know the tutors' app;dach and what aspects
they &ealt.with. Some of those who did not have any scheme of work
to show commented thag they based their work on the Grade I

Syllabus which, as they said, has quite full notes for each course

and so is very helpful. . They said they did not follow the tentative
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Gradé IIX teachers; syllabus for Phoﬁetics, Speech and Englifh
Methods. As for English Language Coutgsa;m:hey followed thexy
tentative Grade III English Syllabus, However, they suggested théﬁ
a lot of vork geedgg to be done to improve the tentative syllabus.
They remarked that they had élready been asked by the National
Iﬁstitute of Education to send in their suggestions and comments.

Some tutors pointed out thaE the "English Principles" laid
. down in the paﬁers sent on 1l4th March 1972l by the English Tutor,
National Institute of Education, are excellent, but under the
_ present ;ircumstances are most difficult to put into practice
because of ; narrow view of teaching which is pefpetuated by the
Teacher's Handbooks. Ihey indicated that more. thought and time
should be devoted to providing techniques for a more imaginative
épproaéh to the teaching and using of language. They believeg
that considerable potential ability in the primary schools is not
being developed Because of the stifling effect of a set scheme which
leaves little room for initiative. This shows i; the too-formal
approach of students during teaching practice and their lack of
knowledge of goﬁd primary school methods.

From the;responses to Question Twenty-five of the Tutors'
Questionnaire it was generally indicated that the English Progfam
in Grade III primary teacher training col;eges followed the pattern

of the shown subdivisions.

1See Appendix F for copy of the circuli£>,~a/



Table 5

Subdivisions of the English Program in Grade III
Colleges and Number of Peritds“Rer Week for
Each Year (FEach Period is-40 Minutes)

English Language English Methods Speech
3 T2 , 1
Observations from the Tutors' Comments =

From what has so far been discussed, it appears that there are
a number of factors which really run counter to the smooth operation
of the English Program iﬁ_primarywtaacﬁer training colleges. vThe
syllabus objectives and the legrning activities given ére very
unclear to many tutors and as a result many tutors are hindered from
doing a2 good job‘with the program. In many instances, the tutors
too are not able to develop specific objecfives which could lead to

«

the planning of their own activities or fo improving those given in
‘the syllabus. The comments of the tutors imply lack of initiative
on the part of‘the tutors themselves in mdking the program much
bettef than it looks on paper. While many are not sure of what the
syliabus directs them to do, they are equaily uﬁsure of hoy to
develbp'clearcut objectives to follow and learning experiences that
would provide an effective and efficient context in which the
teacher-trainees can benefit. As it was demonstrated éhd emphasized

in the model in Chapter III, the syllabus is there to guide generally,
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but it is the teacher who has to interpret it, t§ make the\
objectives clear whére‘they ;re notjkgasmfo'?¥ﬁvide appropfz;te
context forvthg4;gérging activities so fhét‘proper interaction
between the students and the environment is made possible. However,
"the tutors' procedures and comments do not seem to establish this
'fundamental felationship. This, too, might affect the students’
potential to establish their own teaching obﬁectives; and to seiecf
and o;ganize their own learning agtivities tb give to their pupils

because they have noﬁ been given a proper example from the training

system, —

o

Observations on English Materials Used

One of the guiding principles stated at the very beginning
- of the English Syllabus says,‘"Every possible use will be made of
radio, television, bookmobi}es, grémophones, taperecorders, films,
filmstrips and visits from interested parties such as the British
Council to give bieadth to teaéher training céLrses and to do |
follow-up work with teachers."1 From interviews and answers in both
' questionnaireé of tutors and-étudents, the following were observed:
- 1. Avmajority of tutors expressed the inadequacy of
«teaching'materials, particularly in thg_grgde II1

teacher training colleges. 1In the interviews with tutors,

a number of them pointed out thaf although the syllabus

-
R

1See copy of Grade II Syllabus, p. 24.
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lists a long list of textbooks to be used, many‘?f the
books are too general to bg;:immuch use to the c;;cum-
stances that exist in Uganda.¢/i~

2. Students can afford to buy just a few books although the
syllabus recommends a long 1i§t of student personal
books.

3. The current books used by most teacher—tfainees in the
teacher training‘colleges hardly include any English
methods books. ‘

4. The Grade II teacher trainiAg colleges had a fair number
of qulish reading books. These books are graded to

. cater to the various levels of s;udents’ English.
~7‘5. The’Gréde III teacber training colleges, too, have a
fair nuﬁber of English reading materials. However,
according to interviews with the tutors ;n the colleges
studied, the rea&ing materials were old and too simple
and unsuitable for étudents who hav; alreadx gone through
a four~year secondary education.

‘6. A number of types of teéching equipment were abserved in ~
‘the colleges studied and these included the radio,
television, overhead projector, ta?erecorder, slide
projector, reading charts, wall charts, puppets, and

- “"gprip blackboards.

Acéording to interviews with tutors in some colleges, some

teaching aids had been kept in store without use.,  Some tutors



mentioned that they had just started using them recently. gg
colleges where the staff of English woggxzfry few, the complaint
was that they did not have enough time to” plan efficient lectures
in which they could use or demonstrate the use of teaching alds of
the nature listed. ‘ i

The teac@er~trainees' rating on the use of teaching aids in
their colleges was very low on some equipment. The rating referred
to here was in response fo Question Seventeen of the Students'
Questionnaire in whichvthey were asked to indicate whether the given
teaching aids said to be_ét their individual colieges were much used
by the tutors in teaching English and methbds courses to the teacher-
trainees. The teaching aids were listed by the researcher fo;
students ;t their individual colleges after learning what teaching
aids each college had. The students were instructed to rate each of
the teaching aids according to how useful each was in the students'
English Language and Engliéh Methods courses. In the question, the
students were given numbers, 1, 2, 3, and 4 an&gthey had to draw a
circle round the number which best expressed their view on each item.
The %faning of the numbers was as follows:

1. Very useful

2
2. TUseful
3. Not very useful i . ' -
. 4. Useless
&

The equipment rated high were the radio and television, puppets and

strip blackboards, reading charts and wall charts. As the researcher
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came to know it from the interviews with tutors, the students rated

these items of equipment high because they are the ones moé%?used

by the students themselves, although t;;?ﬁnqessarily by the ‘tutors.

7.

Three books were listed by students as the most common

textbooks possessed and used by the students. These

-

weré: J. A. Bright, Patterns and Skills in English,

Books I, II, III, Longmans; P. A. Ogundipe and P. S.-

Tregidgo, Practical English, Vols. 1-5, Longmans; and

The Nile English Course, Books V and VI, Uganda Publishing

House. Of the three books, Pattern and Skills in English

was pointed out by tutors in interviews as the most
difficult to use. Particularly, most African tutors of
English complained about 1ts complexity to both tutors

and teacher—-trainees. Practical English was saild to be

easier to use than Bright.

The Nile English Course, a new Uganda English course to

replace the New English Oxford Readers, has recently been

made an official Primary Five English book. This, too, is
an-important student personal copy. Book VI will soon be
out for Primary Sixf,,According to interviews with the
tutors, the book had not yet béen taught or studied
intensively at the teacher training colleges.

According to the syllabﬁs, the students are supposed to

have as personal copies, N. 0. E. C. Uganda Teachers
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Notes to: Introdﬁctory Books A and B,1 Book I;‘Sections
. ’ : .,
A and B, and N. 0. E. C. East Africa, Teachers' Notég
Books IT to V (revised edition quﬁs IX and III). Only
in one college amongfthose'studied, did each_sﬁudent have
copies of these. ; : - .
10. According to interviews and answers in the questionnailres,
activiéies such as debating clubs, languagé societies,
school magaziné writing and the like, that would be used
to motivate students in improving their English, were
non—-existent in some of. the colleges. Even in those
colléges where some of them were reported to exist, they
happened to be dormant. They are at times organized by

the students at theélr own initiative but the tutors of

Engiish are never there to give a push.

Students' English Practice Teaching

Connected with learning exﬁeriences, one other objective of
the study was to observe a sample of ten final year students from
each of the five colleges, each teaching a lesson of English. The
purpose of this. exercise was to discover the type of learning -
activitieé they selected, the methodology used, particularly in

oral Fnglish lessons, and the exercises they gave to ﬁupils to

1Book A is concerned with the teaching of English language
. structure and Book B is concerned with language activities
that can be used to teach English. "



gsecure’ feedback. The lesson plans of the student teachers selected’
X,
. . 2
were examined. Generally speaking, they all followed a step-
arrangement system., The investigator wroé; down from each student's

lesson, the type of objectives (or aims, as the students called

them), and teaching materials used, according Egighgwtopié and class

dealt with., A sguarg matrix, as explained in Chapter II, was used
bz_the investigator to code observed variables in each studéﬁf's
lesson. These vafiableg were 1argeiy the tyﬁe of oral interactions
betwéen teacher, pupll, group, or class.

A count of eacﬁ ﬁype of interaction was made for each
student's lesson, and the totals froﬁ the ten 1ess§ns obsér?ed for

each college were in the -end plotted on one square matrix according

to the respective small square;c The-purpose of plotting all of

these totals on one diagram was to get an idea of what type of
methodology student teachers in any college often used in teaching
oral English, e.g., whether it is teacher talk much of the time, or

*
whether pupils make statements and ask as well as answer questions.

The investigator was interested to learn also whether a teacher was

working with individual pupils, groups, or whole classes. A third
possibility was that a student teacher might have a whole class
doing written work. The observation was intepded by the investigator

to secure feedback on what is taught to student teachers in their

English methods courses. An example of the way in which codings

were made:.on the squaré‘matrix from one of the colleges is given in

" Table 6.




| ' | Table 6

.E Interaction Counts for Ten Oral English Lessons Observed!.
!

| ' ,
' 8 Q A R E
51 71 61 41 7 11 2124} 5 15 4 16 21,71 2
T ] . ] )
10} 91 7} 41 5 4. 3] 21 416 {7 4 6 16
7 11124110 |6 |5
P
8 11 8 51 9121 |9 {10
3 4
G
fle= 9
5 41612 2| 31 6 1
; | By
' : 2 11 | 8 71 5] 6| |7 3 241 |2
tl . "
1l
W} \ *
‘T = Teacher C = Whole Class ) = Question
P = Pupil - W = Written Work Given A = Arswer i
G = Group to Whole Class R = Repetition :
o S = Statement : E = Noise ¥

t

1This is just an example to show how interaction codings and counts were made for each ten students
from each of the five colleges studied.
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The ten small divisions into which some of the boxes on the grid are
: . * -

divided should stand res;ectively for‘thghifn‘étudent teachers
observed. Each number is a count pf the gi;en interaction during a
parti;ular lesson out of the ten lessons coded. The pattern in which
the coded counts appear on-the Square Matrix,'cah give an idea of

the type of methods of oral presentation commonly used by the students

in a college.

Obsexrvations and Considerations

on the Teaching

All lessons observed were oral English lessons generally
intended.ga-train children irn good speéch, pronunciation and under-
standing of what is said to them and what they read from their books.

