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A.BSTRJ.C!! 

h MaNA/June 1990, a stu4 was carrie. out U I1ltl~a~.r 
Seaior Sece •• ~ Scaools to assess tae perror~saees .r 
teacaers .r tae acadeJlic subjects u curricula illple.e.tati •• ; · 
Tae ~asie questions whica tae s~ atteaptea to 8llSWer were: _ 
(i) Do teacaers select, structure, a. reorc8Jlis. tao c.o.teats 
.r tae suijects tae7 teaca t. rac1litate tae pla.p1. c aat 
enclisio •• r illstructio.? (ll) Do all teacaers ' eQl~ &Jpropriate 
aetao.s, teckaiques, an. proeeures i. teacAUc? (iii) Do teacaers 
saow sa atte~t to overcometae saortace or teac~.le8rPiac 
.aterials? (iv) Do teacaers use coa.uait,y res. uri es t. ' ta. 
aaveatace .or iastructio.? aU. (v) D. teacaers prenb rer I 
coaeeras .r tae learRers~ 

ORe auaare. thri~ tour teacaers rro. a saaple or tAree 
scaools participatea 1a tae study. Tllrougll tao use .r 
questioaaire, oiservations, ana l.terviews, .ata were collect .. 
rroa teacaers. Directors · and stu.eats were also i.temew .... 
Tae .ata collecte4 were anal7zea usiae peree.taces, avera&es, 
Clrl-S~uare Ustribution, and iDterpretatiollS ia relatio. t. 
li terature in the field of curriculua and. instrueti... h 
particular, II J oAnson 's model or eurriculua taeeq· was takea as 
a treae or reference. . 

. . -

Major findings of the stuq were (i) Teacaers elllla~e. 
(selecte., structured, and reorc8Jlize.) tae co.te.ts .r tae 
SUBjects tae7 teach to facilitate tae planai~ an. execusion of 
instructio., (ii) Too many teacaers were unconceraea aiout tae 
sllortSf)e of illstructional lIIaterials i. the suijects tae7 teaca, 
(iii) Teacaers tended to demonstrate a less frequent use of 
appropriate procedures ani teclmiques in teacllinc sat .0 
significaat Ufference was observe .. letween all teacaers ia tns 
regart, (iv) ~ew teachers used tae coaauni~ tor auea ot tileir 
teacnllg, ant (v) Teachers assiste" tae learaers oaly tllrougll 
inforaal uvice and encourageaents. 

On tae lasis of the findin,s it was reco_eDdea to 
(i) Orgaaize workshops and seminars for teacaers to aelr 
the •• aster the methods and tecAniques of teaclliwc, (ii) Atnse 
teacaers to produce their own teachin~ aids, (iii) Encourage 
teachers to use community resoruces, ,iv) Moiilize tae scaool 
aad tae surrounding cOlllllunity tor tae upkeepiac ut aaintenaace 
of tae scaool, and (v) Make coatiaious tollow ups ot teacaers. 



r. INTRODUCTION 

1.1 TIle ProDlea 

That teachers of all cate'gories ana levels kave a aaJor 

role iD 1aplementing tile curriculua is a vell establiske~ ract~ 

More tam ever, as RODert (l98}), Wallin (19M), JolmsoJl. (1981), 

and aSJV otller e"ucator~ llave put 1 t, teacllers are e-c&r;K aore 

and aore tocla;y in - tlie 1apiementatiu or curr1culua (1~tructioa) 

vitia tae use or new educational teclmiques and. aetllob, :taldnc 

advantqe . or aodem ed:l-l-cational ievices or localq availule 

resources. ~ convincingly put i;r Talta (1969), Hase (1971), 

Sa;ylor (1966), and a host of otller ~ucational IP-aats 1a tlae 

field. of eurriculua ana. instruction, teachers are ed.uoators 

and cowi~ell.ors, who try to 4.evelop taeir pupils' a'oili ties and 

interests and not merely to serve as sources of intoraation and 

transm; tors of knowledge'. The teacher not only nee4.s inforaatian 

to be shared with pu:pils, but he II11St also be co~ent enougla 

to direct learners to the wide variety of sources they need te 

consult in their seU-Ilotivated learning enterprises'; 

Since the role of teachers is no longer liaite4. to 

instruction only, teachers, apart froa their instructional duties 

have naw to assume more responsibilities, in collaboration 

with other educational agents in the cammunity for tlle 

preparation of the young for COJDlluni ty life, family lire, 

productive activity, and so on. They should show aore involvement 

in Co-curricular and out of school activities to the advantage 

of implementing the curriculum fully and attain the oijectives 

f 
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of sclloolinc successfully. Furthe1'llore, tae effecti vem.ess of 

curriculua iJaple.entation, SIlone other tllings, "epenas la.rcely 

upon tile "evelop.ent of new relationsllips ~etween tile teacllers 

and tlleir pupi~s, who . Decoae aore active part1lers 1m. tile 

instl'llctionalprocess ,~etween' tile teacllEirs ~an' tllea colleagues 

ani otller Bt;ents wlLo .8J' 'be calle .. upoa to cooperate wi til tllea 

in tlle attainaent of educational o~jectives'. 

On account of the a80ve assertions, tllere is a r;eneral nee4 

for fresll national (regional) scruti~, in a realistic aanner, 

of teachers' performances as they relate to curriculua 

iaplelllentation. 

Consequently, for the partial fulfillaent of tae course 

E4Ad. 522, the writer undertook aaaseline study regardinc tile 

role of teachers in curricul1lll iaplellentation in tlle priaary 

and seconaary schools of Addis A~aaa in June 1988! Tlle result 

of tlle stu4y skowed that the role of teacllers in currlculua 

iaplementation was found to be ineffective due to their poor 

perforaances, that is, due to their failure in u~ appropriate 

principles, techniques and procedures, community resources, 

locally availa~e materials, and etc. Though tlle study was a 

scratch work, it has created an intellectual curiosity to 

carryout a further investigation of teachers performances in 

curriculua iaplementation. In addition, a docuaent froa Higher 

'Hailu Dinka, (1988). Teachers' role in .currlculua 
i.ple.entation in the primary and secondar,y Bcllools ot A4dis 
ADaba. Addis Ababa University, (unpublished). 
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Educatio. Comaission shows that researcA relatiDc to tAe 

per~oraaaces of secondar,y school teacaers is oae .f tae 

researcA priority areas in Ethio:.1a at present,· aa& 1 t is 

tAUS .. expectH. that the result o~ tAia thesis project wouli coaep 

up witA s.ae professional p~les of teacaers wAiCA, tllrOugA 

furtaer investi,ation at national level, couli coatri.ute to the 

trsininr; ani utilization of teacaers in this ceuntr,r. 

The asia purpose of this thesis project, tAerefore, was to 

assess tae performances of teacaers' as they relate to: 

1. tAe planning, sequencing, ani presentatio. of the 

curriculum content durinc tAe instructioa process witA 

tAe use of appropriate teacAi:nt; procedures, principles, 

ani techniques; 

2. the production, preparation, and utilization .f 

instructional sids; 

3. tAe utilization of the huaan and material resources 

avsilalle witkin and outside the sc11001; 

4. teacaers' concern for the learners; ani 

5. tAe staff-community relationships that exist to the 

a.vantage of iJlplementin,; the curriculua. 

• Collllission for Higher Education, U987). "S8Japle 
ResearcA TopiCS", Melis Ababa, (unpullishei). 
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Tao following iasic questions were raisea an4 answerea iy 

tae stuq: 

a) h teacllers of the acadellic suijects euanco the curricular 

contents of tAeir respective subjects (select, structure, 

aaa reorganize tAe concepts ani basic iaeas e.ieded in tae 

contents) to facilitate tae planning ana execusioa of 

instruction? 

i) »e all teachers employ appropriate teaching procedures 

ana techniques to facilitate instruction? 

c) In the absence of adequate instructional lIaterials and 

aias, aow far 40 teachers of the acaQeaic subjeots 

prollote the acquisition of taese materials to facilitate 

curriculum implementation in their respective suijects? 

d) Do teachers show an effort in using co_ unity resources 

to tlll.e a.clvantage of instruction'l. 

e) How far do teacaers proviae for concerns of tae learnerst 

1.2 Delimi tation of Tae Stub 

Tae study was primarily concern" with tae performances of 

senior secoDdar,r school teachers of the aca.cleaic subjetts in 

IlluDaDor administrative region. In particular, teachers' 

efforts in structuring the curriculua contents to facilitate 

instruction, their creative preparation and utilization of 

instructional lIedia in teaching, their wise use and application 
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of appropriate teacldng techniques, aai taeir eDdeav.urs in 

.aki nc appropriate provisions for concerns of the learners were 

tae focuses .f this the~is project. Hence, tae process aspect 

.f instructi •• , tkat is, plann;nc ~ execusion were tae tae.es 

treat" ia tAis pap~r';' lfu.rtherllor~, . hackers, titee:tor.s . 814-

aeput,r directors, and students' of covernaental senior secondar,y 

schools (crues 9 to grade .12) were taken as the sultjects of 

tae stu~ (See Appendix :D)'. 

1.3. Significance of Tlle Stu9,.y 

It appears that research re1atiDC to the performance .f 

senior secondary schools is inadequate currently as coaparea 

to the existing deJlands to iIlprove instruction. Thus, tae 

writer ltelieve. that this thesis project may create an aw~eness 

of the state of affaire regarding the performance of senior 

secondary school teachers. Furtheraore, since tAis taesis 

project couli serve as a gaseline work for future indepta 

investir;ation at national level, it could ltear a particular 

significance. 

1.4. Methods. Procedures. ani Sources of late 

The project was primarily concerne4 with a coaprehensive 

assessment. of teachers' performances rather than a ieep 

investigation of a particular instructional proltle. in tae 

region. Consequently, survey was the Jlethod employed. Illubabor 
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aas Deen caosen (see Appendix A) on tae Dasis of tae reason 

that (1) suca studies never concernea theaselves auca wita 

regions in the remotest areas of the country ana aenee, 

(2) literature relating . to curriculua i apleaentation as 

pertaininc to the performance of senior seconaar,r scaool 

teackers o~ remotest regions like IlluBabor seeas to De 

inadequate, and (3) the writer knows tlle region since ae was 

educatea taere. 

IlluDabor administrative region is situatea in the so 

western part of Ethiopia. Formerly, the region extendea upto 

the Su4an Dorder (including Ga.Della) but since the establisa­

. ent of PIlRE, Gam~ella became an adainistrative region by 

i tselt and the border of Illubaior extended a bit to the 

cent:r;al part of the country (up to the Gibe river) and hence, 

encompassed Jimma (the former capital of Katfa) as its center 

(see Appendix BO. Ethnically, the people of the region are 

the Oro.os and they earn their livi~ from agriculture wkica 

is helpea iy wet climatic conditions and fertile soil 

thrOugAout the region. In particular, the production of 

coffee is the predominant econoaic activity ani tkis aas 

helpea the existence of large and dense forests in the region 

wkica help as shadows for the coffee plantations and seedlingf(~ 

To ackieve the objectives of the study, three senior 

secondary schools namely: Jimma, Beaelle, and Mettu (see 

(Appendix C) were sampled on the lasis of their ,eographical 



- 7 -

proxillli1;y- to the center ( _M.dis 'iua), that is, one nearer (JUaa-

330 xas , tro. the cent~r), the otker tro. the re.otest part ot tke 

r.egion (Mettu- 676 Irm
s , trom the center), and. tlle tAiN. loeatet 

ietween Jiaaa and Mettu (lIedelle- 475 xas , tro. Attis Aiua) so _ . . 
tkat tlle rest ot the schools in tile region couU ie representel!­

~eograpAieal~, the three senior secondary scllools are locate( 

on tlle sae line (on the main hip v~ runninc troll 4dtis .liua 

to Gamiella) and are situated in tke suiurb areas ot tlleir 

respective towns occupying spacious areas convinient tor carr,yin& 

out of class activities like project wprks and clui activities~ 

Relevant information has been secured troll priaary ant 

secondary sources. Related literature - iooks , Journals, anel 

articles kave been reviewed. Froll tlle sample ot tile tllree 

sc.ools, teachers of the academic suijects were taken as tke 

subjects of the study. The academic subjects were cllosen on tlle 

"'asis of tke writer's lJackground in aCademic areas and. vocational 

subjects were e~uded since the writer believed tllat tbese 

subjects require experts in the field. In addition, airectors, 

deputy directors, unit leaders, and students were inoluded to 

gather relevant data relating to the study (see Appenaix D). 