Except in a very few cases, the oral English teaching tended
to be in terms of teachér statements. Very rarely were pupils
trained in asking questions or initiating stéteQFnts.

As it was observed, .a number of teacher~trainees failed to
work with groups in English oral teaching. They dealt more with
individual pupils or pupils as a class than with organizing pupils
‘to work in groups. Where some students attempted to use groups, it
resulted in noise or disciplinary problems and the students concerned
had to ébandon it.

It was observed, too, that some studegt teachers tended to

talk a great deal to explain what they wanted the pupils to do,

initiating questions, answering their own questioné if the pupils
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b

failed to answer them, or repeating their own answers or the answers

k‘?
given by the pupils,

Some students used hardly any teagﬁing aids except the course
books they taught from, although the i;nguage material they were
handling required real objects for the c;iidren to handle.- .
Moreover, the real objects, as it was found out, could easily be
obtained‘locally;

Except in a.;ery few insta;des,»éhe'étudents diq not give any
assignment at the end of the lesson to secure feedback on what they
; had been teaéﬁing. In most cases, the avérage duration was thirty
minutes, and time passed by before most students could put a gbod

conclusion to their lessons.

.l

3

Such observations as analyzed about the'teéching practice of
1studeﬂt teachers in the college3<studiéd, may help to point to the
Vnecessity of putting effective and efficient teaching and demonstra-
tion by the tutors in the English courses so that the student
teéchers may come out competené at the end of?%heir training.
Competent means that student teachers would be able to handle class
teaching of English with confidence and with the purpose of making .
the children do what they want them to do. The learner is the one
who should benefit by practicinévthe behavior.desired‘of him, as
implied in the model, mot the teacher. When we test the learner
about what he has been taught, we intendlto find out whether he has

attained the desired standards.




CHAPTER VI
RELATIONSHIPS BETWEEN EVALUATION PROGEDURES, STATED

OBJECTIVES, AND LEARNING EXPERIENCES

Introduction

In addition to the nature an@ relationships of objectives
and learning activities discussed in the preceding chapters, .this
study was also designed to examine the nature of the evaluat;on
system as related to tile syllabus objec.:ti}res, the tutors' objectives
and the learning activitiles provided.‘ As already pointed out in the
model given in Chapter III, evaluati&n is a vital and complementary
activity within an education program. The need for-evaluation :
cannot be overemphasized. It is a process for finding out how far”
‘thé desired outcomes are achieved ghrougﬁ the 1earning‘experienc;s
provided. The désired_out;omes"are always expressed in well planned
objectives for a program and the process of evaluatioﬁ is geared to
helping identify the strengths and weaknesses of the progfam. The
resﬁlts of evaluation are qui;e often used in effecting the necessary
changes. .

. Data -on the evaluation-procéduresvused in the colleges

studied were obtained through questionnaires and interviews. These
procedures included tutor-made tests gilven internally to secure

feedback on what is taught by tutors to the students, under the.

gulidance of the syllabus oﬁjectives and/or the tutors' own derived
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objectives. The investigator also examined documents suggesting

the nature of assessment criteria usediin some of the colleges.

Furthermore, he studied external examinations made and sent to

" colleges by the National Institute of Education which, together with

the Government Ministry of Education, is responsible for_supegyising
the training program of the primary teacher fréining colleg;s. Allv-‘
these data have been analyzed in(rglationship‘to the syllabgs
ogjectives, the tutqrs' objectives and the 1eafning exﬁeriences:’
planned;aﬁdrﬁsé&. Students' self—e&aluatiou was examined in
_cognection with their teaching‘objeétivesAand the activitiés they

use in teaching. - The importance of this self—evaluation in helping _

the students to acqui%e‘the desired tedcher~-competencies was assessed N

2

also.

Interﬁél Systems of Evalua;ionlh
, By inﬁernal systeg; of evaluation is meant the va:ioﬁs instru-
meﬁés and criteria used by tutors_bf English within the primary te#cher
grgining colleges, to assess ;heir students of to examine the whole
English Program as if operates within the college in order to find

its strengths and weaknesses. This typevof évaluatiqn may be con-
cerned with the academicfside or the professional side of the prograﬁ;
~In thisnaréa; too; is inclﬁded gtudents' selffevaiuation as gnevof

the means ;f reinforcing the tutors' evaluation of students,

particularly in the field of practice teaching.

‘ The tutor-made tests. One of the means used tokassess>the

Students withiﬁ the college, is English tests normally given at the

i

AN

\‘
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end of college ierms. Coples of these tutor-made tests werqﬁ:béaiged
from a majority of éhe colleges Stddiéﬂiw~ﬁ fe@ of the colleges were
not able to gfovidquny copies of recent ﬁ@lor—made tests. Two
reasons were given. The first.was that, due to the students' brief
stay.at college and an overladen syllabus, the tutors were not able
to give any formal tests. The second was that the English sfaff,
small as it was, had to teach many hours per week and therefore,

they had no time to correct examination papers from so many studénts.
Acco;ding to a furtﬁer comment from the tutorg who were not able to
give any copy of recent tests of their own, they gave old tests here
and theré which in no way reflected the most they do.

The éutdf—made tests were examined for coverage and the
following are the areas that were tested: Structure of English,
Phonetics, Language Theory, Methodology, Writing and Reading. The
analysis went further to identify which itens were used that reflected
the major areas mentioned. The following were the items found;

. “
1. Structure of English: parts of spegch; sentence completiqn
(initially, medially and finally); Substitutions within
§;‘.sen‘t:ences; identification of sentence patterns; identifica-.
tion of complete and incomplete sentences; conversion to
indir;ct speech; and opposites and synonyms.

‘2. Ehonetics: speech sound identification and transcriptidn;

identifying and marking in;onation patterns; and giving

minimal pairs that could be used in teaching certain

given sounds.
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3. Language Theory: the primacy of language as applied to
’ «

language teaching. C 4

4.‘ Methodology: technique; of questioning, of teaching oral
language, teachingjreading; techniques of setting
comprehension questions; replacement drills; and identify-
ing well and baaly.stated‘objectivgg.

é, Writing: composition aﬁa paragraph writing.

6. Reading: comprehension passéges and answering objective

questions, and/or reading passages- and filliqg in gaps

.

with given words.
In some colleges, some areas of study were tested more.than .others.
Areas that rarely came out in most tests were writlng in terms of
composition and paragrgph writiné. With the adoption of objective
lgsts,in many schools and colleges these days, writing composition
- is thought of as an anachronism, particplarly when the factor of
time is often against the sfaff. There was a preponderance of items
on Structure of English.in most ﬁapers; and these happened to occupy
almost eighty per cgnt of a test in a single éaper. In some colleges,
they found it much better to have a separate paper for Methodology

than to put its items with other items of different areas in the

same paper.

Daily exercises. Among other assignments used by tutors to
test theiﬁistﬁdents'WEre short exercises of various sorts. These
were implied 1n some colleges in the minutes of the English Depart- -

mental meetings examined by the researcherl and in- the interviews

1See Appendix E for copy of a program for writing activities.

2
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with the iutors. They included: descriptive writing, letéer\writing, i
. . ¥
report making on books-read or projecﬁsxﬁngied out, skimming and

ey e

. note~taking, and{; number of others. o
_Tutor-made evaluation procedures as related to the Eneliéh‘ | P
- — i
Program. The study of tutor-made tests seems to-show that almos;ij;ﬁﬂﬁzdﬁ
all courses as glven in the English Syllabus, especlal%yggﬁat of
Grade- II Primary Teacher Training Colleges, afegt
:.sf“] ond

. teaching of the tutorgs” The purpose of these tests as it appears

St

from the énalisié is to find out whether the students have grasped

'o:;p§écticed what they are taught, thus implying whether the éEudents

have achieved what is advocated By syllabus objectives as well as

the tutors' objectives.
It was not the purpose of this study to find out how well the

students perfofmed in all these assignments. However,'as it was
- *

remarked. by some tutors in the interviews, the tests were a

convenient way used mostly éo enable the tutors to assesg‘and grade
their students.academically._ | |

| There 1s a direct relationship b;tween the tests and/or daily
a;signments and the behavioral objectives written by the tutors which
were discussed in Chapter Iv, Thé tutors teach English language
courses and English methods courses: "that the trainees sh;uld develop
the abilify to write English correctly, clearly, logically and

interestingly, and develop skills required for different kinds of
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__~written work. That the trainees may develop speed and comprehension
: . e y
. . e e 1
/’//iii’ _skills to enable them to use reading foripformation and enjoyment."

.V

It was also emphasized by some éutorsfinutﬁgfiéﬁ?rviews that
the purpose of the daily written exérciées as méﬁtfééga;above, was‘ i
to enable students to practice sequeance in writing; paragraphing,
sentgnce construction, choice of words, analysis and synthesis, and
creativity in writing in general. Many other outcomes would as well
follow. At other colleges, assignments of this nature were non-
ex{séent for reasons of too mich syllabus léad, too much teaching per
. week on the part of the tutors, and the large number of students at
somercolleges.
' One area that was found to be very much neglected is thét of
the spoken English of the students. There were no available indica-
tions that the tutors had any means of giving practice to the
studé;t;uinyspoken English. It waé said by some tutors in the inter—
views that some time before they had an oral examination given
externally, although the nature of it was not speéified. However,
as they said, that examination was dropped. The reasons for dropping
it were not mentioned. There is, therefore, virtually no system o?J/d’df,
giving practice or teétihg the teacher-trainees in oral English. The
course in Phonetics, taught to the students is only academic and

theoretiéal, with the supposed’purpose that it would in the future,

help the students to identify linguistic ﬁroblems in children. It

1From some of the objectives stated by the tutors.



has already been pointed out in Chapter IV, that extra—curriqylar
. K

activities such as debating, speech gi> ,» and the like, are hot

s

greatly entertained in many of the colleges®studied.

Student teaching and its evaluation. As an application of
'what is taught in methods courses, students in both Grade‘iI and
Grade III teacher training co%}eges have to do practiéé teaching in
primary schools. According to the Grade II Syllabus, "Teaching
Practice (including observation) should have a maximum time
equivalent to ninetégn weeks over the last three years of the course,:
the minimum allocation being sixteen weeks. Theilength of time
allocated in years two, three, and four depends on individual
colleges but ghe following maximus are suggested: year 2, maximum
3 weeks, year S, maximum 8 weeks, year 4, maximum 8 weeks."1~ The
Grade III colleges, according to interviews with the tutors concerned,
have about sixteen weeks of'practice teaching covered in the two |
years. Just a few years back their two-year program had been

.
increased by a term (about three to four months).

During the teaching practice period, tutors go out in turns
according to thé time—;;hedule agreed upon by the staff of each
cbllege, to supervise and to observe the students teaching. Each
tutor visits students on teaching practice irrespective éf the

subjects they teach; that is, a tutor of English does not go in for

English teaching only, although throughout the total practice .