Questionaire, interviews, and observations (see Appenaix 

E, F, and G) were the major data collecti~, instruaents. Tae 

draft questionaire were first distriauted to a saaple of 

seoondar,r scllool teachers in Debrezeit. On tfte iasis ot tke 

feediaok received from these teachers, some alterations were 

j 
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mad.e on . tile (raft questionaire (tile nua\er of i teu were 

reduced., the open ended items were ainillizeG. an .. ratiq scales 

were develope" for some of the iteas as requirel), ana tile 

final questionaire,o~servation cllecklists,an4 intervi~v cui4es 

were prepare .. ·• 

Dat~ were .colleQtei from teacllers of the aeadeaic su\jects . 

througa questionaire, interviews and observations. In adl.ition, 

directors and unit .leaders were interviewed to secure further 

data'. Furtllerllore, students were randoalJ intervieweil and were 

also observe .. during actual teaching and. learning in tile 

classrooa. 

The data collected through questionaire Aave \eea tallie .. 

and changed to scores. Those scores derived froa iteas llaving 

" rating scales were analyzed using averages so that tlley could 

\e lIIanageable to give a general picture. The data collected 

through actual classroom observations using tke "yesR ani "no~ ' 

dicotomy regarding the teaching techniques demonstrated by all 

teachers observed were analyzed using the Chi-Square (x2) test 

since it is statistically agreed that the Chi-Square test "is 

used to determine whether there is a statistically signiricant 

discrepancy between the actual (observed) distribution of 

responses or ratings among categories and the theoretical 

(expected) Ilistribution (Cates, 1985, p.177). Furthermore, some 

of the data collected through observations and interviews were 

analyzed on the basis of what research in the field of curriculua 
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and instruct i on has established. In part i cul ar , Johnson ' s model 
which shows cur riculum a s an out put of one system ( curriculum 
development syst em) and as an input of another system (instruct ion 
sys t em) was taken a s a frame of reference for this study. This 
mod el is pres ented below. 

A Model of Curriculum Theory· 

Selection I .... Curriculum Curriculum Instructional Learning 
criteria 1 development structured 

~ series of 
~ ~ 

Structuring ~ 
intended 

crit er ia system l earni ng System Outcomes 
outcomes "; . 

I , , '" I 
1Instrumentat Teaching 

Content behaviour 
r eportoir e 

, 

Source 

Available teachab l e cultural content 

The model see~s to indicate the fact that the source of 

curriculwn is the total avai l able culture , t hat is, thos e e l ement s 

of the c ont ent of the cu l ture which are cons idered appropriate or 

r el evant to the instructional aims of the school. In fact , when 

• Johnson , 1'1. ( 1981 ) . "r'10dels in Curricul um 'r heory" , 
i n Gi:::'oux ; et . al., eds . Curri culu:n :, u.;' Instruct ion. Berkeley , 
Cali :' ornia : i-IcCutchan Publishing Co. 
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taken at its face value, the concel't culture couli ae .. so 

aany tAin,s. For exaaple, artifacts and social iastitutteas 

are cOllponents of a culture, lPut tile,. are not teaclla.le. b 
>, 

aid1tio. soae knowledge ana skills vlaicll are teaclla.le .... , ' 

Tery _cll II part of the culture are aot availa.e tor ourr1,culua , 

since tile,. are kept secrete D,. taailiesr craft cr.-ps, 

governaents ani the like. The sources of currieulua, tlleretore, 

are tllose knowledges, skills, ani attitudes ia II sive. culture ' 

whicll are teaclla.le and at the saae tiae availa.le for tile 

curriculua. 

It is further observed froll tile a04el tllat it all tllat is 

coaponent of a culture and teacllaltle Itut may not Ite availule 

tor curriculua illPlies the need for a selectio. criteria. 

~epending 011 the ideology of who ever concernei, tile selectio. 

criteria could either be the organizei fiel" ot knowlei,e, 

experiences and interests of the potential learaers, persistent 

pro.leas of living or the combinatie. of allot tllese. 

OIl tile .asis of the selection criteria developei tllose 

eleaents of the contents of the culture are selectei. Still 

there is ,anotaer important procedure waich needs attentioa. 

Tns is tke establishment of the structuring criteria. 

Structure refers to the relationsllip among curriculua clusters 

(tacts, concepts, generalizations) selected froa tile contents 

of tAe culture. It is concerned, wi tll the proper oriering ani ' 
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k1erarcaical relationsAips amoDe curriculua items. Tkerefore, 

the process of selecti~ the elements of contents of the culture 

ana orierinc taem on the logic of their Aierarcaical relatioa­

sllips, aceoriiDg to the model, coastitutes the curricula 
"it! Ii ~ I 

.evelopmeat 8.1stell - the outcolle of waich constitutes the 

curriculua (structured series of intent,K le8.rJli~ o~tc •• es). 

Curriculua, therefore, !tas reference to wliat it is iateni" 

that students learn. 

The model further indicates til at curriculua is aa output 

of tae curriculUII development systell aM. an input into the 

instructional system - a s,ystea consisting of the interaction 

between the teacher and the student and between tile stuaent 

and the environment manipulated .y the teacher. Tkose skills, 

knowledge, and attitudes that the learners develop as a result 

of these interactions in the instructional s,ystea constitute 

tlte learning outcolles, wlti.cA, otlter tltan the curriculua contents, 

~epend up on the instrumental contents and the q~ty .f 

indi vidual performance of teachers - tl!.e purpose frJr wliliclt tAis 

study was carried out. 

Eventually, quoting Gage (1966) and Eisner (1965) wlto 

viewed curriculum as "a series of content units (a capa.ility 

to _e acquired under a single set of learning conditions) and 

as a series of activities respectively; Johnson strongly argues 

that tl!le curriculUII must leave some rooll for creativity and 

individual styles of teachers in instruction, since, tlte 

curriculua may lim! t the range of possible learnint; experiences 

\ 
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iut can not fully specif;y them. Tllus, .ecisions re,ariiac tile 

learni~ experi ences to ie providea (t~e result of iutructional 

planni~), tlle aeans, that is the aet~o"s and tec~q.es .t ' 

teacld~ an. learnimg the aaterials 811" t~e instructional contents . . ' 
to ie use. in aChieving tae results fall witldn t~e sp~ere .t -. , 

tae responsiiility of the teacher. , " Teachers, taerefore, 4eei«e 

waat to teaca and how to order waat taey teaca, aake tae final 

caoice of learning activities anci instrumental contents (~ldnc 

tlaat facilitates the desired learni~) in te1'lls of tae stud.ents, 

tile availaiili ty of reso:urces and tile needs of tile o~oiac 

instructional process'. It is tJais teachers I reportoire ot 

teaching iehaviours that has 'Ieen use4 as a fr8JIe ot analysis in 

the stu~. Hence, Johnson's model Ilas contriiute4 a sreat .eal 

in carrying out this tbesis project, in that, .ue reference Ilas 

ieen aade t. it in stating the proilea of t~e study, in caoosiag 

and developi~ the data collecting instruments, ana in ,atlaering 

relevant informations froa those concerned with the iapleaentation 

of the curriculum of the academic suijects in Illuiaior senior 

secondary sclaools. 

1.5. Liaitation of The Stud.y 

As we all very well know, a research dealing wi til 

assessment of the .agnituie of a certain proilea entails collect­

i~ an. processing as BUcll data as possiDle. Tlds in tura 

requires aiequate time, money, ani el1ergy. In particular, when 

tile suajects of the study are locatei at distant places troa one 

\ 
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anotller <like teacaers or Jilllla, :ieaelle, ana. Mettu) financial 

and material services are earnestly aee4ei to facilitate tile 

proce~s of ~ata collection. In tllis regard, tile Scllo~l .r 
Graduate Studies did not tully accept tlt.e funi approve~ ty tlt.e 

. ~~ 
Faculty &raduate ColDIIission for tlt.!s tllesis project. Even, tile 

little tua~ allowe4 by tile School of ~raduate Stuiies It.a. 'not 

teen tully an~ ~uely allocated because of tAe proceiural 

co~licati.ns persisting between tlt.e financial 'epartaent .f tlt.e 

University and the School of Graiuate Studies. Tlt.is protlea, 

couplet witlt. the sllortage of public transportation in tllis 

country It.ave creatly violated tile sclled-ule of tllis researclt. 

project. Nevertheless, adequate care Ilas been .ate to preserve 

tile qual! ty of the paper by sacrificiDg whatever financial, 

aaterial, ani. energy it requirecr. 

1.6. Organization of The Stuy 

Four .ajor parts are incorporatei. in tRis paper. The first 

part includes introduction : Stataent of the problem and its 

deliJlli tation, significance of the study; methois, procedures and. 

sources of data, limitations of the study and organization of the 

study. Part two deals with the review of secondary infoI'lQltion 

collected from various sources and organized on tlle logic of their 

relationsAips to the problem. The report, analysis an4 inter­

pretation of the primary data collectei from tlt.e suijects of the 

stu<ily is exclusively presented under part three. Tlle last part 

deals wit. summary of the findings, conclusions, ani. recommend­

ations; ani these are followed 'oy Biltliograpl:!y, IIlossary of t erms, 

and Appendices . 

\ 



. . . , . • ' .. ~"'_Af.!teh"'W"" · tn 

. , 

• 

" 

2.1. 

, . 

- 14 ~ '" 

II. REvIEW 0." ~ 

!!'he liature ad Ccmstitumt, of OarriculUl 
5. 

lio tae h the histor,r ef edbcatioJl haTe philosopher, , " 
&Ild. educ~tors agreed 1Z.P~ what t1'l1e education it ' in ..general. 
... '. ,~ . . ..- , -
and . t 'ceastitutes curriculUl 1a p~cular. ~ 

, , i 

, I 

literature is iudequate .. to how the edera societ;r cue te 

orgBaize its intellectual world hte categories such as tields 

of stu~ and the disctpliaes of bowl edge siace the ancimt 

taes, it is eur te iugiae that since seoiety could Dot deal 

with ever,rthillg at once, people fouad it aecess&17 to give 

attention tirst to one aspect ot the enviroDlllel1t ."then to 

another, dependiJIg UPOll their needs and activities. Beg:fnpiJag 

probabl:1 with such gross categories as tire and water, thq ill 

tae learned that sOlie classiticatiou were ere productive 

guides to ~". laaJaviour thaa others. It...,.. be reasonable to 

suppose that out , of these groupings evolved the tields of 

knowledge and the nodes ot iJlquir,r underl:1iDg them ia the 

civiliaation ot tod~. lievertheless, the concept ot curriculWi 

and what it constitutes, troa the historio perspective, could be 

better understood whm seea ill light ot the aaJor curriculOr 

ideologies (Curricular schools ot thought) • 
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2.1.1. Ourriculua and !he Acadea1c ,Scholar Ideologr 

!he basio arguaeat of the~adea1o Icholar IdeoloEg reat. 

up_ facult,' P87oholoEg and disoiplbhg the 1liJt.d. ~stor (1965) 

writes that ·di.oipU.o 18 ut a _ttor of puai~~t, ~t 18 , . 
a uttor of effective train"wg a ... with a disoi~l.iJled I!b4 

18 a IWl equ1ped with iateU.ctu&! .e ... • (P. 37).- It 18 

sened iro. thU that ~he postulated service ia training 

a evelopills) the powers of the .:1a4 (disciplillar,r nlue) is a aere 

illport8llt ori terioa to signi!7 the aature of ourriculua. 

Aocording17, the pursuite for illtellectual excellence is tho 

kq Aote.f the academic scholar ideoloEg. 

A host ot other propOl1ents ot the scholar acadeJV strong:Q' 

coatirm that the fanctiOA of schooliag is iatellectual tra"w"Bg. 

Accordiag to fbeaix, qalted ill peTis (1963) ·o~ knowledge 

drawn tro. the disciplines is appropriate to the curriculua· 

(P. 246). ~si».g this Tin, BeUaok (1965), Xing and lh-ownell 

(1966), and J'os~ (1961) have stressed that languages (inoludiJag 

foreiga), history, sciences, and Mathematics should oonstituto 

the core of ~ prograa of illtellectual discipline. Hence, a 

child who acquires an adequate stock ot skills (mental skills) 

ADd intoraation and whose mental powers were developed and 

trained was equiped to live ett'cient:Q', that is, to deal with 

the tasks ot life ettective:Q'. 

The criterion ot the disoiplinary value ot the contents of 

curricul\UI. was also intlueatial ill deteniDiDg the organaizatio. 
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.t ourrioulua. To this ead, Bellack and :ar.m.er (1960: P.P 6-8') 

ha.ve :lJubted oa the aeed to denlep the st1"llcture o:t the 
r. , , .. 

discipliaea ao .. to proaote relatiouhip QOng allied di~~! •• 

aa4 relatloa.ahip -,!oag the bread are.. ot l!:aowledge.' !herttor.,· 
. ,"..,...-. .... . . .. -. - ~ \: .. 

accordiag to the sohelar acadaio., Oarrieul1lll is detinedu, .. 
. . :\ .... ," t. ,~:,.' . ",", ,*,~' 

p.~~ ot jducatioa w~eh helmes :taCt., c~epts, prUci.pl •• , 
, 

laws, g .. eral1satiou and ~c. selected troa the diacipliJi •• et 

ltaowledge and organized oa the logic of relatiouhips together 
; 

with learai.Dg uper1ences enbancing .eurization, reasoniJlg and 

logical tbinkiwg. 

2.1.2. Ourricpl1lll ARdThe Social Efficiency Ideologr. 

Bhort:Q' after 1900, research OD. transt.r O:t training 

(T;yler, 1986/87, P.P. 36 - 38) ti:nd.erained the faith in the 

disciplinar,y :!Unction ot subject .atter. This development and 

related changes in teaching and learning theor,y resulted ill 

emphasis on social usage as an t.portant criterion of curriculua. 

Besides the work ot Thorndike OD. the transter ot t~,the 

application o:t the idustrial e:tticiency model to schools by 

Bobbit and his Colleagues (Xliebard, 1975, P.P. 51-67) was an 

important curricular event since it became a tirm basis tor the 

state.ent o:t educational objectives in behavioural terms and the 

~sis ot conteaporar,y adult activities to be included in the 

curriculua. !he begining ot .essuring educational outcomes 

(evaluatio~interas ot standards set (etticiency in adult aetiTities) 

was another curricular iJmovation since, until that time, "there 



"ere o~ thr,e cOlIPonents ot the curriculua; JWle~: deteraiJulti .. 

ot ob~ectives, seleotion ot contents aDd organization ot contents­

(faith, ,l976z ,R. 191). 

Wi~Jl t4.~,~_v~t of th~ ,,~ti~v ~otioa ~t 't0~lJ,agt 

t~t. ~~s..t ,-,:t~e R,.~_~tioJl. o~ $'.hi1ctr~ fo~ .. Yt~ .. ~,tact~~t1e" 

the !l"~ _to..~ ~U8.~~,"a:qd app.li:o~ 18 lalo"l~t- ,xa" ~st~~ a 0ue­

nded" c:a ,accouat 5't this Ebb (1972,; ~.3 - , 8) argu~. that 

sohools are for lear.DiDg, and what ought to ~e learned ,"'.]7 
is uset'ul latowlege. Ue ~her noted that sO,hools ought t~ lIIllte 

maJor efforts in oognitive ,development. This assertion ot Ebtl 

tor oongn1tive learning seems to be difterent tro. the intellectual 

pursuite ot the acholar acadwcs in that the ophasis here 111 

the application ot the mental faculties 1:4 what' all men as -adults 

are engaged to sustain a culture and improve the existing uteri&! 

socieV. 

Therefore, advocates of the social etficienc7 call tor 

a curriculua in which the problellS aDd interests ot everda;r 

11 ving are included and which have lIles n i ns tor children and 7outh. 

The educational programafJ aias to help children and youth develop 

the latowledge, skills and attitudes necessar,r to cope with the 

immediate situations of eve~~ li'riDg (production, co_erce, d: 

civic acctivities, social adaptatioD, leisure, etc). This does 

not lIean that concern is Dot lIade tor intellectual growth ot the 

learners. Bather, as so ably put b7 Stra~er (1965, PF. 25-33) 
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A t,pical earlier advo~te tor coneerae .t the ohild. ... 

Boussea. Ia this work-Fail, ~e showed his particular p08itiO!l 

b:r s~ -respect the child. end be b. .. haste to 3udg. ,hia 

actio., good or nil-let aatur. be loag at work . with the ' •. 
• ",. ,V·"~· ·· ;! ~ 

child- (P.' 20'1). Rousseau's conceptiou ' ot a child. were .. t 
, ;'" 

wideq pronolUlced, but had to vaU util 1904- vh .. the idea .t' 
, , , 

Child interest was further iglL1ted as aresult ot -the l1tti.' . 

laborator,r school carried out b:r Job and !!arr;r Dew.,. fro. ~ 
• f, • .".... " .. ~. \ ! .... ' 

to 1904-- (OthAmel,' .!1 • .!l, 1950, P. 413). Thi result or'this 

experiDent, bqond further illn-hsting the Child-centered 

.ove.ent. became the basis for D~'s educatioaal .theories. 

en the basis of the Eight year e:z:periaeat. Dewq stated 

that -the life of the school was to be active, not paasiv. ·the 

Children vere to work, not aereq to listen- (1956, P. II). 

At first glance, it appears that Dewq Waged war agaiaist the 

doctrine of the mental discipline. Thus, this was an attack of 

tradi tionaIisll and a refora aovement in education wftWs called for 

education draw froll within b:r reconstructing the experience of 

the child. Ia spite of thiS, Dewey does not seem to be an ardent 

advocate of the Child-centered school if one sees his statement 
• which says Itthe fundamental tactors in education are the \aature 

and undeveloped being and certain social aias, aeaniDgs, values 

incarnate in the aatured experience of the adult. The educative 

process is the due interaction of th~orces· (P. VII). 



. , 

, - 21 ~ 

Henc., unlik. the extrewsts ot the Ghild-cent.red IIOhool, 

Dewq seellS to hold Q interaotive positio. lI1.c. he tri •• t • 
• 

interpr.te the and. interests ot the Oh114 

o ill the context ot a g1 au. and. up.r1GO •• 
. , 

Rather, aaoa.g t .he .oat extr .... od .arUer 81l.Pportore .t 
'\1.-';. , 

the Child-oentered 80hool, Harold Bug, .au.So~'k.r, VUll .. 
o • 

kilpatrick, and Parker are wortb;r to ... tioa. Ia partioular, 

the outcome ot l'Ieriams laborator,r school at the lTJliVetsit7 ot 

Missouri since 1904- and kilpatrick's intelligble work on the 

pro3ect method (liagg and 8chwlaker, 1969, P. 41-46) broq1:rt a 

fUrther upheaval tor the doctrine ot the Child-centered Bchool. 

Both !!eriaa and Kilpatrick tmderlined that the kind ot 8chool 

needed was a school of lite, ot actual uperienc1ng, a plac. 

where pupils are active, where pupils enterprise fro. the typical 

unit ot le8.l."D.iDg procedures, tor purp~8ehl activit7 is the . , 
YOrt~ lite whatever lived. This stateaent becaae the IIOt. 

i 

ot the Child-centered school and caused the wide spread 

establisluaent of Child-centered schools since the 1920s • 

Like ant school ot thought which has certaill true work 

ot ideas on wtich its philosopb;T is based, the Child-centered 

school has certain basic assumptions as thq relate to the 

child. Ruggand Schumaker have explicitJ;r stated these asSlDlP-

tions as: 

• treedo., not restraint , 
• pupil initiative. Dot teacher initiative 
• the active, not the passi •• school 
• child int.rest as the orientiDg 
• center of the school prograa (11 60). 
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An attempt to scrutinize these assumptions clearly shows 
. < 

tl1at the Child Centered School ,endeavored to discard the widely 

prevalent concepts of the traditional formal education - t.e 
, .. ' 

training of the facultiesthrougk 'repeated ~xercises, strict 
, "'. . ~ ~. 1, .. 

1<-, • J~'r'..f'. '!J'''"~'' 

discipline and preparation for life. Hence," ins~e.ad 'of t '!-ie " , ' 

restricted and. rig:i.d ' tradi tional sc.o 0 ling , here, the , lea#er 
I • .• , '. • ~ \ J 

is seen.to Ite free, to move about at his o~ discertion, to pla;r, 

to work, and to de;velop naturally (without direC(texternal 

influence of adults); to select his area of interest for learning. 

"The routine needs of the school, as well as the lesson assign­

ments, the planning of excursions and exhibits, and the criticism 

of reports are taken over by the pupil (p.57). In the school 

tlie learne1's are active, working hard, inventing, organizing, 

contri buting original ideas, asselllb,ling materials, and carrying 

out enterprises at their own accord. Further, the assumptions 

imply that education is not for conformity and social adjustment 

but, as Othanel (1976, pp.243-244) has explained, encouragement 

of the creative spirit of the learner from within rather than 

conformity to a pattern imposed from without. Thus, the felt 

needs and interests of the child represent an essential basis 

for the aims of schooling rather than a broad view of societal 

experience and efficiency in minimal essentials (knowledge, 

skills, and attitudes). Therefore, the Child centered schools 

believe that each and every child is endo\'led ~Iith the capacity 

to express himself and that this innate capacity is immensly 

worth cultivating though a variety of activities suited to 

individual or group peculiarities. Hence, according to the 
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Child-centered school, curriculUll is defined as a progra. of 

schooling which embodies a cont~nuing stream of child activities, 

unbroken .y ~ystematic sub~ects, and springing ,from the interests 

and personality felt needs of the cAild (p.36). . ' , -
, , 

.j, ~ t " 
In the final analysis, in the CAild-centered schools, 

.. \. ~ . ... 

knowledge is notwha:t ,the child accepts as ' i t~ is preplanned and , • r _ • 

patterned for him ,but, ' it is what the child assimilat~s as a 

result of working, playing, producing,and inte~acting , with the 

surrounding world. Knowledge is not the views, ideas, and 

conceptions that the teacher passes on to the learner but, it 

is what the cAild develops from his own through the guidance of 

the teacher using various activities suited to his purPose, and 

through the use of organized subject matter as needed to promote 

new interests leading to further activities. 

2.1.4. Curriculum and the Social Reconstructionists 

Neither the concept of the Child-centered ideology nor the 

criterion of the social efficiency school involved explicit 

concern about the general social status or the direction of 

social change. As a result of this,poineer thinkers began to 

urge that the kind of society desired in the future should be 

recognized in curriculum development. Later, this resulted 

in the evolution of a school of thought called the Reconstruct~: 

ionists. 