1See Grade II Syllabus, p. 2.
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teéchiﬁg schedule he is supposed to have observed each sthdent
teaching English at least once or twice. The tutor obségbﬁs a -

" lesson and writes co#ments.on the leééqyﬁtaught, a copy of which
he leaves in the student's lesson ﬁ}an book. He may decide to
di;cuss his comments with the student concerned after the lessgn,
or he may expect the student to be able to understand the comments
when he reads them. In colleges with big numbers of students and
with limited number of tutors, students do not have enough confe-
rences.

The writer read gany of the tutors' comments on students'
lessons taught. The commeﬁts are usually very. lengthy
and they range from criticisms on objectives of lessons, class dis-—
cipline, teaching procedures, and teachers' époken Eng}ish to
children's participation in lessons. On the other hand, with many

students, there was not normally- any noticeable change as the tean

progressed, forfmany of the same remarks were repeated by tutor

after tutor in their comments. *

<:T‘\‘“/ This type of evaluation, while indispensible in teacher
'N;;ucation, ﬁas observed to be very ineffective with a number of
‘students in'somg’colleges for the following-reasons.ﬁ L
1. 1In some colieges, tutors have very many séudents to
take care of and therefore, there is no strong ;ystem
of tutor~student conferring on teaching performance.

2. Many students are so much after their success in teaching

that they fail to notice their mistakes; and even when



these mistakes are pointed out: to them by the Q;Fors

iﬁ the written commenﬁs;kthg%ftudents read them to attain
hardly any value from them.:”ig a result, some

students are only disappointed when they read what is
written abput them, or they may not pay se;ious attention
to the content of the‘tutofs' comments.

Although it was not expressed clearly in the syllabus, and
was not articulated by\EEg tutofs in the objectives they were asked
to write or in the interviews, the crucial relationship between the
teaching practice activity and the total English Program is that,
since the students are under teaching conditions, they may be able to
practice and demonstrate the right approaches, language skiils, and
teaching techuniques which they have been taught in the methods
courses. It is these approaches, skills, and techniques that have
to bé assesscd by the tutors during the practice teaching. The.
student teacher is made aware of the importance of possessing these

. *
competencies through the comments given to him by the tutor on the
observation of the lessons taught. This awareness would be even
more emphasized in tutor-student conferences. By realizing the
dmportance of acquiring these competencies, the students can also
learn the necessity of rigorous seli-evaluation as one of the means

of becoming effective and efiicient teachers.

Student: self-evaluation. This method of evaluation is put

under internal csystems of evaluation because the students do it

within the college or during their practice teaching. The type of



student self-evaluation that was observed by the writer wag during

. ™ )
the teaching of the ten students selec;%ghf:om each of the colleges

5

studied. In the leéson plan books that the -students had a habit of

writing comments of their own on lessons taught was. noted. In

most cases, these comments were very brief. Some of these comments,

copied from the students' lesson plan books, were as follows:

"The lesson was éﬁﬁd and the children énjoyed."

"Because it was in the afternoon it was difficult to manage

the children."

"This lesson was not well done. I.shall go over it next
time," )

"It was good. T liked it and the children liked it."

Such comments, written by the students about fheir own lessons taught,

do not really say much about the lesson and a number of things were

obvious from such statements:

1.

3.

The students do not have any set or establishedicriteria
by which they judge the success or failure of their own
lessons, . )

There 1s no effort in these comments to relate them to
the'instructipnal objectives and activities used fox the
lesson.

The comments lack an objective view on the part of the
students who are trying(to assess themselves through the
lessons they‘teach; moreover, they do not show any

evidence of evaluating their own teaching behavior. There

is no attempt on the part of the student teachers to see
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tﬁemselves‘or their mgﬁhods of teaching as tlig, cause of

the success or failuréro h}esson. Quite often it is

the teacher's methods and‘§;e environment he creates in

the classroom that is the major cause of success or

failure i;‘teaching. 1

4. As was discuséed in Chapter III, about student self:
~eva1uation, there is a way to train student teachers in
self-evalpation. Students' commenﬁs as exemplified above
do not seem to indicate any p;iof'knowledge of g6lf-

evaluation on the part of the students.

Tutor-evaluation of the English Program. There were no set

means observable in a majoritf of colleges to lead to an internal
rigorous evaluation of.the total English Program as it operates in

B individugl colleges. However, in just a few colleges some indication
that tutors of English ‘deemed this aspect important was oBserved in
the statements of the English departmental meetings which wére‘

. haqqe&‘to the writer. The following statements demonstrate the fact
that some tutors who were well organized in Eheir departmentsvﬁade A
aitempts to better the English Program and English teaching ;n their
‘collegeS'l

.

The Chalrman opened the meeting te—emphasizing the fact that
“Language" is one of the crucial subjects in the college. He
- sald it was therefore, necessary to meet from time to time to
review the work being done and to draw upoii the experlence of
_ the various language tutors.

These have been extracted from the minutes of English depart—
" ment meetings, a copy of which-is not included in the
appendices because of c¢onfidential reasons.

4



The Chairman‘opened the meeting whose purpose, he said,
was to discuss ways and means of improving the studgnts'
standard in Language both ac; demically and professionally. '
. The Chairman started by explaining the purpose of this
‘meeting, that is, to think of ways and .means of coordinating
the teaching of English or language as-a-whole in .this .
College as recommended in the 1969 Inspection Report.
Such comments from the minutes of some of the meetings at some
colleges are an indication of the tutors' efforts to make the English

Program better at least at their own colleges. -

External Systems of Evaluation e

The most common external means of evaluation mere:and still ”
'are examinations set’ by the National Institute of Education for the -
final year students in both Grade II and Grade III primary teacher
training colleges' and the final teaching examination observed and
“assessed by examining teams consisting of members of the National
hInstitute of Education Staff, officials from,the Ministry of Educa— ,:11
. o o T .
tion Inspectorate, and selected principals of primary teacher training - " .-
colleées. A o o T - , " R

External examinations. . Up to.only very recently, the system

of external examinations has been a very general one for both Grade II
and Grade III collegas. Papers were very general and. they were notuset.“
;waccording to. the specialized fields. Two papers were usually'set and
sent by the National Institute of Education. The examination scripts
were marked internally by the tutors in the primary teacher training
colleges and moderated externally by a team of selected people from

the Nationa] Institute Staff, the teacher training college tutors and

s - ) -
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the Inspectorate., Paper I of the examination consisted 1argg}y of
. ) y
general questions on methqdology,'schobls:iianizatiOn, and general

e t

items on the application of educg;ioual prinéiplés to circumstances

that the teacher-trainees are likely to encountcf. For example: )

« 1. "Interest is the key to good learning." Select a topic
from a lesson you have taught and explain how you arogsed
énd sustained the intervest of the children.

2. Generally classrooms in Uganda are éoorly furnished and
have little eéuipment; yet it isvpossible to improve the
teacher-learning euvironﬁent. Describe ways in which a

teacher can improve his classroom.l’

? S S
Paper Il had questions from the various spacialized fields.

Revertheless they often were of a general nature. Examples of such

&

questions are:

. 1. Deécriba in detail from the teachers' point of view the

issues and problems involved in making the transition
hd

from the vernacular medium to English medium class work

by primary school children. / .
2. Why should activities given in %rimary education lessons
in théllower.classes of tlie primary séhqpl differ from

\ A ‘
. those, given in the upper clusses? Deségin three
N
activities suitable for the lower classeéﬁand three for

ENS

the wpper classes.

11he se v'ampleb of questlons have been extracted from Paper I
of the 1970 Grade IT Examination.
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’ ‘3. In mathematics and in thelr dailly 1lives, chll&,gn need

¥

. . to devel?p clear 1deas §"'Si!l.;_g"%spaw.e and shapesh Suggest
,fw»‘ some éeometric activiths suitable~for-a primary class
'énd specify’whgt you would expect children to learn from
these activities. -
4. Science téachéfs everywhere frequently have to- improvise
teaching materials on a very low cost Basis, usuaily
uging materialé which are availab%e free from the cop-— _}
nunity, or which cost no more than a shilling or two.
Selgcf any onevof the subject areagrbelow and imdicate
fhe kind@ of teaching materials you would improvise on
this low cost basis. Use outlines and drawings as méédéd
N tm indicate what you would make. .
Simplm electric circuits
Principles of weather and climate
Simple machines
Light and seeiﬁg
éqund.and;heqping_ _ . ' B
fuels and buruingl
Reéently, a new system has been established Whereby examination

-

papers are set in the various specialized fields and sent out to the

-

”célleges, The most recent English,paber the writer was given was set

“for both Grade II and Grade III colleges and was taken in November

S

“1972. In thLS pbper the content of it. aLtempted to cover such fields

as were obsurved din- the tutor—made tests already discussed

.

1Tnese exampJes of questions have benn eytracted from Paper II
of “the 1970 Gxade 1L anminatlon. :




- The purpose of the external examinations is to test students~
in the theory field and find out whether‘t e students have acqui:;d
the necessary.knowledge as alluded to in_the- syllabus objectives.
The content of the examinations is based on the headings of learning
experiences outlined in the‘éhglish Syllabus or the syllabus in
general. Tbe:e is, thus, a direct relationship betwgen the exté%nal
examinations and the components of the whole program, and the
examinations are an assessment of how efficiently these components
have been to educate and train the future teacher who is soon coming

out to teach in primary schools.

Final assessment of students' practice teaching. The final

year students in primary teacher training colleges are examined
externally during their final teaching practice which usually comes
before they sit for the written examinations in the case of the Grade

II colleges. The Grade III colleges have this examination after their

written examinations. As was explained above the students are examined

-

by ﬁémbers of examining teams as organized by the National Institute of
Education. Each student is observed normally on the basis of one full
lesson, if poséibie by all the members of the examining team who are
usually four in number. But because of so many students to be
examined and lack of time to see them all thoroughly the examiners
usuallx decide to have the students who are marked by the local
cbllegg tutors as best or weak, to be observed by all the extermal

examiners and the rest of the students can then be seen by one or two

" examiners.,
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Final aqgessment of studénts' teaching is done by comparing
the final assesémenﬁréf the local staff a%d‘&E:t of the externaiy
examiners. However, in cases of doubtkabout;fﬁkividual students,
the assessment of external examiners may carry weight.

"The purpose of this.type 6f evaluation is:first of all to
find whether the students are really competent according'to national
standards expected of teachers coming from a teacher tr;ining program

based on the national needs. Second, it is intended to find out

whether the student teachers can apply effectively and efficiently

. approaches, methods, skills and ﬁechniques they have been taught in °

their methodology courses; and to judge whether their whole
personality is likely to make them good teachers. And third, it is
intended to give an objective assessment which can reinforce that of

the local tutors who are always with the students in the day-to-day

dealings.