According to the view held by this school of thought, the 

society is ill due to sanity and maddness for the pursuit of 

private interests (Brameld, 1972: pp.9-l5~ Pinnar, 1975) and 
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the result is problem of war, child abuses, exploitation, etc. 

Hence, they assume that the world is at a web of crises inherent 

in the culture of the society. As convincingly presented Dy ' 

Brammeld (1965), the reconstructionists assume that maD is a 
- .' 40 • , .... .... _ . ~ 

goal seeking animal and that is now possible, particularly' wit~ 

the aia of the ,Auman science such as Anthropology, Sociology 
, , 

and Psychology, to begin to delineate the fundamental goals of 

man - "That he is gropping for, w:t;J.at he wants in life ~ in, a w~ 

that was not possible in earlier, less scientific times. As 

such, they argue that man can use education to realize his 

intentions, that is, through education which~ for that very 

reason, is inspired with enthusiasm for research, for diffussion 

of knowledge, for humanly realized beauty and goodness. 

In support of the views stated in the preceding paragraph;:,' , 

George counts; the renowne~ proponent of Reconstructionism, 

defjning education as an expression of a given culture, strongly 

argues that schools should become centers for the building and 

not merely for the contemplation of civilizations. He further 

notes that teaching is a tremendous and difficult task that 

involves the guiding of individuals to full maturity and freedom, 

of inducing him into the most complex and dynamic society of 

history, of preparing him to assume the heavy duties of 

managing that society and of transmitting its heritage of liberty 

un impaired and even enhanced to his children (1976, pp.505-509). 

It could be observed from these statements of counts that the 

basic social purpose of educat ion can not be comprehended simply, 
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as the perpetuation of the s~~tus quo but the purpose must 

include, as its central fOQus, the continious reconstruction of 

ideas and insti tuations required to make society more and more 

perfect in the future. In this connection"Bramme1d notes taat 
, 'I' ..... ,. ....~.:~.:~.,.... ..... . • v •• . .... '~"',r:. f , '.. 4,.1 

tke crucial problems of politics, economics, religion, 
. • -. I -

. \, . , ...... 
aesthetics and educational. life should ,be brought into the 

.- . ~. -- .- " 

center of the curriculum and not left on the periphery. 

Therefore, according to the Reconstructionists, curriculum 
~, -

could be defind as a plan f 'or an educational programr; which 

consists~careful study of the 'significant social problems 

confronting the people, ordered and arranged with due regard 

for the abilities, interests and needs of chi1!ren so that the 

pupils could think, judge and act intelligently. 

2.1.5. Knowledge, Learners, Society and the Curriculum 

A close examination of the views held by the various 

curricular schools of thought presented in the preceding pages 

clearly show a shift in the degree of emphasis over time as to 

which of the three elements (knowledge, learners, society) should 

serve as basis for curriculum. One could observe that since 

about one hundred years ago the emphasis was almost exclusively on 

knowledge. Hence, one rarely hears terms such as the needs, 

interests and developmental tasks of children which were so 
• 

common in the late t hirties and early fortie s. However, increased 

attention was given to the learners as a result of the \-Iorks of 

Dewey, Meriam and Kilpatrick. further, Bobbit's analytical work 
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. (the industrial efficiency model) and its application to school 

instruction emphasized the role of education in preparing 

individuals to live in society. Saylor (1981) Speaks of the aore 

prominence of this issue during the depression years of the 1930s 

and again in the 1970s. (pp'.1l3-119). 
• I ''{I 

In addition, Jhon Goodlad 

(1966) not~s the prevalence ot evidences indicating the existence , 
of some reversals and the re-emphasis of the subject matter 

concepts and structures in the Fifties and Sixties (pp.174-175). 

Hence, one could learn from the above assertions that there has 

Deen no unanimity as to whether, either knowledge, learner or 

the society should be given greater emphasis in the curriculum. 

These days, the tendency is towards bringing a balance in 

the curriculum. To this end Saylor and et. · ale (1981) strongly 

stressed that "one secrete of effective curriculum planning is 

to assign appropriate weights to a consideration of society, 

learners and kno~/ledge (p.19). This is not without a reason. 

When emphasis is put on knol-/ledge (subj ect matter) /only, the 

programme of schooling ~ay be unrelated t o the learners needs 

and interests and the learners may not be responsive to the 

educational programme. On the otherhand, .,men the degree of 
. < 

emphasis is in favour of the needs and i nterests of the learners, 

the result could be the presence of large gaps in the knowledge 

required in todays civilization. Equally, the problems, needs, 

and the requirements of the society for ~lhich t~e . school itself 

is apart and should serve i t may be overshadowed. ~Fu.rther, a 

programml) designed to meet the present needs of a ,ociety may 
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alock the learners opportunity to generate new knowledge ' and. I 

produce new ideas. Therefore, there is a greatest need to 

promote an appropriate balance between the learner, the society , 

and knowledge • .. 
~ --9 .... , ". '" 

I .... ~.t'" 

A rational balance between the learner, knowledge ~d the 
'14 ..t, ... 

society requires the use of needs assessment. As Roger and 
-- .,(~ 1 

associates (1981) have noted "assessing the needs reveals tll.e 

existing gaps" (pp .612-613). Assessing the needs is the Dest 
JI'a .. t, 

outlet to identify what really exists and what ought to exist, 

and when implied to curriculum, it enaBles one to find out what 

contents are there in the curriculum and .hat ought to be 

discarded and which ones to be included. Thus the most basic 

gaps to which the needs assessment should adress itself are those 

found in the society-gaps in values, aspirations, making a ~ving 

and the resulting standard of living. An answer needs t o be 

given to such questions as what modes of conduct and behaviour 
• 

are sought to be developed by schools. 'What requirements (current 

and future) for the individual and the collective self sufficiency 

in the society is needed? An effort to rulswer these basic 

curricular quest ions t HOugh needs assessment could help to 
A 

provide appropriate balance in curriculum. Purther, needs 

assessment, tHOugh the use of opinion polls, interviews, 
~ 

observations and questionaire could help to clearly find out the 

needs and interests of the lea=ers so that the existing gaps and 

needed modifications can be ident ified. At t his juncture, it 

must be noted that the needs and interests of the learners should 

not be taken at their face value (letting the child as he wishes) 

, 
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but, as Tyler (1949) has indicated, it lIIust ie UDderstood '" ~ ntlle 

- .... 
differences in gap when compared witll sOllie desiraile staaiaras ami 

tile needei cllanges in behaviour to fill this gap" (p.6). 

Needs assessment also helps to establisll a tlleae of ~sis 
,.', " 

and inquiries into the contemporary scientific knowleige." TAis 

is because of the fact that advances in science, tebkaolosY,ani 

researcll troa tiae to tiae generate new facts, coacepte, rules, 

and principles. This expands the stock of knowleage availaile, 

and, at the same time, results in tile oisolescence ot tile 

previous facts, principles, and tlleories. This wouli kelp tg 

discured simple facts and trivial information (lower levels. of 

knowledge) iut enables one to empllasize iasic ideas proaotiag 

ireadtll and depth of understanding in tme educational prograame. 

In sucll a case, knowledge becomes fundamental and could ie 

applied in various situations (significance of knowlKge). 

Another crucial illlportance of needs assess.ent is its 

role in matching the educational program witA social realities. 

Tltis entails a careful study of tlle society-its culture, its 

problems and prospects, its mode of living, its political,ani 

economic realities so that the urgent (prior) societal needs 

and requirements could be identified and given appropriate 

weights in tae curriculum. This Bas Deen explicitly discussed 

iy Taba (1962: pp.265-268), and Saylor (pp.132-136). 

In conclusion, on the basis of tile questioll "waat should 

consti tute a curriculum and what shoula not", a range of 

opinions exist among educators and different positions are !telae .. 
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Tae first position, at one extreae, liaites tae scaools 

responsi.ility to the intellectual training 'or cAilclrell aU. 

restricts tae curriculua almost exclusively to acadeaic sutjects. 

TAe secon4 position stresses tile social uti'lil. ty 'or scaooli .. , . .' 
and gives 4ue emphasis for adult activities as tae oriell~iDC 

4 ,~ 't • ... "( 

center of curriculum'. The thita. position has a strong raitla 
.~, ' 

in tile cAild 'and advocates for a curriculua includin~ a wi4e 

variety of activities and relate4 su.j~cts froa tae' fie14s of 

knowledge sui ted to the felt neecis and interests of tlle learner'. 

The last position, while taking into account tae .alance 

.etween the fields of knowledge anQ tke needs and interests of 

the learners, stresses the need to reconstruct tae society .y 

including elements of the culture ill tae curriculua. Inspite of 

these varying opinions, the tendency, these days, is to give 

appropriate Dalance between knowledge, the learner, and tae 

society. As a result of this, the use of needs assessment 

has become an important procedure to assign appropriate .alance 

in the curriculum. 

2.2. The Ethiopian School Curriculum : A Brief Historical 

Development 

Though the exact date of the introduction of formal education 

to Ethiopia seems to be unknown, historians like Pankhurst (1955) 

confirm that the history of education in this country goes as 

far back as the 4th century A.D. (p.232). History tells us that 

it was i~ the 4th centUL~ that- Christianity was introduced to 

Ethiopia and theref ore, marked the f ounding of the EtlUopian 
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.... tller.t.r., .arke« tlae teUlliiIlC .t tll.e EtAi.:pi_ Ortll ... z 
ollur.1l wllioll, .. olear~ preseate« D,. Iliraa Allar. (ia tile 
EtAi.:Pi .. J.1IrIlal .t E4uoati •• , .. at .. ) read .... as tll •• ...,.r 
iuti tuti •• • t e«Ucat1e. atil tile iatrHUCti •• • t .... I'Il 
... ueati •• t. tile c.untX',T. III its Ai.teX',T, tile eJaur.ll "'ll.ati •• 
ilK :pl~'" a 'sipirieant r.le ia PrH.1lO~ ".irl.l sern.t. t.r tile 
.tate ' aaoAi.eX',T (JQces, p~eraer., •• riDes, ' ~r,asurer .... , 

-,' ,.,., ' 

ce.eral .'abhtrat.rs). ill pertetuatillC tile .altural Talaes .t 
tile EtAi.:pi.. s.ciet,. aD4 in pr.par.Lac ,..uac ae. t.r tao .erTi.es 
ot tlle ea1lroa as 'eac.ns an4 priests (~~sa.ae, 197;, ~:p.11-12). 

Aaotller aaj.r illsti tution vort.,. .t aelStieaillC as recari.s 
tae IlisteX',T et Etlliepian .auoatie. is .tae Mes ... e wlliell, ~e 
tae allur.a, llu a sirdlar lunetie. i. rwmiD& Keranio seaeels in 
Meslea areas .t tlle oeuntX',T. AeeertillC te tae tis.ussi •• aue 
witll Dr. ADeDe -u'e,. (1991, UlI.pq":) Islaaio o.aauaities ia 
EtAi.:pia - i. Ji_a, in O,den, ia tlle hv lan's .t :Eritrea .... 
eto. a:at lslaaio rulers like tlle lair er Harar au Dee. 
eacour&&'i1lC Keranic soaools aaterial~ &:a' tiD .... ial~. Ia api te 
et tllis, tlle i.rluence .r Koranic .aueati.a vas veX',T lew .. 
e.apar'" te tllat er tlae ehurell si.ee, Derere tlle intre.uetien .t 
tae Isla. religi •• in tlle 7tlt ce:atur,r, tile ellristian reUp. •• ' 
Ilu estaDUsll ... a stroag relati.aslli:p witll tile r'IllinC .lasses. 
Tllis, as Markalds (1974) Ilas wrote, ee.rin.a Keranio eauutie. 
t. Mosques an' "to De run b,. local Islaaic coaaittees tlle.selves 
wile receive' .e state assistanee .t RD;r kina" (:p:p.155-156). 