Evaluation Prdceddfes as Related .- - .

to the Total Program

“ In the various procgdures used to“assess either students or
the English Program (or even the ‘total training program for that
matter), there is a direct relationship that still holds from start
to finish: that the program has stated objectives which must be kept
in mind when the tutors state their own instructional objectives;
that the program does outiine learning activities which must be given
a context in order to allow.therstudent to interact with the desired

environment; that while the student is interacting with the set
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environment he is practicing the outcomes which are stated by ‘the

program objectives and probably articulatéd%hz tutors' instruc-

tional‘objectivgs; thgt the evaluation procé&ures as discussed are a
help both for.the ;gtors‘an@_for those concerned with the program

to find out whether thé teaching through t;e suggested learning
experiences hés'been Well'done; and wﬂegher tﬂe standards stated

in the objectives of the program have beén attainéd by all students

in the.program.,VWhatever observablersuccess or failure there is in =
this direct relationship, it will contribute to new decisions to be

“made by the people concerned.
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CHAPTER VII ' . .

re

¥

-~ V OBSERVATIONS AND RECOMMENDXTIONS

. Observations Based on the

Questions Studied

ot

¥rom this stud& of relationships between stated objectives,
learning experiences and evaluation procedures, using the systems,
model presented in Chapter III, and as illustrated by..the analysis
of fhe data on the specialized pr&gram for preparing primary
teachers 6f EngLiSh*in Uganda, a number of things can be observed.
1. The objectives stated iﬁ the Grade II and Grade III
syllabi do notssatisfy the objective criteria as dis-
cussed and illustrated in the modei of this study.
The objectives in the syllabi’are often too general and
in some places vague.
2. The majority of tbe tutors' stated ogjectives do not
satisfy thé objective criteria set up in the model for
"this study. However, a few of the tutors' stated
objectives satisfy the objective criteria in the model
and are a great improvement on the syllabus objectives
in terms of specificity and setting observable and,
demonstratable outcomes.

3. The direct positive relationship between syllabus

ohjectives and tutors' stated objectives can be observed

in the few tutors' objectives that were stated in
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behavioral terms and in the syllabus objectives to w&}ch

they correspond. k‘x%“% B c

5
The syllabus objectives come iq-tﬁ; right place in the’
syllabus, that is, immediatelf before the :Lurses they
refer to respectively, in order to give a lead into the
leafning activities.k

Although the sy{labus objectives are in‘the}right
position, the suggeéted learriing activities are just
headinés with no explanations of how they should be usqd,

and/qr with no context suggested for them.

The activities suggested in the headings are as broad

_and sometimes vague as the corresponding objectives and

it might not be easy for a tutor or a teacher-trainee to
follow the syllabus on his own. -

A majority of the student teache;s' stéted_objectives do
not satisfy the objective criteria estaPlished in the

model for this study. However, a few of the student

' teachers' stated objectives fit the objective criteria

to some limited extent.

The relationship between the students' objectives and

- 'either the tutors' objectives or the syllabus objectives

is not direct as that between the tutors' objectives and
the syllabus objectives.
The evaluation procedures in the primary teacher training

colleges studied consist of tutor-made tests giveﬁ at the
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11.

12.

13.¢

"end of college terms, a few daily assignments in some
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. 4 ~,
colleges, external examinatio”s’from the National

Institute of Education, teachingygréctice aSsessmenﬁ
by the tutors and external examiners, and self-

evaluation by teacher-trainees on their own teaching.
Self-evaluation by the student tea;;ers on their own

teaching is veryfﬁnadequately done, that is, there is mo

attempt on the part -of the student teachers to assess

_their teaching objectives, methods and materials used in

the teaching; and particularly to find whether their

pupils have attained the outcomes sét~fﬁ’fhe teagﬁing -

Objectives.

There is a great lack of effective and efficient tutor-
student conferences, barticularly in connection with
practice teaching. Such conferences are important if

student teachers are to obtain any constructive use out

) -,
of the comments that are usually written by tutors on the

=

student teachers' lessons taught.

There is a general perceived inadequacy of the English

materials and teaching materlals expressed by the tutors

and teacher—~trainees.

Although a number of evaluation procedures are used in

‘the primary .teacher training colleges, the standards or

competencies they measure are not clearly expressed by

the objecti§ésvof the program.,
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14. An effective and efficiént evaluation of the Eng%}sh
- Program in primary teacher%c;:i:ing colleges has not
i *
‘words, no comprehensive

been attempted as yet. In othef
plan has been made yet to revise the program objectives,
the learning activities and the evaluation procedures

in order to find whether the& require any modification

or total change. . .

Comfients and Recommendations on the Various

Aspects of the Program

Stated Objectives

The syllabus objectives. It was mentioned by some tutors in

’Vphe interviews and questionnalres that the objectives of the ‘
s&llabus were vague, and nothing in the syllabus was really specific
eﬁough. In the analysis of the data on the syllabus objectives, in
Chapter IV, a number of sho;téomings seem to have pointed to the
same factor. Such obServations.may hqlp in the‘necessary4revision
on the Ehglish Syllabus objectives. Instead gf stating objectiVes
in terms of whét the tutors are going to do to the teacher—traineés,
tﬁe’objectives could be stated behaviorélly. They could be spelled
out in terms of what students as qualified teachers will be able to
do. As almost~;11 the syllabus objectives appear now, particulafly

in the Grade II teachers' syllabus, they are statements of procedure.

on the part of the tutors rather than statements of expected outcomes

on the part of the students to be taught. The question might be:

“
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What is expected of the student after he has been taught, that‘yill
be measurable or demonstr;table? An objw ive such as the one
planned in the‘G;ade II syllabus, in connectié; w@tﬁ'Teaching of

.Oral English,l "The aim of this course is to equip the student with.
the basic techniques of oral preseﬁtatioh and préct1ce and an under-
standing of when and how to emﬁloy them." could be restated toi'
read: ''The expecfgd outcome of this course is that the student:;ut
under teaching conditions, ér in any relevant coﬁditions, wiil be

7 able‘to use the basic;QSchniques of oral presentation and practice."

. Such revision of all syllabus objectives could be very useful,_first
of all to the’étudenté who are taking the progrém in orderyéggt whenf
they readfthé syllabus to see what is fequired of them; ﬁﬁey wiil

be able to understand. Second, such revision could be useful to the
tutors who have to plan their instructional objectivés and 1ea£niug
experiences according to the syllabus objectives and according to

the type of circumstances they teagh in.

*
The tutors' objectives. The importance of a very competent

tutor in a primary teacher training college camnot be overemphasized.
The tutor must bé competent in terms of his ability to state
appropriate instruétional objectives which should be clear to his
studénts. He must be competenﬁ in the use of the right techniques to i

make his students understand what he wants them to achieve. Moreover,

he must remember that whatever he does right or wrong he is setting

1see Grade II Teachers' Syilabus, p. 26.
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an example to h;sAsfudents Vho argNFhe fgturé teachers. On_thgagther

hand, the}tu;ors' competence cannot be gbmg&z:rated in an atmosbhere -
of vague objectives, where even he himself ig?not sure of what he is .
getting'aﬁ. The analysis of the data on.thé tutors” osaectiVes, has
indicated a number of éhoftcomings. ;fathé tutors were aware of

tﬁese shortcomings they miéht revise thelr instructional objeétives, .ot
so that they ﬁould be stated in terms of the behaviors expected of

the students they teach. They might be based o; the criteria

suggested iﬁ this study namely,' that they be specific, stated in

. behavioral terms, and that they speli out certain obserﬁable

standards, thus being appr:o'pr'iatet ‘In some colleges where the tutors

did not have any personal'échemes of wérk to guide them, it séeﬁed .
as?if they were working on tﬁe principle of Erial and error, which

would not be advisable, especially with a tutor in a teacher training

college.

Students'-instructional objgctives.‘ Objecﬁfves stated by
téacherrtrainees either in their questionnaire or _in cannection with .
the dessons of English observed, have been analyzed in Chapter IV.

"It héé been remafked that a pajority of them fell short of the}
objegﬁive critefia set up in the model for this study. Many of the
students' objectives raise some doubts whether the students themselvés,
élthoughyin the final year of“their training,vhave e&er'had such
practice in formulatiné objectivesg for classroom'instruction.‘_Much

of the teéching of téacher-ﬁrainees'may be criticized pfghably ‘
thdusands of timeé, but a t:éine? will never be able ﬁo‘underqtand.
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_the justification of criticisms ‘on his teaching. unless ‘he has learned
‘ what it is to have a clear purpose in ané“oiﬁsze lessons he teaches.
_ Mager's point could be reiterated for the_bengfit.ofrany teacher-
trainee that the teacher, "should first decide upon the goals he
intends’to réach at the end cf,his course or program. He must then
select procedures, content,and methods that are relevant to the”
objectives, cause the student to interact with appropriate subject
matter in accordance with principles of 1earning, and finally,

:-

measure or evaluate the studént's performance accordlngvto the

. objectives or goals originally seleCted."l Mager emphagizes the

importance of specificity.of instructional objectives so that the
teacher might pe able to measure wnether such objthives have beéﬁ o
achieved. He discourages objectives with "loaded" words that are
'open;to a wide range of interpretation.» Such students’ cbjectives.‘
as were exemplified in Qhapter v manifest a real need of having in
the students’' methods conrses'an intensive study and practice of how
to formulate and state inetructional cbjectives. It appears to pe a

point to which the tutors in primary teacher training colleges should

give some serious attention.

Learning Experiences
‘It was obserned in the model in Chapter III, and in the
analysis of the data on the English Program, that objectives

Hﬁager. Preparing Instructional Objectives, P 1.
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normally facilitate the plamning of learning experiences, and the
learning experiences are intended to bring about the realization ofy
-ithe behaviors stated in the obgectives; According to the official
syllabus of Grade IL teachers, the subdivisions -of the Engiish
Program in terms of courses and the allocation of time to each
course and for each year, appears quite thorough; and it leaves
room for local planniﬁg as the circumstances may dictate to the
tutors. As emppaeized initially in the syllabus, the program is
intended to prebare'e eompetent pniﬁ2;§’teacher ofllanguage.

However, according to observetion, some colleges‘tended.to underplay
the teaching of courses suchvas Languege (theory), Phonetics and
Speech. Comments written by tutors in the students lesson plan’

books had as one of the common remarks "mispronunciation" of certain
words. In connection with these unemphasized courses and the comments
of tutors on students' mispronunciations, the following censiderations
could be advanced: '

1. The mispronunciations could be pointing Et'deep seated
linguistic difficulties in the student concerned, which
might be a result of the influence of tbe student’'s
mother tongue.

2. It might be tLat the studeﬁt is not given enough
pronunciation practice to overcome the influence of his
own linguistic background; and/or he does not have chances
to read aloud in order to have his mispronunciations

- corrected.
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3. Another point might be that the student tends to-Speak
his vernacular most of the time outside class and QZ’has
-vefy:fgw coﬁtacéshwi;h spokg:T::;IESh which he will of
course be teaching in primary sqh;ols. S \,

4, It might be that hardly any techniques are used by the
tutor of Engl?sh to provide akﬁodéi of good speech‘énd
pronunciétion which the_student can imitate to learn
good and proper pronunciation. A

5. Oné other facto? related to what was said about tutors
of English is that because of undérstaffing,.the tutors

" of English might £ind thefiselves not able to do anything
" about improving the student's pronunciation in English.'

While considering learning experiences and the relevant objecti%es

cogpected with them, it might be necessary for the tutors and those '

con;erned withlthe English Program in primary teacher training
colleges to think seriously about the points mentionedrabbve.

Again ;hile still at the pdint of learning’experiences, in
all the colleges, tutors use the term English Literature presumably
_meaning exteﬁsivé and intensive reading. Onuthe other hand, some.
tutors during the interviews happened to indicate 5 great desire of
getting their final year students .allowed to sit for-tﬁe_school
' cérfificdte examination in Eﬁglgsh Language and Engiish Literature.
However,, atithe levél of primary téacher training collegeé and w@th

the objechives we have for these colleges, two things should be

isolated:
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‘ 1. ' One motive could be to teach English Language couries
iand English Literature so wél;y:t:t we get teacher—’
trainees throuéh the school cerrigicate examination, or
2. The other motive would be to teach ﬁnglisthanguage
”cocrsee and English Literature (i.e., -including Extensive
and Intensive Reading) in orcer to give a good foundation
toctﬁe teacher~trainees as primary'teachers of English .
who can pursue theilr interest in reeding all evailable
materials; end whc cenh;eke useful discriminatory
selection of reading materials for their pupils in the
schdele they will be assigned to teach in. |
The larter appears4to be the motive for teacher education.
Although the Grade III teacher training colleges do not as yet

have an official syllabus, the nature of the tentative syllabus seems

to emphasize Improvement of Teachers'-English, Learning about

‘Language and Methodology in the first year. Specialization in

*
selected areas is recommended in the second year. Currently, the

English Program as precticed in the Grade IIIiteacher training colleges,
seems to emphasize coursee“in English Language (i.e., Improvement of
Teachers' English in Speech, Reading and Writing). As is the cese

with some of the Grade II colleges, current practicee in,Gre@e I1X
colleges~show that the cocrses are organized by the tutore as it suits

each of them, and there seems to be a lack of esgential rigorous

) practice given to students in English Speech. Without the necessary

- practice in some of the essential skills which the teacher—trainees
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themselves need, the aim of preparing competent primary teachers of

language might not be achieved. '  ‘&*gﬁ~*'
. ' ‘ o,
.

Teaching and Readiﬁg Materials

~ The principle expressed in the Grade II Syllabus and already

indicated in Chapter V of this report, "that every_possibie use will

be made of radid, television, bookmobiles, gramophones, tapérécbfders,

films, filmstrips and Vis{ts from interested parties such as the
British Council to give breadth to teacher training courses and to

do foilow—up work with teachers."l~is‘uﬁdoubtedly invaluable if
implémeﬁtéd. .However, according-to éheinformation obta;ned‘from
interviews and questionngires ag indicated in Chapteriv of this-
report, a numbér of things seem to have failen shor; of the principle.

1. ‘The low rééiﬁgs'a% the students on-the teaching ai&s fqund

in each college stﬁéied, manifest an unsatisfactory

_utilization of available equipmént, although it is known
that feaéhing aids havéva great effect™omn our teaching if -
well ﬁsed. And particularly in primary teacher training
colleges, use of teaéﬁing ailds by the tutois themselves is
a good 1llustration and demonstration.to the students that
teaching éids carry weight in teéc@%gg.

2.. Nowhere in the questionnaire answers or in the interviews

was- it mentiqhed that interested outside parties such as

Lsee Grade II Teachers' Syllabus, p. 24.
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the British Council had been invited to visit the colleges
studied;.neither is there anfvfolloﬁ-up work with t;gzhers.
It might be good for the tuto::hzgﬁfegcher training
colleges with tbé cooperation of their princibals,ito
think of inviting visitors who can contribute educationally
» to the training of the student teachers in the necessary
s experiences; and_if possible, do nge follow-ugiwork with e’
teaqﬁers in the field in order to obtain useful informatign
on‘the performance of these teachers.
3. As rggatds ﬁhe ﬁethod textbooks used b§ the. tutors of
Engiigﬁiand ;he teacher~trainees, complgints were given
by,t&%gfs in the interviews that J. A. Bright, Paéterns

and .Skills in English, Books I, II, III, and IV, was a

difficult series for non-English-speaking tutors of

English and the teacher-trainees. The Nile Epglish

3

Course Book V which has tecently been made an official
course book for Pfimary‘Five, is just éBming in, and a
way of getting the teacher—trainee; to study it intensively
does not appear to exist as yet. P. A. Ogundipe et al,

Practical English, is said to be a good book for the

purpose of improving the teachers' English. Only one

- college indicated the.use of Palmer and Palmer, English

Through Actions. - -

Y

From these observations, there seems to be very little methods material

read inﬁensively or extensively by the teacher~trainees in the method-

' ology of teaching English;fand although the tutors mentioned that the
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library in each college was stocked with a number of methods boo&o on
speclfied aspects of English teachlng, thére¥zi: nothing to show :;at
these textbooks were being used at-all By tho séh&ents, let alone the
tuéoro themselves. .

It might be useful in any futufe evaluation of the English
teaching materials to see the type of methodology textbooks available
in each primary teacher training college and how these books are put
'to use. Without this type of assessment, the tendency might be to
deal with methodology in a general and superéicial manner, forgetting
the necessary ramifications and how they can be applied to specific
aspects of English language teaching. Discusoions on methodology by
e#perienceo teachers of language afé invaluable to read about; and
books on formulating and stating instructional objecﬁives, or books
on instructional sequence, are all very necessary books for the
teacher—-trainees to read; and thio kind of exercise is one of the
best waYs to supplement the tutors' lectures and demonstrations.

4, Most tutors, partioularly those in Grade lII colleges,
complained about the ingdequacy of reading materials
available in their colleges.. Since the time some of the
érade II primary teacher training colleges were transformed
into central Grade III colleges, there has been very little
change in the type of reading materials that were found in
them, Generally, two limitations were advanced in the
interviews with the tutors: that hardly any funds ore ever

allocated to the buying of reading materials, and/or if

the funds existed the head of the English Department is
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néver told about them. A list of required books and .
materials is made up by the Departméiit concerned and *
suﬁmitted to_the pripcipal every'yedg, and~if in the long
run a few of the’materials out of the list are bought the
Department E&uiﬂ call itself very 1uéky. The other
limitation advanced w;s that ghe bookshops selling |
reading materials at'tipes do ﬁot have a large vaf@gty to
séiéct.from. i ' » . N
One major limitation observed b§ the writer, even .with the
) reading‘méterial ;vailable in the colleges, is that in some of the
éolleges there is no grading system used at all. All reading
materials are stacked on racks in the library in hardly any obvious
p éystem and the students, regﬁrdless of whiéﬁryéar they belong to,
'hgve gheir reading choices out of the lot. -
In ordéf to faqilitate.efficient organization of reading
materials for the students in primary teacher training colleges, three

>

things may be necessary in the futuré.
1. The individual collegeq? through the principal and bursar,\
- should make it clear to the heads of departments how much
funds, however limited, are assigned each yeér to each
department to buy teaching aﬁd reading materials, This
knowledge can enable the tutors concerngd within the limits

of their budget; to plan to purchase only those materials

that have»priofity.



2. Plans to buy the materials need not be only the local

ones. Régding materials could be&gzii:ed through local
bookshops; and/or through interested p£¥ties“such as the
British Council or the United States Information Agency.
Such initiative, of course, necessitates that the tutors
of English get well acquainted with book cétalogs'and
know well in adéance the type of materials they want to
order and whether the materials are worth‘spending money
on. Reading materials need'ndt be only those inten#éd
for the improvement of the teacher-trainees' English.
Teacher-trainees need to read and explore all available

.. children's reading materialé. " This would prepare and

equip them with the necessary skills to‘select adequate

“'reading materials for their pupils in prfﬁgry schools

.,and enable them to know the sources where these matér@gls

© can bé oﬁtéingd. )

3. Since there seems té be lack of knowledge as to how to go
about grading reading matgrials for students,.some method
could probably be suggested for the benefit of those who
may want something to start from. The writer thinks that
The Lorge Formula for Estimating Difficulty of Readigg

5

Materialsl is simple and useful in helping to grade reading

) lIrvingLorge. The Lorge Formula for Estimating Difficulty
of Reading Materials. New York, N.Y.: Bureau of Publications,
Teachers College, Columbia University, 1959.

v
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-

materiais for learners._ Its advantages will of course .
depend on the knowledge a té icher has of his. studeizs A
level of English. The formula pigvides directions for
using it with short passages, longer passages and books.
With short passages t300 words or less) it is~advisable_.
to analyze the emtirerpasaage. With longer passages, a
sample of the material should be selected near the
Abeginning,~another’sample near the middle amd a third
sample near the end of the passage. The sample should
be approximately 100 words in length. |

With books; it is advisabie to analyze samples of the pook S

probably from five to ten per cent of the book” (but never less than

five samples). These samples should be chosen throughout the book.

The Lorge Formula also provides directions for counting the

number of words in a’sample, .the number of prepositional phrases,

the number of hard words, of course considerlng as.well special and

miscellaneous cases, and how to compute the 1ndex. The steps to

computation are, therefore, as follows:
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Basic Data
. ' . . Sy
1. Number of words in the sample kﬁ*ﬁmm
2. Number of sentences in the samplé ‘
3. Number of prepositional phraées in the .sample
4., Number of hard words in the sample
Computation
| Values
For average sentence length: ! ) .
Divide Item 1 by Item 2 = . . X .06 = .
For ratio of pfepoSitional phrases:
Divide Item 3 by Item 1 = . . X 9.55 = L
For ratio of hard words:
Divide Item 4 by Item 1 = . X 10.43 = .
Constant = 1.9892
~ Add the values énd the constant
RELIABILITY INDEX = .

NOTE: A reading passage with an index of 5.2 can be considered less
difficult than a reading passage with an index of 7.1, and
so on.

lLorge. The Lorge Formula for Estimating Difficulty of Reading
Materials, p. 10. B



. ‘ 117

It must be pointed out here that all these remarks.on EPe
1earning experiences in the English Prof am in primary teacher”
training colléges, are intended to throw ligﬁt on areas 1in the
program that shouldlbe given attention so that the right relation-

ships between stated objectives and learning activities may be’

maintained for the sake of tne«necessary efficiency.

Evaluation Criteria

The eveluetdon procedures analyzed in,Chapter VI,have:in most

cases demonstreted tne.necessary relationships expected between the
syllabus objectives, the tutors' object@ves, the planned learning
activities and -the assessment of the outcomes.

,ﬁoweve;, it miéht»nrobably be_necessary in the future for the

.

tutorscgf Enélish as well as others concerned with the English Pfoéfam,
to)iook‘into'and eva}uete the ;ead;ng ability, spoken and written
English ofvteacher—trainees. Such evaluation might help in the setting
of cfitetda for a level of competeney in Englishrat which the teacher-
trainees should be coming-out as qualified nrimary teachers of

English, which criteria are at the moment non-existent.:

Evaluation of,student teaching. As already observed in

Chapter VI, two'types of‘internél‘lesson evaluation are practiced in
primety teacher training colleges: one type done by the visiting
-tutors and wyitten>in lengthy notes on a sheet of paper and sand-
wiched between pages of‘the studeént's lesson notes; or written at the
end of the last page of the student s teaching notes. Most tutors'

comments at the end of students lessons were commending or .
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criticizing points of procedure rather than dealiﬁg with thé extent
to which objectives of the lgsson were achieved.; In no case did tﬁé
writer find tutors' comments criti;izingAconstguétivelyfthg way 1d
which aims were w;itten,or'stated by;the;studénts.