In tile litll centur,r, the Referaati.n .eve.eat in Europe 
result ... i. tlae 'DloDal expansion ot tile Jesuit aissi.uaries te 
apreat tile Oatllolie religion. Beve. (1976) wrete tllat tile 
Jesuits Ila' aa'e an atteapt to epen aellools of a Europe .. type 
ia Etlliepia 'urint; their aissiol1&X',T utivities ~.310). 
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However, ~e further noted that the efforts made since the 16tll 

ce~tury to open modern schools in EtAiopia faced a strong 

opposition from the clergy who feared that the attempt was made 

to convert tile country to Catholicisa. Hence, tile EtAiopiSR 
, ., 

traditional cllurch hadieen opposeato ~ external atteapt t • 

• pen aoiem scllools in the country and tAUS, education reaaia 

ia the aaia of Theology until tile ieginning of tile 20tll century. 

The aaia oijective of churcll eiucation (curricular oijectives) 

until the introduction of modern education was priaarily tAe 

training of loyal and spiritual personnel who could meet tile 

aan power requirements of the ChurCA and the noiility (MOE, 

1980, passia). Holy books like tile Biile and the Koran were tAe 

aain teacAing materials whose contents were purely Theological 

(iiid.). Recitation and memorization were the major methods of 

teaching in the Kuranic and churcll schools. 

The neeCl for modern education was greatly felt with "tile 

establishment of a central state autllority" (MOE, 1984, p.4), 

the developaent of foreign relations iecause of tile vi~tory 

gained ey the iattle of Adwa and the construction of the Addis­

Dji~outi rail road which accelarated the developaent of modern 

economic sector (Hess, 1970, p.59). Consequently, Emperor 

Menelik took tke lead and, for the first time, opened a modern 

school in Addis Ababa in 1908. Menelik the II school, named 

after the Emperor himself, has Deen tAe oldest modern scaool 

and, today it is one of the largest senior secondary scllools in 

Addis ADaba, Ayale'.', (in Ethiopian observer) reports that 
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"taree a.re s.ae.ls - .ne each in Harar, Dessie, ani ARke.er 
were .penel .y Meae11k atter a wailed (,.9). He.ee, ta. ep.DDiac 
.r Mene11k tae II scaeel ani the etaer su.sequeat enes aarkel a tura 
ia tae Aiste~ ef EtAiepian Rueatiea ul _rouckt a turtaer 
.,a.a.,.al ia tae expansie. or aod.era seaeels ia tae ceut~. Te 
tab ed, Teskeae reports tlaat n~ 1935 waen tae rascists straok, 
taere were 21 cevernaent seaools aD( a .euple er etaer aissiea 
spa •• ls wita • tetal enrellaent er 4200 stuieats- (,.40). 

Ia spite .r tae efr.rts ade _y Mene11k an. &is rellewers, 
tlae Italiu rascists iestro;yed ani aisusel alaest all tlae 
elucati.aal establishaents laid. .ewn luring the pre-war years. 
_ilkes (1'75) reports that the Italiaas further went t. tae 
exteat er n,urposel;y and. s;ysteaatical17 aassacria& tae rew 
pre-war eluoatel youngesters (p'. 3&). N evertlaeless, as repertel 
_y Dr. A_e.e, taey start .. their ewn priaar;y scaoels (u, te lita 
&rd.) ia Kerea, ASllara, Uwugri, :BaAirDar, Tigra;r ani etllers. 
Later, as fascisia greatl;r expand.el, etueation .ecaae ver,- auell 
restrictel ( .. l.;y up to 4ta ~raAe) 8llt was given en17 in Italiaa 
laagu~es. Iatact, the purpose was te train clerks, ~ists, 
ul interpreters. Betwelel Asfalaa, tile Italian elucatel, was eae 
er tae knewa Italian interpreters turi~ tae tiae. HeDee, wilea 
tae ceuatr,- li.rated. itself fre. tae Italians, elucatieD aal 
t. start rrea aere. 

Iaaeliate17 after tae libratien 1941, reconstructiea 
_ecan wita tae aain emphasis to create an educatienal systea taat 
e.1ll.1 SllPP17 saall corpse of clerical, technical, ant ataiBistrative 
pers.nne! te run tile government aecAiner,- (Lipsky, 1962, ,.90). 
In 1942, tae MOE was re-establishel and •• arts ef elucatiea were 
set up te racilitate the re-expansie. ef educatie.. iy teeree 
N •• 3 ef 1944, the aissionaries were efficiall;y invitet te 

. / 

participate ia tae reconstruction of etucation. Sinee tllea, 
a reaarka.le increase in tke num~er ef schools was aate. 
Tesll.ae reperts that .;y the end of tlle teca4e ia 1950, tllere 
were 540 sclloels of all types (PoSO). Duri~ the follewine 
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and higher education was developed. According to tile new 

structure, there were two routes to higher education. One is the 

general poly technical education wAich lasts for 10 years ( grade 

1-10) and in which academic subjects and vocational subjects 

were given to prepare the learners for labour (at tbe end of the 

lOth grade) and the second is higller education (after 10 plus 2 

years of academic and vocational preparation). The new structure 

emphasized that the students should take apprentice training in 

the elementary school and practical training on the job (working 

in the factories and industries) during the rest of the years up 

to lOth grade. 

The other route to higher education was designed for 

adults who have already acquired jobs. Accordingly, those who 

have completed primary education would continue their studies to 

higher education throush the continuing education programme. 

Special education (for the handicapped) follows the same line as 

that of the first route (see Appendix H). 

Since the developcent of t he new structure of education in 

1978, the Curriculum Development and Research Institute (CDRI) of 

the NOE, through the curriculum panel~ established for the 

respective subject areas, was vested with the task of preparing 

curriculum guides (syllabuses) and teaching materials - both for 

the poly technical schools (grade 1-8 experimental schools) and 

for the regular senior secondary scAools. The curriculum panel~i' 

theref ore, had to ~evise the previous comprehensive secondary 

school curriculum guides on the one hand and prepare ne'l'T 
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curriculum guides for the experimental schools on the other. In 

particular, curricular objectives, contents and prescri~ed teaching 

aids were prepared for the academic sU@jects given in tne senior 

secondar,y scaools currently. 

The curricular objectives of the secondar,y school subjects 

(acadeaic) were listed in the s,yllabuses of the respec t ive 

subject areas in accordance with Bloom's taxonomy of educational 

objectives (1956), that is, consideration was made for the 

cognitive, affect ive, and the psychomotor domains. However, the 

phrasing of the intended learning nut comes relating to the three 

domaines seems to be deficient in some of the syllabuses. A few 

examples which could justify this line of argument are given below. 

According to the mathematics syllabus (grade 1-12) (1981, pp 

pp.36-43) some of the curricular objectives were stated as: to 

have knowledge and underst anding of mathematical facts and concepts, 

to attack and solve problems, and to have an attitude of self 

confidence. These three objectives are stated in relation to the 

cognitive, psychomotor, and affective domaines. However, they 

are phrased improperly since they do not indicate the one who is 

to understand, attack problems or develop an attitude of self 

confidence in such a way that the intended learning out comes could 

be clearly understood. Hence, they ought to have been stated as 

"the students \,ould understand facts and concepts, would attack 

and solve problems and develop confidence in solving pr oblems by 

manipulating Mathematical symbols and formulas. 
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Another Syllabus worthy of mentioning as an example of a 

curriculum guide with deficiently stated objectives is the social 

science syllabus (1980). Objectives such as enable the students 

acquire skills in measuring distances on maps, impart to students 

knowledge on the Iva:yS of life of man, and enable students 

develop an appr eciation of the need for mutual interdependence 

of peoples of the world (pp.13-15) are found to be impr operly 

pRRased since they indicate the activities of the teacher rather 

than the learning outcomes to be demonstrated by the learners. 

Thus, the object ives should have been stated as "tRe students 

would measured distances on maps, know the ways of life of man, 

and appreciate the interdependence of people of the wor ld. 

When objectives are stated in such a clear manner teachers 

would f ind it easy t o prepare specific instructional objectives 

and select relevant contents and activities to faci l itate 

curr iculum implementation. 

~here were s ome curriculum guides I'lhich properly included 

the three domaines and I'Ihich I'lere also properly phrased . The 

sci ence curr i culum ~lri de s deserve a good example. For 

example , in the cur~i culum suides f or chemistry s r ades 9 ,10 ,11, 

and gr ade 12 (l984 ,1986 , and 1989 respect i vel y) , coherent and 

clear objec t ives , .. ere stat ed . ?or inst8nce the obj ect i ves in 

t he curri c-dlum ;::u.ide :Lor :;rade '3 chemi stry ,lere s t ated as "at 

the end , the students I'lOuld be abl e to explain the ro l e of 

chemistry in production (c o;.:ni tive) , calculate densities from 

a ~iven data (psychomotor ) , and shall be able to discuss that 

Che:_1ical kno':lled~e can be used fo r the bene .':' i t and for -:;he 
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harm of man kind" (affective) (pp.2-4). Simi:har object ives "1ere 

stated for physics grade 9-12 (see curriculum guides, 1985, 

1986, 1989 and 1990, pp.1-5 respectively). 

Concomitant ,'lith the objectives and the learning outcomes 

developed in the curriculum guides, "text books have been prepared 

for each grade level. Infact, an outline of contents for each grade 

level and the necessary practical activities have been indicated 

in the curriculum guides (see curriculum guides for physics grade 

9, pp.iii-iv, grade 10, pp.6-10, grade 11, pp.1-4, and grade 12, 

pp.2-6). The same has been done for all other academic subjects. 

Nevertheless, there are no teachers' guides for subjects like 

geography, the sciences, and history. Languages and mathematics 

have teachers' guides . In the case of suojects \,hich do not have 

teachers suides, the res:,:", ecti ve pannel heads have indicated that · 

teachers are required t o str ictly folloH the curriculum guides to 

structure and present the contents in the students ' texts during 

instruction. Similar obli~ations are stated in the curriculum 

guides as well. For example, in the grade 9 physics curriculum 

it is stated that "teachers are strongly advised to constantly 

refer to the curriculum guide as it is the central document for 

all other activities and materials of inst~~ction·(p.8). 

In the absence of the teachers' guide for subjects like the 

above, it appears that, there is a great need for teachers' 

decisions regarding what to teach and how to put in order "That they 

teach, determine the teaching aids and prepare them for use during 

instruction, and i dent ify t he methods and techniques to be employed 
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during the implementation of curriculum. In other words, it 

means that teachers need to make some sort of selecting, some sort 

of organizing , and some sort of presenting the curriculum contents 

in accordance witb. the existing resources, indindual peculiarities 

of the learners and the exigencies of the on going instructional 

process-. Selection, because it is imposs:i.,ble to teacll all that is 

included in the curriculum; organizing, because it may be impossible 

to teach all o~, wAat llas laeen-- salecteli at once - teachers are 

forced to put somet hing bef ore or after something else; 

presentation, because it is impossi.le to teach without communicat­

ion or trying to communicate something to the learners. 

2.3. Curriculum I mplementation 

A plan for an educational programm - , t hat is, curriculum is 

prepared for some int ended purpose. The primary purpose of a 

curriculum is its being used by formal schools with the view to 

bring about a behavioural change in the learners so that the 

objectives of educat ion in general and the aims of schooling in 

particular could be met. To do t his, the curriculum must be 

implemented. 

By curriculum impl ementation is meant the actual execution 

of the curriculum plan through the instruct ion process in schools. 

"It is the launching of an educational progr amme in all schools 

or in selected schools" ( Curr iculum Department, 1981, p.llO) . 

Curriculum implementation and instruction are inseparable. One 

can not go wi thout the other . It is because of t his that Saylor 

and hi s associates e:C!Jlici tly defi ne instructi on as "the 

implementation of the cur!'iculum plan" (p.257). 
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If a Curriculum plan is to be used, it must be capable of 

being executed t hrough the instrudtion process in scAools. If 

not, as Saylor and his associates have noted, "is of no value" 

(p.26~). Thus instruct ion in schools is the kernel of curriculua 

implementation. On the otherhand, instruction in schools can not 

be conceived in the absence of the teacher. The teacher is the 

director of instruction. He is the one l.,ho translates the 

intentions framed in the curriculum into action through a 

multitude of act ivities occuring both inside and outside the 

classroom. In his curriculum and instruct ion model, Johnson 

(1981) has clearly stated that "it is teachers who make the 

final choice of learning act ivities and i nst rumental contents 

in terms of the charact erist ics of the students, the availability 

of r e sources and the exigencies of the ongoing instructional 

process (p.14). But , it s eems worthy to note t hat, whatever 

deci sions and choice s that teacher s make t o f aci litate 

inst ruction is always s overned by the intended learnin8 outcomes 

stipulated by the curr iculum and incorporated into the course 

and the units. Neverthel ess , one could easily observe that the 

role of teacher s is ve~J i~?ortant in any teaching strategy to 

i mplement the curri culum plan. 

2. 3.1. Teacher's KnovTledp;e of the Sub.ject Hatter and 

Curriculum I~Dlementation 

One of the major quali ties that a teacher needs to possess 

to implement the curr iculum plan effectively is a sound knowledge 

of the subject he teaches. A sound knowledge of a subj ect one 



. ~ .. " ~ . .............. ~. , . ... . . 

- 41 -

is concerned with, according to Tucker and Drucker (1988) 

entails a conceptual mastery of the subject, strong analytical 

skills involved, the ability to communicate well, and all other 

things educators put in the category of higher order thinking 

ability (1'1'.44-46). Tucker and his colleague proceed to the 

extent of saying that until teacllers can demonstrate a higa 

standards for professional competence, they will neither be paid 

as professionals nor given professional aUtonomy. Tae two 

educators seem to emphasize the fact that a teacher must know the 

facts, concept s , basic ideas, add gener alizations underlying his 

subject and at the same time be in a position to identify the 

relationships between the concepts, easic ideas and generalizations 

between his subject and that of others so as to recognize the 

organizat ional principles invol ved. A simple example could be 

taken to demonstrate what Tucker and Drucker are after. For 

i ns t ance, a mathematics teacher presenting the set of Real 

numbers as a universal set during a gi ven lesson must know the 

concepts" uni versl" and "set" separately and their meaning when 

combined, t hat i s , "universal s et: 0" Fur t her mere, he should 

know t he various components of sets of real numbers that is, t he 

set of counting numbers , the set of \"hole numbers, the set of 

integers, t he set of rational numbers, and t he set of i rrational 

numbers. Not only these conponents of numbers are wor t h kno"ling 

but t he or der in "hich they should occur \{hen list ed on the 

number line equally natters Hhether or not they can consti tute the 

components of the set of real numbers . The set of real numbers 
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is considered as a universal set simply because the other sets of 

numbers are the proper subsets of it or all are included in it. 

Hence, a strong analytical thinking demands of the teacher to 

identify the parts and combine the oomponent parts to form a 

~Thole. He must also lite in a position to instruct or teach others, 

that is, help students so that, they too, can combine facts to 

form concepts and combine concepts to form basic ideas and 

generalizations. Such is a , rofessionally competent teacher who, 

in other words, is knowledgeable in his subject and trained in 

the methods and techniques of teaching his subject. 

King and Brownell state that the teacher must be qualified 

·ia the special knowledge ( subject area) and art of furt hering 

the encounter of the neophyte (methods and techniques) ( "p.156-l6 l ; ). 

They further note that the teacher must be at home in the 

intellectual '·lOrld. That means, he must be a reader, a playgoer, 

artist and listener so that he can have a mature perspective and 

his study will be broad enoush to support him as he participates 

in the life of the school. Hence, King and Brownell seem to 

endorse the statement that a "Tell prepared teacher (who is 

certified and competent in his subject and in methods and 

techni Ques of teaching it) emerging from a 1-Tell devised programme 

of education courses and eXIleriences, and who al"TayS acquaintes 

himself wi th ne"l knowleds e through reading , looks with under­

standing eyes upon the learners and his task. In other words, 

such a teacher is distnictive in attitude, in competence, in 

breadth of vision, and in his assessment of the potenti alities 

of learning for the individuals he teaches. 
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Counts stressed that a good teacher must know his subject 

matter, he should indeed be a scholar who has command of the 

knowledge of his speciality (p.508). So that be can concisely 

state the objectives of his course and realize them s,ystematically 

by giving assignments on significant issues appealing to the 

learners. 

Early studies carried out by Shuster (1955, pp.258-262) 

evidenced that teachers with less professional preparation 

(academic & pedagogical) had more initial problems of adjustment 

to classroom teaching than beginning teachers who met state 

certification requirements; and that those teachers with the most 

professional preparation tended to remain in the profession; while 

those with few or no professional training tended to drop out of 

the profession. Hence, teacher's profound knol'11edge of the 

subject he teaches, that is, his academic competence and his 

mastery of the methods, techniques and principles (a result of 

adequate training) underlying his subject, among other things, 

makes him like his profession, and therefore, promotes his 

retention in teaching. 

In congruence \<1i th Shuster I s study, ikCormick (1979), on the 

basis of empirical investigations regarding the difference 

behleen effective schools and less effect ive ones, conitluded that 

other than the teachers use of practices consistent with 

principles of learning and their aiiareness of the particular 

characteristics of the group of students being t aught, teachers 
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understanding of the structure and substance of the contents 

being taught were found to be significant (59-62). Understanding 

of the substance and the structure of the contents being taught 

is nothing m9re than the result of a profound knowledge of the 

teacher in the subject he teaches. Further, it appears that, 

adequate mastery of the techniques and principles of the subject 

one teacaers is not an end by itself but it must also entail a 

solid knowledge of the subject being taught. 

Eventually, knov/ledge of a subject matter enables the 

teacher to be more specific in what he teaches, promotes 

precision in accuratelly judGing the t ime needed to attain his 

objective, helps the teacher in structurinG his lesson into 

manageable and lObical sequence, and enables him to ant icipate 

problems and events \'/hich require , speci al attention. Further 

more, a profound knO'.o/ledge of his subject makes the teacher to 

relate, with confidence I school learning \"li t h life by 

capitalizing on, and selecting from contemporary s~ienti fic 

knowledge. 

2 .. 3.2. Instruct ional Flanning and Curriculum ImTl lementation 

A curriculum plan may specify and suggest objectives, 

instructional contents, s t udent activities, and materials to be 

used. However this is not an end by itself. It is simply a 

blue print which is very far from the actual implementat ion, but 

very close to curriculum planners. It is just like a blue print 

for a building \'ihere the s1<ill of a craftsman is very important 

to ~ealize t he blue print into a real building . By the same 
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tolken, the te~cher is a craftsman wRose skill is measured by 

the correspondence between the blue print (curriculum) and the 

building (iaplementation). As a craftsman begins the 

construction of a building by transforming the blue print of the 

building froa paper to the ground basement, the teacher also 

starts iaplementing the curriculua first by planning iistruction. 

Planning for instruction is a guide for action. It is the 

entire teaching process in projection - the goals sought, what 

will pro_ably _e done to reach them, what is needed to take the 

proposed steps, and why it is important to actually take action. 

It is a continious process which occures before, during , and 

after the learning situation in the classroom. In support of 

this argument Johnson clearly states that "individual teachers 

continue the process of instructional planning upto and through­

out the execution stage"(p.14). Hence, instructional planning 

provides teachers with the opportunity to think carefully about 

how best to help the learners achieve educational goals. 

The use of planning is one of the principles of modern 

teaching to _e carefully considered by all teachers so that they 

could secure systematic act of teaching in the classroom. If 

otherNise, teachers' sporadic actions in the classroom would be 

fruitless s ince proper teaching and learning can not occur in 

unplanned and h~phazard act ivities. Planning is a fundamental 

basis for making instruct ional decisions pert inent to the 

contents to be t ausht and important ideas to be emphasized; the 

methods and techniques t o be employed and the outcomes of 

learnins to be assessed. i'lle s:U:Cl in making such instruct ional 
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decisions through planning marks the qualities of a good teacher. 

In this connect ion, Robert and ~. &. (1983) note that "tile 

abili ty to plan or t o cake decisions t hat ',!ill shape the course of 

instruct ion is central to .the fulfillment of the professional 

role of the teacher (p.108). The instructional plan, then, 

carefully thou3ht through in advance but flexibly used, is a 

basic tool for teachers. I t provides a guide for action in 

working with pupils in the classroom. 

There are three types of plans that are generally f ound most 

usef ul ey teachers . These are the yearly plan, the unit plan 

and the dai ly lesson plan. 'i'i1e yearly plan is primarily a 

schedule of many uni t plans in vlhich the maj or areas of s t udy 

ar.e indicated. It is a br ief outline which indicates major goals 

and achedules of the units t o provide a balanced and complete 

pro ::;ramme so that events '.,hich require s·oeci al materials or 

arrangements could be antici pated in advance. Such a scheduale 

can be of a consi derabl e hel p in pacing t be teacher so that he 

ends the school y ear havinG taught all of the material he 

expected to cover. ~he unit plan , on the other hand, incorpor ates 

a series of dai ly lessons unified under a topic or theme, so 

that the fragmentat ion of learning which co:nmonly occures 11hen 

each d8Y's lesson i s treated separately coul d be avoided. It 

helps the teacher as a resource which enabl es to determine daily 

act ivi t ies in the classroom. 

The third tyye of plannin~ is the dai l y lesson. I t is a 

plan Hhich, in major part, makes the teacher seriousely consider 

what to do with the students in the classroom, enablins him 

durin;; this t i me to do s omethin::; new wi t h tee su':J ject. 
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The daily lesson is a very important plan in that it helps the 

teacher to carefully prepare a head of time what ae is going to 

teach and how he is going to teaca it during the given time 

period. This preparation serves as a guide and reference for 

tae teacher, reminding him what to do, how to do it and for how 

long. 

In planning instruction, next to the identification of a 

topic or a theme to be presented to the classroom, a teacher has to 

state instructional objectives clearly. lTominent educators are f 
of the view that instructional objectives guide direction to 

learning activities (Dewey, 1959, .p.119; Farrant, 1981, p.177; 

Ngongwikuo, 1990, p .40). Regardless of the subject being taught, 

there is a need to decide precisely what it is the students 

should be able to do as a consequence of their exposureto~: the 

instruction. Statement about what they should be able to do, 

or learning objectives help teachers to plan learning activities 

thatWill result in students having the desired knowledge, skills, 

and attitudes at the end of the period of instruction. 

The extent to vThi ch the teacher structures the broad 

curricular goals more specifically to instruct ional objectives 

marks the implementation aspect of the curriculum. It is here 

that an aspect of the correspondance between the blue print (the 

curr i culum plan) and instruct ion (implementation), ~ould be 

shown through the skillfull planning of the teacher. But, as 

Taba (pp .l95-l97 ) has correctly pointed out, the degree to which 

curr icular goals are lucid determines the st atement .of 

instruct ional object ives by t he teacher. 
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If the statement of curricular goals are very general, they 

lack clarity of meaning and m~ mean different things to different 

teachers. Also, they do not help in guiding direction to reaCA 

the ends in view or anticipated objectives. To the contrary, it 

the curricular goals are clear (having a certain level ot 

generali ~ they are useful in providing a sound direction for the 

selection or designing of instructional content and procedures, for 

evaluating or assessing the success of instruction, and for 

organizing the students' own efforts and activities for the 

accomplishment of the important instructional intents. To this 

end, Mager (1984) states that "if you know where you are going, 

you have a better chance of going there"(pp.1-6). 