The second type of évalﬁ;tion wéé the studené's self~
evaluation. According to observation, this type of evaluatioﬁ, too,
A;;lt superficially with points of.procedure rather than‘whether the

objectives set for the lesson had been acﬁieved or not. For example,

the students' self~evaluation comments aﬁalyzed'in Chapter VI, have

_ nothing to say about the aims or objectives of the lessons. .

It, therefore, appears that the present system of teacher

P

evaluation in primary teacher training colleges concerns itself with

what the teacher appears to be doing rather than what he causes his

_pupils to become after he has_taught a lesson. It also appears

necessary that systematic practice in evaluation that gradually leads v

to self—evalqatioh should be given to teacher-trainees from the very
v . .

-

beginning of their entry into collegé.
This study cannot at all claim thoroughness that ié ;ormaily
wanted in order to éffeét majér changes in a program. However, what
it has been able to do is to point to the fact that before any |
changes in the English Program are carried out, it might be necessary
to carry out, first, a thorough evaluation of the total English
Pfégram with a view to find out hoﬁ efficientiy the stated objectives,

the learning activities and the assessment criteria work together in

order to enable a suooth and successful operation of the total .

<
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program. The measuring yardstick should be the teachexj;trainees who.
should always be lodked, at to find how t:he&g;e\a::ufe .up to the

T ex‘pecteﬁ standards. » o

3
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- APPENDIX A -,

~

ACCOMPANYING LETTER TO STUDENTS' AWD

TUTORS' QUESTIONNATRES

The Uganda Ministry of Education and the National Institute
of Education are cgqtinuously searching for effective ways of
improving subject programs'in primary teacher fraining colleées
as well as in priﬁé;y schools. I have been enlisted to assist in
this process by doigg a_study which should give us more information
- about‘the methods and ﬁaterials used in preparing primary school
teachers with spécialu;eference to the teaching of English. Part
of this information wili'be gathered tﬂrough the present
 questionnaire which is being forwarded to a selection of Grade II
and Grade III teaphefs' ;olleges. Your cooperation in this project
byAénsﬁéring“thig questionnaire,will be greatly appreciated. Be

as free as you can in expressing your own views; all your answers
P -

will be treated as highly petrsonal and-confidentials

Instructions

- 1. Answer all questions, without exceptionm.
2. Read each question carefully and put a tick (&”)'opposite
the appropriate answer, except in-the case of Question 26,

 where you are asked to express your views freely.

Thank you for your kind cooperation.



Name of Teacher Training College

APPENDIX B

QUESTIONNAIRE FOR SENIOR STUDENTS AR
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FIRST-YEAR

- STUDENTS OF PRIMARY TEACHER TRAINING(QGLLEGES

Year of Course

1.

2.

) Professional

Questions

Your sex:

In what age group do you. fall:
Under 15 years .
15 to 18 years

19 to 21 years

22 to 25 years

26 to 30 years “

" Over 30 years -~

What is your father's or guardian's job?
Cultivatér

Manufacturer

Trader

Technician

Clerical

Teacher. : ' : !

e

Unskilled worker‘

~ Male

Female

e - et et s

Other (§pgc}f¥gm . .
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4. Education Lo
T hold‘a.Primary Leaving Certificate , - B | ka ‘
I hold a General Certificate of Education"gﬁ
I hold a School Certifi;ate |
I ﬁold a Higher Schoo} Certificéte
I hold a Grade_Ii Teachers' Certificate
5.' H;;Nlong have you been a student at this college? e
' Less than one year

This is my second year

This is my third year

This is my fourth year

This dis my fifth year

6. What is'your mother tongue?

Please explain what you mean:

7. Where did you first learn English? *
I first learned English at home when young
I first learned English in a primary schoal

Elsewhere (specify)

-

8. Which type of school(si did you attend, and fof hoﬁ man§ &earsf
‘A day primary scﬁoolAfo:_____years. ‘
" A.boarding pfimary school for _____;}ears.
‘ Avdéy senior secondary school for____ years.

A boarding SeniorAsecondary school for years.



9.

10.

ll.

12.

Since my childhood (home) ' ig‘SNm
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How many years of English practice have you had so far?

-

Since Primary 1 o

Since Primary 4

Since Senior 1 -
Since Senior 3

How long have you studied English under the following.
types of teachers? : .

African teacher(s) for years.
American teacher(s) for years. ; N
Asian teacher(s) for years.

British teacher(s) for years. -

What is your presenﬁ teacher of English?

"My present teacher of English is African. .

My présentftéacher of English is American.
My present ;gache:_of English is Asian.
My present teacheerf'English is British. .

Any other (specify)

How would you rate your.presént_teacher of English? -

My teachér is very ‘good.

*My teacher is gdod.

ﬂMy'tééchér is fair. o C . s - ]

My teacher is ppo?.



13.

14.

15,

wBiOgréphy

l.
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Which of the following types of books in English do you Y
enjoy reading? Tick as many as you wish.

Ficpion - ;ﬁﬁ

Classics

Historical ~ Fact ’ . ) ;
’ <

-Historica};; Fiction

"Science - Fact

Science -~Eiction

Newspaperé

Magazines - s

Other (specify)’

Give the title of five (5) books you liked the most.

2. . - xR

5. , . B

4,

5. .
What would you say of your college library?

Our library has a sufficient number of English reading
books.; .

Our library has a fair number of English reading books,
Our libfary has hardly any English.reading books.- '

Our library has nd English reading books.



16.

17.

2

Which of the textbooks you use to learn English at the
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college are most useful? ) g \’v
2.
3.
4,
5.
How would you rate the following teaching aids? The
meaning of the numbers to the right is as follows:
1. Very useful
2. . Useful
- 3. Not very useful
4., Useless
Draw a circle tound the number which ‘best expresses your
* view,on each item,
1. 234
234
3. i - 234
s ' i 234
. 5. 234
6.. ) 234
7. B 2-3 4
8. ) 234
9._ 2 3l4
234




18.

19.

-

‘What two main objectives (in order of priority) do you
have in teaching each of the following skills to your
pupils during teaching practice? é‘wsut

E
o

Speech: ,.lF s i

132

2.'

Writing: .. 1.

Reading: 1.

2.

Listening: 1.

2'

Which of the following do you have at your éollege?

- An English language magazine

A debating club in English

An English language association

4

" ,A linguistic association

Other non-class resource for learning or practicing

English (specify)



20.

21.

22.

23.

Do you ever suggest to your teacher of English ways in

which his teaching could be improved?

" Very often ‘ "

Often

Rarely ) ‘il

~ Never

Does your teacher suggest to you individually ways .

of improving your Engligh?

Very often .

Often T

Rarely

Never

Can you afford to buy_English textbooks?

I can afford to buy. all the textbooks I need.

I can afford to buy most of the textbooks T need.
I can afford fo buy some of the textbooks I need.
I can afford to buy nohe othhe textbooks I'needz

Can you afford to buy English reading books?

I can afford to buy twenty or more English reading
books a year.

I can afford to buy ten to nineteen English
reading books a year.

I can afford to buy five to nine English reading
books a year.

" I can afford to buy one to four English reading

books a year.

I cannot afford to buy any English reading books
a year.

133




24.

25,

26.
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Have you read and understood the aims of the English
Language Course at your college as illustrated in the *
Syllabus? .

I have read and understood the syllabus.
T have read but not understood the syllabus.

I have not heen able ‘to read the syllabus.

I have never seen the syllabus.

Given(the responsibility of heading the teaching of

. English in a primary school, would jou bé able-to

récommend the right reading materials for children
accqrding to the class in which they are? - SR

I consider myself well qudlified to do so. : | B

I consider myself sufficiently qualified to do so.
: ke
I consider myself hot;sufficientlynqualified to do so. 3

I consider myself not at all qualified to do 5o0.
What Sther ways would you suggest for improving the
teaching of English in your college? Please write
fifty (50) words or so in answer to this question.

Thank you very much for your unreserved cooperation.
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« ° APPENDIX C

QUESTIONNAIRE FOR TUTORS OF ENGLISH My ‘ -
TEACHER TRAINING COLLEGES +* . . - :

Name of Teacher Training College.

1. Your sex - - . Lo ' Male
. Female

2. in what age group d6 you fallé

Under 20 years.

20 to 24 years
25 to 29 years
3 30 to. 34 years - . -‘J

35_to 39 yeargiﬂ ‘

40 . to 44 years

45 to 49 year§' 
50 and over"

3. Of what country are you a citizen? s

4.  Are you a native speaker . of Engliéh: ) Yes
’ R N 5 o

No o
5. Which of the following certificates and/or diplomas’
do you hold?.- ~ -

Certificates/Diplomas Name of Institute Date of Isgsue

School éertificate'

G. C. E.

H.”S. C.

Grade IT - ' - .

;tGrade_III

' Grade IV“(AssoCiaté;‘, : : .
_ ship N.I.E.) . ‘ e e




' Certificates/Diplomés Name of Institute Date

Grade IV (other channel) . &§\¥'

B. Ed.

M.Ed.

"Other (specify)

1. to

4, ’ o to’

7. - ) to

Diﬁ. Ed. (Makerere: ] : e
before 1963)

Dip. Ed. (Makerere-

Kynmbogo)

Dip. Ed. (N.I.E.)
et : -
B.A./B.Sc. with .-
Education (Dip:)

Concomitant Dip. Ed. -
(Makerere) o

Postgraduate Dip. Ed.

M.A./M.Sc.

Pﬁ.D./Sc;D.‘

Ed.D.

Téaching experience:

Name of School . . ‘ ‘Years Level

2. ' ) to

3. ' to

5.' ‘.‘ ' tO

6. - to

[ Y - ———aee
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of Issue
Ty

Subject
Taught




7.

" English Literature

’ Visual Aids .

Name of School- “,,Lmuu Years Level.

8._ - to | % ’

9. : . to o -
10. - . e to
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How 1ong have.you been a primary teacher training college

tutor of English im Uganda?

less than 2 years

2 to 44years

5 to 7 years

8 to 10 years

Over 10 years

Is English your special»subjbct?
Totally yes o

Partly yes

No, but I-was asked to teach 1it.

No, and T-would have preferred not to teach it.
. T *
Which of the folléwing have you specialized in?
‘Please tick as appropriate, indicating tlie level of
specialization (e.g.» H.S.C.y B.A., M.A., étc.).

Subject o ‘Major. Elective Self-Taught

—————
e e

. Level

English Language

Engi%gh Drama

Eaglish Séd.Lang.

Linguistics o . -




10.

11.

12.

13.

14.

:
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How many English tntprs are there at your college?