It seems evident that , curricular goals and instruct ional 

object ives must be stated clearly and, as Gronlund (1970, pp.l-4) 

has noted, framed in terms of the desired changes in the behaviour 

of the learner and not interms of the activities of the teacher. 

They should be realist ic, that is to s~, they must be achieveable 

in the course of instruct ion. One has to consider the materials 

and facilities available for the attainment of the objectives in 

schools. Otherwise, one m~ remain only at the level of ambition 

and end up with frustration. Objectives must alw~s include the 
behaViour deHred and the drea Of lite or c.ontent tof\ which thlJ 
behaviour 1& to be applied. For example, the objective "to 

write a well organized reports of social studies project," 

includes both an indication of the type of behaviour namely wi'i ting 

clearly and well organized reports and also indicates the area of 

life (content), that is, social science pro ject wita which the 

reports are to deal''i'yler, Pp.Lt6-47). 
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Another matter of crucial importance to be considere~ by a 

teacher in implementing the curriculum is to plan for proper c ' :. ~l C 

structure of the content of the subject matter. He _as to 

organize the contents in such a way tbat "they are continious-mean­

ing the vertical reiteration or repeatition of the concepts, 

ideas, and skills from one lesson to the other or fro. one unit 

to the other (Tayler, pp.8l-85). fhis means that over time, the 

same kinds of skills ~ ideas and concepts will be Drought into 

continuing operation. 

For example, if the objective in maBhematics course is to 

develop a meaningful concept of logarithm, it is important that 

this concept be dealt with again and again in various parts of 

the algebra course. Continuity is thus see" to be a major 

factor in effective vertical organi zation. Corrollary to 

continuity, sequence is another aspect of vertical organization. 

It is possible that oajor aspects of the contents, that is, 

concepts, skills, and ideas may recurr (appear again and again) 

but merely, at the same level so that there is no progressive 

development of understanding, skills, or attitudes. Sequence 

as a criterion emphasizes the importance of having each 

successive experience built upon the preceding one but to go 

more broadly and deeply into the matters involved. For 

example, sequence in t he development of logarithmic concepts 

should entail the provision of more compl ex pro~lems in logar~hm 

to be calculated and s olved. Thus, sequence emphasizes not 

duplication, but higher levels of treatment vath each succes sive 

learning exper ience. 



• 

- 50 -

Another important factor that a teacher has to give due 

consideration in planning instruction is keeping the integration 

of contents. This refers to the llorizontal mlationslrip of 

cencepts, iieas, skills, and activities so that tlley coulci enaltle 

the learners increasingly to get a unified view and to unify his 

behaviour in relation to the concepts and skills dealt with. For 

example, in developing skills in handling logarithmic problems in 

algebra, it is also important to consider the ways in which these 

skills can be effectively utilized in physics, chemistry, 

Biology, social sciences, in the daily life of the learner in 

shops, in agricul tuIre and the like. In such a case, beha-,-iours 

are not developed only in i solated course or courses but are 

increasingly part of t he total capacities of the learner, to be 

used in varied situations of his daily life. This promotes 

uni ty in the learners I understanding and outlooks. This is what 

Bruner has termed as learning a struct ure (1966, pp.7-8). 

As quoted by King and Brownell, Bruner hypothesizes that 

learning structures 

• is learning hovi things are related. 
• makes a subject more comprehensible. 
• slows foretting . 
• permits reconstruction of detail through patterns. 
• is the main read to transfer of training. 
• narrows the gap between advanced and elementary 

knowledge . 
• leads to intellectual excitement. 
• supplies basis f or and enhances intuitive thinking. 
• is t he bridge to simplicity (pp. 90- 9l). 

Hence Bruner, as it is f urther noted, makes a compelling 

assertion that teaching that emphasises the structure of a 

subject is probably even more valuable for the les s able student 

than f or t he gifted one. 
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Phenix (1960) (pp.306-308) seems to expand Bruners 

assertions when he argues by stating that one of the secretes of 

good teaclring is the practice of clearly charting away through 

the subject of instructions, so that the students know how each 

topic as it comes along fits into the whole scheme of t he course 

and of the discipline to which it Delongs. They understand where 

they are in relation to what has gone before and to what is to 

be studied subsequently. The effect of such teaching, as any one 

could imagine, is a growing appreciation of the inner logic of the 

subject, resulting at length in a grasp of its ppirit and method 

which will be proof against the erosions of detailed forgetting. 

Therefore, to help the learners grasp the structure of subjects 

and subject matters the teacher is responsible to organize the 

contents properly. In spite of this fact, the ways in l,hich 

the outlines of the contents of subjects are framed in t he 

curriculum by curr iculum planners determines the extent to which 

the teacher can structure them. Even then, as a professional 

person, the teacher can not and should not remain a spectator. 

He has to show an endeavour for structuring the contents and 

the learning experiences by designing and providing appropriate 

teaching and learning act ivities. 

2.3.3. Hedia and Curriculum Implementation 

In communication literature, quite a lot of instructional 

media are mentioned and their values explained. From the most 

primi t ive type of oral communication to the present fechnological 

era, a wide range of media have been designed and developed. 
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These include audio media like phonograph records (discrecording), 

audio tapes, audio cards, audio play backs, etc., visual media 

like print, models, maps, charts, cartoons, ~tc., and audio­

visual media such as the television and videos. 

Perhaps, the greatest development and diversificat ion in 

media arises from the current rapid expansion of knowledge in 

many areas. As Brown and his associates (1964, pp.2-7) have 

clearly ellaborated, man is t oday discoverine , classifying and 

recording new information at a phenomenal rate. Application of 

this new knowledge in medicine and chemistry, in space travel 

and atomic power, and in a dozen areas of technology are in 

evidence all arround us. As new knowledge is disc:o~ered and 

applied, new tools are developed; these in turn facilit ate the 

discovery of still newer kno'trledge in a seemingly endless cycle. 

No one can even faintly imaginean end t o such disvovery, so, 

a problem of rpimary importance to teachers is keeping current 

vii th respect to nel'[ lmOl'lledge. In the process of doing t his, 

they come to depend, more and more upon the use, produc t ion, and 

adopt ion of instructional media. 

Another great challenge that exerts a similarly strong 

influence on the general patter n of instruct ional activities is 

the recent development of educational technology. This' includes 

the expanding resources of instructional television, forms of 

transparency projection es? ecially suited to large group 

presentations, language lagoratories, proSra~ed instructional 

device s and materials, and the like. ComnentinG on this trend, 

Finn (1962) has convincins ly aaid; 
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a new ~Iorld -- seems to be forming wi thin 
the educational society. This IVorld is technological 
in nature. Men are seeking to solve some of the 
problems of education by technological means. 
Technoloe;y is not l'lhat many technilitally illiterate 
seem to think, a collection of gadegets, of hardware, 
of instrumentat ion. It is, instead, best described 
as a w8\! of thinking about certaine classes of 
problems and their solutions (p. 29). 

A close examination of the above statements of Finn informs 

us at least two important things. One is the need to appraise 

the wide range developments and innovations in instructional 

technology since these developments help the teacher in over­

coming instructional problems arising in schools. A typical 

example could be the problems of teaching large classes in our 

schools; and these problems could , at least partially, be solved 

with t he use of transparency proj ections. The other t hing is the 

presence of a critique on t hose communication theorists who view 

instructional media like the television as handicapps to the 

creative abilities of the learners (acceptinG , what is presented on 

the television as it is). For example, Jerry Nander (1977), in 

his book Four arguments fo r the elimination of television, 

strongly warns communication planners by stressing that television 

is not reformable and that ~roblems pertaining to television are 

inherent in the technology itself. Contrary to Mander's 

argument , Mcluhan (1964) expands the view that unlike ot her media, 

televi sion is the most important media in dramatizing any material 

with many auditory and visual features (p. 34). He further notes 

that television eng~es everyone , and to benefit more from suCh 

engagement, it is important thqt one bas to be with it. 
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As a compromise bet\1een the different positions held by 

Mander and Mcluhan, \.fi lbur Schramm (1977) advances the view that 

early studies regarding the instructional value of one 

instructional media over another , .. ere made almost invariably 

without the aid either of satisfacto;y exper imental design or of 

significant tests and more recent evidence has cast doubt upon 

them. No doubt, the pres ence of such varied opinions among 

communication theorists regarding the i nstructional value of one 

technological media over another has an immense help in promoting 

educational research. Nevertheless, it is worth noting that 

every technoloGical media has its Ol-ffi importance depending upon 

the purpose for vfhich it is used and dependinG upon the conditions 

under l,hich it is used. Forl RXample, in a country like ours, 

where the educational infrastructure (schools, school equipment, 

facilities &~d sUPDlies , and etc.) is meagre and , as Amare (1988 ) 

has noted, does no t cope up ,lith the increasing student populat i on 

(pp.1-2) , technol osical media l ike the radi o , television, and 

transpa~ency project ions could play a par~tiount role in either 

supplementing or enrichins inst~.c tion in the classroom , and 

hence, faci litate curriculum in? lementation. Hence, it may be 

safely stated t~at no media has an inherent "Teakness or could 

serve all purposes under all situations . Further, it is not the 

technology that has t o be considered only, but the way the 

technology is used and the purpose for which it is applied should 

equally be given important consideration. 
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2.3.4. The WQy of Using Instructional Media 

As Robert and associates (1985) have clearly explained, 

instructional media not only provide the necessary concrete 

experience but also help students integrate prior experience. An 

indepth look into these assertions could show a variety of ways and 

pufposes that instructional media could serve to facilitate 

teaching and learning. 

Among the media used in instruction are the audio media. 

Like all media, audio media can be used in all phases of 

instruction from introduct ion of a topic to evaluation of the 

outcomes of instruction. As clearly discussed by Robert (pp.l46-

166), Brown (pp.163-210), 3ro\m (1985, pp.passim) and a host of 

other educators and communication theorists, the most rapidly 

growing general use of audio media today is in the area of 

self-paced instruc t ion and mastery learning. The slow student 

can go back and repeat segments of instruct ion as often as 

necessary. The accelerated s t udent can skip a head or increase 

the pace of his or her instruction. Audio tapes can easily be 

prepared by teachers for specific instructional purposes. For 

example, in Chemistry, audio t apes can describe the steps in 

setting laboratory eA~erimentation. Recordings of class 

presentations by the teacher can be used for student makeup and 

review. In Languages, students can practice spelling, vocabulary 

"lOrds recorded by the teacher on tape, multiplication tables, 

taking dictation or typinG from a prerecorded tape, or 

pronunciation of a foreign lane;uage vocabulary. 
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A skillful teacher can use tape recorders to record 

information gleaned from a field trip. Upon r'eturn to the 

classroom, the teacher can play back the tape for discussion and 

review. Audio media also help in the recording of interviews 

wi th living witnesses of the recent or more distant past, thus 

making history to come alive. Audio materials can further be 

used for the evaluation of student attainment of lesson objectives. 

For example, oral questions may be prerecorded by the teacher a 

head of time and at the 'end of the lesson presentation, students .. 
can be made to listen and respond to the questions. This helps in 

promoting variety of lesson presentations. It could also help 

as a motivation technique. 