I am the only one.. - i“;\&; Yy
We are . . ;;‘
Are you head of the department? = . . Yes
No
Do you think that a knowledge.of the sound system
and grammatical structure of two languages would
be a great help in teaching English in Uganda?
Compléféli agreé
Agree
Disagree
Completely-disagree -
Of a total number of 100 houés for an English Program,
how many would you devote to-each of the following
subdivisions at your ‘college?
Preoara—

_ . tion and
Language | English Language - Using Total
Analysis | Literature| Improvement Methods | Visual Aids Hours

- 100
— *

Do you think that the materials for teaching English L
at your college are adequate? : .

Highly,a§equate
Adequate
Inadequate

Highly inadequate
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Who is responéible for:

.
" 1. Making the English Syllabus for teachegﬁ&:alning
_..colleges? ‘
2. Inspecting the teaching of English in teacher
training colleges?
e:3, Setting the English examlnations in teacher s o7
training colleges?
4. Correcting the papers of the English examinations
1a teacher training colleges?
How easily do you share your professional ideas with
persons mentioned in Question 13 above?
. %
Table
Very : : Not | With Much

Easily Easily | Easily] Difficulty

1. Maker of Syllabus

2. Inspector of English
““Teaching

3. Makeruof the English. .}
examinations

4. Corrector of the .
English papers : *

How often do you come together with tutors of English
to discuss matters related to the teaching of English?

1. At your college:-Once a week

| Once every fortnight
.dnce a month -

Once évery 2-3 months
Once every 6 months -
”ane a year .

- ~ Never



18.

19.

o

2. In other colleges:

' Once

140

a week ,

every fortnigh%‘hxﬂn

a month

Once

Once

Once every 2-3 months

Il o
Once every 6 months
Once a year N

Never

How easily do you discuss your professional ideas
with your fellow tutors in other subjects?

1. At your college:

2, ‘At-other colleges:

.Very easily

Easily oo

Not easily
: P
With much difficulty

Very'easily

Easily =

-

Not easily

»

With much difficulty

How easily do you speak about the imprbvement of the
materials and methods of teaching ‘English with your

principal? .

" With much diffiﬁulty

" Very easily

Easily
Nﬁt easily

s . -



20.

21.

- . - Organizing body:

* 3.  Name of .course:

* 4, Name of course: ' o

St SR 1

Which institutions/organizations have, to your knowledge,
arranged-in-service courses in English, language teaching ' - ¥

within the past two years? &$~‘N%

The Ministry of Education o«

The Natioﬁal‘Institute of . Education

The British Gouncil

.Any others (sbeéify) _ E 4 L -

None @
Give particulars of courses related to the teaching of
English--other than the courses leading to the certifi- _
cates/diplomas/degrees mentioned.in Question 5 above——_ e
you have attended? 3

s

1. Na@efof course:

OrganiZing body:

‘Duration of course: L . Year”

" Certificate obtained, if any:

2.7 'Name of coutse: . - +___* "Year:

Duration of course: . : . *

~ Certificate obtained, if any: .

Organizing body.

Duration of course: - < Year

Cer;ifiéate obtained, if any: Lo

.:Organizing body... ' . A D

Duration of course'

~

Qertifidate obtaingd,ziﬁlanyzﬂ.,




.22,

23.

24,

- Speech: + Lo

Reading: 1.

-

To which Enélish language association(s) do you belong?

1427

1. . g Cy
.

4. ]

5.

How often do you attend meetings of the 1anguage
association(s) of which you are a member?

Once a,month : ’ s

Once every 2 or 3 months

Oqce_ever& 6 months

Once a yeari ' T A o

Never o . .

What two main aims (in order of priority) do you have

in teaching each of the following skills to your
trainees? Spell them out as clearly as possible.

2—‘

w;iging:' 1.

™

2.

2.“




. I

Listening: 1.

¢ Ty
A s
T,
2. L
25. - Into how many subdivi;ions is the English program at ~
your college organized (e.g., English Language, English . JIES
Methods, eté.) "and how many periods a week are devoted .
to each item of the course?
~ : No. of Periods ‘ ' Minutes per
~ Subdivision a week o Period
1. ' _
2, i .
L;_ . . "
3.~ . - i
4.
5. .
. 6. ‘_" U —
8. -
. - ’ *
9.
10.

26. "How édequate, iﬁ yéur opinion, is the teacher training -
college English syllabus? :




A

R e . ]
SCHED[ILE FOR IN'I.'ERVIEWING PRINCIPALS ’lA?ﬁSEETGLISH
TUTORS IN TEACHER TRAINING COLLEGES AND
OTHERS CONCERNED WITH THE ENGLISH

'PROGRAM IN TEACHER TRAINING ) ..
COLLEGES ’ * L
- 4 - <
'; /iurposg,’ ?:: : s . S

ce ot

1. What is the language policy in . Uganda at .present as you
understand it? - . . . S

2, Are the aims and obJectives of teaching English in primary
teacher training colleges well defined and agresd dpon?

What are they?



)

5. -What is done to bring about efficient tedching of each of
. the following skills in your college or/and in other teacher

ey

145

4. What 1s the general attitude of-trainees towards English as

a language and as a

training colleges?

a. Speech
b. Reading
< c. Writing: -

d. Listening = -

subject?”

Method



74

6.

"70

8.

‘9.

L - -
T B - Books .
What-beoks do you use in the tedching ofrEngiish?
00K v - -eact e ;

@

-béesvévefy student have a copy of the required textbook(sil#i .

- 3

Do you know of other books which could/should be used 4s an
alternative? o ’ T . _—

b

Are there any additional reference books you would like to
wsee in the :1ibrary?

A~




10.

@,

11.

13..

What type of books would you recommend for reading by teacher Y

training college students? 7 g~%%‘*%

o

What is the annual budget for the purchase of library books?
Do you consider it to be sufficient? Who recommends books
for purchase by the library? :

" Aids

G -

What aids are available for teaching Fnglish in your college?“"

-Do you consider them to be sufficient’ If not, what additional
ones ‘would you suggest? . :

LE . ) =




14.

15.

16.

170

For which purpose are they used?

4

What is the annual budget for. the purchase of teaching aids?

Program

What éré your views on the English program of the college
(e.g., syllabus, emphasis, time allocatiqn)?

. . . .

Is there reasonable flexibility in the implementation of the.
program? - .

148



18.

19.

20.

Do you have the opportunity of particiniting in designing
the English program?

o

Are Ehe persons respoasible for designing, Inspecting and
examining the English program open to suggestions?

e e e

Communication

Do vou meei. with colleagues in your college, and in other
teacher training colleges as well as with your principal,
to discuss matters relating to the teaching of Engtish?
Are these meetings helpful? Would you have any-suggestions
to make in this respect?

-

N
x5
-

149
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Improvement .,

21. " Are the opportunities offered to English tutors (refresher
courses, seminars, workshops) for improving their professional

knowledge and skills adequate? Would you have any suggestion
to make in this respect? ’

Evaluation

22. Have any attempts'béen made to evaluate the English progfam?

-

23. . Have any attempts been made. to assess the effectiveness of
the methods which are uged by tutors in teaching English?



24. Are the English examinations a reliable assessment’ of

achlevements?

"27. Any other comments?



«

w N

¢ 4. Letter writing _ e B

‘b. Telegrams

“a. Factual account of an event

T Ce Fictlonal story telling .

. APPENDIX E

A PROGRAM.FOR WRITING ACTIVITIES %ﬁbﬂg*
ONE. OF THE COLLEGES - P

S - .~ First Year

Reproduction of .stories | .
Written compositions-based on particular aspects of set stories
Descriptive compositions. .

a. Description of a picture

-b. ‘Description of a scene:

a. Personal letters

b. Invitation letters

c. ‘Invitation cards N » o
Instructive compositionsa—Imaginative.4 Examplesg
a. Father telling his son how.to grow (coffee)

b. Mother telling her daughter how to cook (maize)
¢. Teacher telling his pupils how to respect adults
. 1

Second Year

Letter writing ' . ' Toa

Business/official letters

Articles for a newspaper

- Advertisements and notices' .
" Summaries (precis) = - : v

ialogue. correct response to a stimulus
Narrative compositious

" .

- -

b. Imaginative account of an eveat




1.
2.
3‘

4.

5.

. 3.
4,
5.

Skimming and notetaking: - ' afxﬁkq%

. 3 153
Third Year

Critical book reports -
Collecting and organlzing information (reports) on:

a. Lessons observed o
b.” Functions attended

"c. Discussions, debates ' : : ’ .

Drama: writing simple.plays suitable for particular primary classes
Making up of Simple language puzzles

_ Fourth Year

Keeping dairies--teaching practice

Organizing and writing:

a. A school weekly report
b. A school yearly.report -
c. School inspection reports

Wrilting proiessional lettors--Ministry of Education (Ladder)

Recording and writing minutes

How to° construct language tests Practical work in constructing
language tests in:

a. Testing.gtammatical structure
b. Testing auditory discrimiration and comprehension
c. fTesting vocabulary

. 'd. Testing reading comprehension
. e. . Testing writing

£.. Testing oral production ' . s

Study points for -most of these activities should include the following.

Order of events in a narrative

Paragraphing '

Variety of length and type of sentences

The importance of a single point of view in each paragraph

The topic sentence in each paragraph

Elimination of irrelevant words

Use of specific vocabulary to make meaning clear
The use of dialogue in a mnarrative

Construction of descriptive paragraphs -



10.
ll‘
12.
13.
14,
15.

16.

o 154

-

Order of paragraphs in describing ‘a scene, a person, an

eveit, a thing : T 'y

Use: of significant detail in description .iﬂnﬁxw '

Level of generality %,

Order of sentences in factual paragraphs -

Use of an impersonal point of view when dealing with '
factual subjects . ° -

Construction of argumentative paragraphs (points for and
points against)

Statement refuting an original point of view. Suggesting
and defending his own view,’ .

<

LY




- o ~ APPENDIX F

COPY OF LETTER SENT OUT IN CONNECTION WITHNIHE
GRADE TTT TEACHER TRAINING GOLLEGES . -
: ENGLISH ‘SYLLABUS : : i

L PR
.TO0: The Heads of the English Departments
' Grade III Teacher Training Colleges -

Dear Colleague. ‘ : S

For-a 1ong time the Grade III. teacher training colleges in Uganda
" have been without an official syllabus.  The National Institute of
-Education is.concerned about this and- steps have recently been taken
to set up new, subject panels with a view to preparing an official . -
: Grade III syllabus and eventually revising the Grade II syllabus.ﬁ

A group of people whpﬂare interested in the teaching of English met

recently ‘at the *Institute of Education to discuss plans for drawing -

up -an English syllabus. They began by studying a draft syllabus

. for' the Grade III colleges which was prepared several years ago by

the previous English Panel. Some of you may have already seen this

syllabus. It was agreed at the meeting-that this draft should be’

. distributed to all the Grade IIIL "olleges so that they might have T
time to study it and make suggestions for improving it. L

The Institute is most anxious that the new syllabus should be
produced jointly by the. colleges concerned and not be imposed

from above. TFor this reason I am writing to ask if you will kindly
help us to producea really useful and relevant syllabus by, answering
the following questions and providing us with your comments.

1. Does this syllabus describe what you are in fact already doing?

2. If not, how do you arrange your work? (If you have a special
syllabus'of your own, please send us a copy.)

’ 3.‘ How many hours of English teaching do your students have every
week?
- ) # e

How many hours of: . Year 1 Year 2
a. English Improvement : . '

b. English Method

. 4. Which textbooks do. your students use? Which textbooks would you e
like to use if given the choice? o :

S

e



2

“+

ought to be done in a Grade I1I college? T S Ty \

6. A copy of the Grade- II éyllabus 'is enclosed,. &aﬁ}sh parts of
. this would you like to see included in the Grade ITI syllabus?

7. Please provide. any further comments you may have on the Grade
' IIT syllabus. - N

It is hoped that d’special workshop for Grade III English tutors

- will be organized later in the year to draw up a final versiom of
the English syllabus. Your replies and comments will be of great
interest and assistance to the organizers. Thank you for your . ) )
cooperation. . S ‘ at

i Sincerely yours,

‘T, J. Harrison,

NOTE: Please address your replies to: .
The English Tutor
National Institute of Education
+ P.0.Box 7062 -
Makerere
Kampala

........
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' ‘y’APPENDIX'G' L
I‘IRST YL‘AR AND FINAL YEAR STUDENTS' DEMOGRAPI INFORMATION
, - T . ‘IN EACH OF THE FIVE CULLEGES STUDIED _ . .
'l‘he folbomng pages show'data obtalned on the students e .

R pusonal backbround at eau.h of the flve colleges studied.

i
3
j
_ B College A ) . ' - S ;

"In College A, all the First Year and I‘ulal Year students

ndlcated that thny had had a Primaly Leaving Certlficate before :

go;nlng 't,hc ‘teacher training col-lege.' Their'age and llngulstic
. ) o

backgrounds were as follows: g . : [ ST

R e - . -

Year One: Ho. of Questiomnaire returns: 30

Ase’ " Number of Students . . I

!

1

|

1

i

] 4
: , J15-18 - . - s 27 ’

- S e 18-21 ¢ . _ 3 . D " T
%

|

;

1

i

|

l

Linguistic Differences T %

Ateso T - S A :
. Kalamojong . R 9 - .
Luo- '( 8 . . .
Jugishu 2

- [ o : . - ) ° 'f’
: Year Four: No. of :Questionnaire returns: 27 - i
’’’’ U2 “Age.. Number of Students
: - S TR SN - : S s
o ig-21 e 16 e
i 2225 . . 0L SERN : )
- .. L'mguist.lc D:Lfferences - ) -
ALeqo - 20 g o
.. Luo o . 3 ‘
T . ‘,Kalamo;long; - = 1.
., S T Lugwere AT 1
T e iy Langl ) 1 .
. Y Lugmchu et :




. College B o . ]
_ S Sy T k4
' In College B, ‘all the First Year é“m Year students
' had done a seven—year primary education, and had a Primary Leaving

P

- ' Certific;'t"e before join_iﬁé the _t‘eacher training college. Their

‘age and linguistic backgrounds were as follows:

Year One: No. of Questiomnairé returns: 37

 Age o " Number of Students
~ 15-18 ' <. . 33,
19-21 . . S e 4

%’l ' Linguistic. Differences .
. "7 Lugwere - : . - &
- Lugishu - ;
' “ Chopaduola
Lusamia
- Lnsoga
Lumasaba
Lunyole “miew,
Atego '

HFWwhMrspww

-~

.

. Year Four: No. of Questiompaire returns: 42 C I

Age T '> . » Number of Students

s S K
19-2x . . " - : 2T el
22-25 _ . . 11

Linguistic Differences

'Lugish'u - ; .13
Lumasdba - .
", . Lugwere
) Ateso -
g : CIM}paduola
-+ 7 .Lunyole -~
Lusamia

. [
NN N
'
3

+
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‘College C ' -
In 'Collége C, all the First Year and F?&“ﬂ{;ar students
had cbﬁpleted’ a seveh%S'ear priméry education and had got a Leaving
. Primary Certificiavte before coming to'a teacher training college.
Their ages én& Tinguistic .béckgrouﬂhs were as“folloﬁ:}s:
) k B . Y -
" Year One: Ro. of Questionnaire returns: 56
B % ‘ . . - 7 .
4 . Age . Number of Students
"15-18 56
Linguistic Differences <
g ‘ Lutooro - ) - 22
S e - Lunyankole : - 16
. ’ Lukiga : o 13
) Lunyoro o o3 .
Luganda N L
Tukonio ) : ] 1
_ Year Four: No. of Questionnaire returns: 53 .- S,
T ToAge’ ) Number of Students
- 15-18 § 24
19-21 - ’ 29
. Linguistic Differences
Lutooro T - 25
Lunyoro o 12
Lunyankole : . 10
o Lukiga ‘) T , 3 .
: Lunyarwanda = © 1 -
ST - . Lukonjo . 1
o © . ’Lugdnda. ™ L
R o
K & 7 @ <
s - it



Collepge D

In Coilege b, the studeﬁts'weréhof a %gfiggweducational back—

‘ W
ground: Lesldee the Prxmary Leaving CertlflcaLe, which they had

obtained before joining the Senior Secon&ary Schools,.some had a
Grade IL Teachers' Certificate; and, therefore, they were upgraders;

" others had a Higher Schocl Certificate éﬁd the majority of them had

°

.2 SChool‘Certificate.

Year One: No6. of Questionnairé returns: 63

R -
Level of Education

.

Grade i1
‘High School Ccrtlflcate
Sthool Certificate

_g_e

15-18. ..
19-21

22-25

26-30

or

Linguistic Differences

-~ Luwo

Langi

Ateso

Acholi
~ Lunyoro

Lugbara

Alur ‘
Lukiga
" Lunyankole .
" Luganda ’

R +
. Number of Students®.

18
6
‘39

22

WHMFMWUnL o




r

 Year 1W0: No. of Questionnairé returns: 64

Lével of Lducation

" Grade IT

High School Certificate

- School Certificate -

. Age e o

19-20. +
2125
26-30

. 30+ S e

Ling¥istic Differences .

Luo .
Luganda
Langi
Lunyankole
Ateso
Lugbara
Lunyoro
Acholi.
Lukiga

. JKakwa 3

Number of |

TR MWUn

10
28

2%

<.
:
R, .
. ¥
R ——
R
-
'
¥
¥
~
r
~
»
B
Zitonaa,
.
- *
-
B




- o College E-

ISt

In College E, as in College D, the students had® completed a
four-year senig;zeducation, or had completed a Grade 1I teacher

training program. However, there were no students with a Higher

‘School Certificate,

Year One: No. of Questionnaire returns: 86

Level of Education Numbe? of -Students

Grade. IT - « 4 ) o
School Certificate -82 "
Age

© o 15-18 . 25
19-21 I S 42

o 22~-25 - T 15 e
26-30 . . 3

30+ - o 1 -

Linguistic Differences

Luganda : - 58
Lunyankole ‘¢ 15
Lukiga . 4
~ Lusoga ) : N
Lunyarwanda
Punjab
"~Luo”
Lukim

B = LN W

162
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Level of Education

Grade I1I:

- School Certificate

Age

15-18 -
19-21
22~25
26-30

30+

Linguistic Differences

Luganda
Lunyoro
Lusoga

Lukiga .

. Lutooro
.. Lunyarwanda

Punjab

Gujurat —

Lugishu
Alux: . .

Year Two: No. of Questionnaire retﬁrns; 56

Number of“Stﬁﬂénts
N Y

RN NSSNSN

A

163
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- ‘ . ’?
- \*,
. ,
General .
School  Hiy
, ' . R School. Certificate iS¢l
College | Tutor.|Sex | Age [Rationality Certificate | of Education | Ce:
A Tl = 30~34 |Ugandan
- 72 M |30-34 |Ugandan
B ]T3 M. {30-34 |Ugandan 1958 3
T4 M 30-34 |Ugandan - Eed
T5 ¥ . 130-34 |Canadian ..
| T6 M 35-39 |Ugandan 1959
T7 M - Ugandan . R ©
T8 M .- Ugandan
c - |1y F  |30-34 {Ugandan 1963 _ 19
T10 F . |30-34 | German s . 19
T11 T 30-34 |{Ugandan 1560 ~19
T12 | F. [|25-29 |British v ' -1962 19
T13 M 30~34 |American 1955 ' .
D TL4  |M  |25-20 |Ugandan - | - 1966 T
T15 (M “#50+  |British 1934 - K
. |T1e M. 135-39 |[British 1949 :
— — , - ™19
‘E|T17 {M [45-49 |Trish 1943 I
. B . '




- APPERDIX H v
ENGLISH TUTORS 'BACKGROUNDS, IN -
_COLLEGES A, .B, C, D, AND-E T
P
General . . : .
School Higher Diploma . N -
Certificate School Grade| Grade | Grade | -~ in 1. : -~ " 1English
of Rducation Certificatel IL° 1IT 1V .| Bducation| B.A. | B.Ed. | M.A. [|Speaker ;
T 1968 - -
1958 | 1966 - 1971 : TN
K 1962 ’ 1969 : v a
1961 | 1967 1970 “
1964 | 1970 1971 - ,
. ‘ : 1964 X-
1961 | 1968 1969
] 1967 " o w0 | o
\ L1956 7T . | 1960
1560 } 1968 ' 1961 - 1972
1962 1. 1964 : . ' 1966 _
: : 1960 | 1964 | X B
et - 1 X
1966 B R -
I 1966 {1969 | 1971
X . X
TTTTTTYTI95T i i 1964 - |'1959 X
s - ‘ ' . n A ‘
i 1947 11949 ° X
' -8
) ':f( 1 . . ,
i -
eIr ¥ s




P e S ‘ « -
< ; k 4 -
\*)
= l‘ -
) i o ; ) Teaching in
English | Non—-Englich . Teaching Teacher Training

M.A. |{Speaker Speaker | Experience Colleges ) 4 English Special ‘
. oo X 113 yrs. _ " 6 yrs. . No
X - ».9 YIS, - VT. * . No

=

. . X 7 -l 10°yrs.
- : : X - 7 yrs. .
X h o 12 yrs. yrs. ‘ : Yes
X . 10 yrs. yrs. 1- Yes
X . s R [ | T T
X ) ’ .

yrs. - : Yes
yr. Yés

[T

e - .
X -1 "2 yrs. 1yr. " No N
X 1 9 yrs. 1 yr. . Yes
- ) - X 3 yrs. 1 yr. ) No 1.
11964 X ' . 3 yrs. 1 yr. A Yes 1
) 1 X ik 15 yrs. 5 oyrs. - No .~
: - X 6 yrs. 1yr. ' Yes
: X . 24 yrs. 1 yr. - Yes
1959 X - <4 : 79 vrs. 7 yrs. No
1 % . ' . 23 yrs. 4 yrs. Yes
T _ .



TSR et TS T RS