Another media having a paramount importance in instruction 

are the visual materials •. Under these cate~ory fall charts, 

cartoons, globs, t ables (mathematical tables , periodic tables), 
• 

and as i:lilbur Schram (p.176) has urged us, textbooks, work books, 

films, television programmes, simulation games or something alse 

which could supplement and or enrich the teachers teaching and 

the students learni~ . These medi a play a great role as either a 

supplementary media (those cirectly related t o the curriculum) 

or as a media used for enrichment (those carrying major part of 

the responsibi li ty of the teacher) in cont ribut ing new insights, 

new e:~erience, variety or enjoyment. Obviously, there is no 

hard and fast line where supplement becomes enrichment or vice 

versa. But these tHO uses of Qedia have been the most readily 

accepted by the te acher and most often experienced by the learners. 
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In addition to the above mentioned ones, reference books, 

periodicals, pamphlets, \'lallsheets (pict ures, charts, diagram and 

posters), speciments, and models are worthy to mention. But, at 

this juncture, the importance of these visual aids still has to be 

defended for there are teachers ~lho find the trou.le and t ime 

taken to make them sufficient reasons for not using them. But, 

Farrant (p.296-297) advances the view that many experiments have been 

used to determine the effect iveness of lectUI~ng as compared with 

teaching that involves visual presentations, and he further notes 

that, in every case, the use of visual aids has proved to be 

superior with respect to the amount the pupils remember, the depth 

of understanding , t hat results, and the enjoyment experienced. 

The uses of audio-visual materials in teaching has another 

instruct ional value. Very often, they could be used as techniques 

for easinG communication be~leen the teacher and the students. 

For example, in inforoation lessons the teacher may use t he 

lecture method. In this case, the flow of information would 

necessarily be one way (Davis, 1981). In such a case, effective 

communication may not occurr between the teacher (the source of 

the i nformation) and t he students (the audience) since only the 

teacher is active and the stucents passive. But, if the lecture 

is aided by visual oaterials like charts, maps , diagrams and the 

like, students may be encouraged to participate and f ace-to-face 

interac t ion could be facilitated. As noted by Height (1968 ) such 

interaction results in effect ive communication involving both 

partie s since the teacher is able to listen to the students point 

of vie".f and is in a position to correct any misunderstanding. 
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Questions could be asked by either party and detailed explanations 

could be given to clarify technical points or areas of difficulty. 

Eventually, the use of audio-visual aids in instruction is 

one of the important principles of moaern teaching. Hence, 

instructional media can be used in a wide variety of teaclring­

learning situations depending upon the purpose they serve and the 

conditions they fit. They assist teachers as a technique for 

varying their approaches in teaching. They also help students in 

developing further insi ghts in the material, topic, or a problem 

under study. However,it must be understood that everything 

depends upon the media the teacher has selected to aid his 

teaching and how he uses that media. 

2.3.5. Methods and Techni gues of Teaching 

As defined by Gage (1976) , teaching oethods are recurrent 

instructional processes applicable to various subject matters and 

usable by more than one teacher (p.5). They are recurrent in 

that activities are r epeated t ime and again over intervals 

measured in minutes. f·lethods of teaching are the different 

approaches the teacher uses and as Azeb (1984, pp .19-20) has 

curreotely ellaborated, patterns of acts that serve to attain 

certain outcomes and guard again;t cert3in others and tactics 

used by the teacher t o control instructional set t ing (physical 

and social ) and to present t he learning task, induce trial 

response's (follow up act ivities in the fo rm of exercises or 

problems), correction of trial responses and evaluation of the 

outcomes of instruct ion. They are the media of execut ing t~e 

pl anned learning experi ences and j udging the outcomes of t eaching 
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The methods of teaching range from the traditional lecture 

to the present innovative ones like computer assisted inst~ction, 

the project study method, laboratory demonstrat ion, simulation 

method, t~e role play method, and the discussion method. In 

spite of the presence of these varied methods of teaching, the 

choice and use of one or more of tAea by the teacaer depends on 

certain variables. The objectives of the lesson, the contents 

(the subject), the particular knowledge, skill or attitude to be 

developed, the size and nature of the group to De taught (students) 

and the skill and ability of the teacher in selecting and using 

the method are worthy to mention. It goes without saying , 

therefore, that the choice and use of any method of teaching must 

be based on taking the above variables into consideration. For 

example, when the aim is the passing on of information in large 

amounts to large number of s~tdents, lecture may be used. On t he 

otherhand, when the purpose is t o show a skill or how something 

is done, demonstration m~ be used. Further, when the aim is to 

make students part icipate to solve problems and explore issues 

together, discussion may be used . Still further, as clearly 

indicated by Jone (1968, p.457) independent study method could be 

used when the purpose is to enable the student learn as a re sult 

of his own effort. 

It seems evident that t here is no one best method of 

teaching that serves all purposes in all situations. Thus, a 

skillfull teacher, as noted by Farrant (p.170) structures his 

teaching by using a teaching method that is built on a foundation 

of knowledge already possessed by his pupils, that encourages 
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children to learn by doing and that ensures the attainment of the 

outcomes of teaching and learning more effectively. In addition, , . 

it is worth noting that all methods of teaching have their own 

merits and demerits. For example, the lecture method is helpful 

to present intGrmation gathered from various sources to lar,e 

numDer of students. Nevertheless, it promotes passivity among the 

learners and also encourages one way flow of information. However, 

the use of appropriate instructional techni ques can help to 

evercome the weaknesses of the lecture method. 

AzeD (1984) has devoted the theme of her scholarly work 

regarding the improved application of the various methods of 

teaching with the use of appropriate instruct ional techni ques 

so that the strong aides of the methods of teaching could be 

capitalized on. For example, She critically notes (pp.68-69) 

that short lectures must be followed by problems or questions for 

discussion, clear presentation of the objectives and contents of 

the lecture to direct the attention of students, the use of 

various approaches like illustrative stories , audio-visual 

materials, the use of an outline of the lec t ure on the chalk 

board, pausing before important names or statements, raising the 

voice and speaking more deliberately to give emphasis , and etc. 

TJaus well organized material VIi th good introduction, sympathetic 

and dynamic delivery of the lecture by the teacher, making 

proper adjustments according to the reaction of students, the 

use of appropriate eye contact vii th the class and the like, are 

important techni ~ues for t he improved application of the lecture 

met hod. As remarked by Perrot (1985) thi s helps to vary t he 
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stimulus through focusing behaviour for gestural expressions and 

shifting movements from one corner to the other to intentionally 

focus the attention of the learners to tae material being 

presented (pp.28-29). In such a case the instructional setting 

would be stimulating and attractive. Further, the teaching act 

would be me8.Dil\gtul~ __ CoBlllleRting on tus, \'lallin and et. ale (1986) 

argue that "the thing that makes teaching meaningful and worth­

while is watching students learn and working with their wonder 

(p.421). Thus, the more the learner sees meaning and purpose 

in what he is learning , the greater is his chance of success. 

This is to mean nothing else than emphasizing the fact that the 

teacher should always be alert enough to use varied techniques 

in teaching so that instruction could be facilitated. 

One of the most important instructional techniques that 

characterizes every teaching and learning act and any me t hod of 

teaching is the questioning techni que. Just like books, pens, 

and other audiovisual aids, questions are important tools of 
'" 

teaching and learning. Probably, in any effective instruction 

no techni que of teaching is more widely used than questioning. 

Bellack, et. &. (1966) is reported to have indicated that "the 

core of the teaching sequence in classroo'm is a teacher's 

reaction to that response" (Perrot, p.41). Hence, questions 

steer the direction of the learning task. 

The most fre quent uses of quest ioning have been as a 

testing device, as a means of Getting feedb ack, as a device for 

introducing, reviel;ing and summarizing lessons. Davis (1981) 

seems to endorse these stat enents when he lists four major 

functions of questions as : 
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.Motivating Drainees by getting their interest 
and attention. 

'Promoting mental activity involving trainees 
as partners in the ""instructional process and 

.obtaining feed back on the trainees ability to 
recall, understand, and apply what they have 
learned (p.163). 

Despite the ample roles that questions can play in 

facilitating interaction in the classroom, the style of phrasing 

them is a crucial factor to be considered. Taba (1967) asserts 

that the teacaer's manner of asking questions fs by far the most 

influential single teaching act (p.273). Davis confirms this 

statement of Taba by noting that questions should be simply 

worded to be understood, I</ell def ined, reasonable to prolllote 

fairness, relevant to the t opic under study and demanding l'or 

responses within the reach of the learners (p.166). If these 

assertions are not given due consideration in framing questions, 

the learner may not be able t o give more complete and thoughtfull 

responses. 

Another matter of due concern in the questioning techni que 

is the need to apuse ( giving longer I</ait times) for better 

responses to questions. In t his connection, Marry and his 

associates (1977) have empirically shown that with longer wait 

times students I·rill get enOUGh time to collect their thoughts 

and to make conclusions about lihat they have observed. Hence, 

when enough time is Eiven for ~uestions (possibly one to two 

minutes depending on the level of di ff iculty of the questions), 

the speech base is Dore shared by the class and a pattern of 

conversation participatin; all students will come to the move and, 

t :leref ore , satisfac t ion and Ulotivation by the group. This can 
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help as a basic model to increase students' power of enquiry. 

Thus, it is the responsibility of teachers, irrespective of their 

qualification, to ask well phrased and thought proviiing 

quest ions at almost all levels of teaching and learning sequence 

and t his marks the quality of t4eir performances. 

Corrolary to the principle of modern teaching which states 

that the teacher must lmO\., a variety of methods and the particular 

learning outcomes whii.ch each method helps to bring about, Skinner 

notes that "to acquire behaviour the student must engage in 

behaviour'~196li,p.389). TIllS statement by Skinner is a 

restatement of the educational principle that most significant 

learning is acquired thrOUGh actual doing . This is nothing more 

than emphasizing the interactive role of teaching-learning 

processes in curriculum implementation. 

In fact, teaching and learning activities may be sighted in 

the text books. But they may be inadequate or may not fit the 

local situ~tions. This implies that, other than those indicated 

in t he curriculum plan, depending on circumstances, teachers are 

required to organize a Idde ran(Se of learning activities for 

students so that they could practice the required skills, lmowledge, 

and attitudes . In support of t his vie~I, Wigginton(1980) wanns by 

saying "if a text book is trying to say a point, establish a 

concept, or teach a skill in any subject, it can not do so unless 

the point, t he concept or skill can be illustrated for the 

student throush various activities ll(p.30). Such activi t ies, other 

than tests and drills include ~rojects, subject matter clubs and 
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seminars such as science or mathematics and occassional student 

publications, field trips, projects and committee work and the 

like. The value of these activities is so great that they deepen 

pupils I interest and knoi'lledge of tile subject in concern. 

2.3.6. Resources and Curriculum Implemention 

A plan for an educational pro~raJlllle can not be fully 

implemented in the absence of resources. Resources could be 

financial, lIIaterial, or human. Irrespective of the type, resources 

help the teacher to facilitate the planning of instruction and 

the choice and organization of teaclrlng and learning activities. 

As has been described earlier, activities like labo~atory 

demonstrations, group or individual tasks for the learners, 

resource visitors, excursions and field trips, reading assignments, 

and a host of others can best be carried out when resources are 

adequately availabl.. Thus, resources like laboratory and 

laboratory equipment, supplies and laborat ory chemicals, additional 

teaclrlng and learninG materials like reference materials, journals, 

pamphlets, facilities like transporation, Cinema Halls, and 

resource persons like guest speakers need to be carefully 

identified, selected, and organized by the teacher ahead of time. 

However, the extent to ,mich these materials are adequately 

available determines their wise use in instruct ion, and limit the 

degree to which the curriculum plan could be implemented. In 

line with this, Ohles stresses that "whether the classroom laas 

ready access to instructional resources or must depend on distant 

sources affects both planninG f or instruction and the actual 

t eaching" (1970, p.183). Hence the teacher is required to know 
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. ahead of time ~lhether these facilities and respurces are 

available, adequate, and accessible in the school. If otherwise, 

he is required to plan for a substitute. 

One of the best sUbstitutes could b"e the teacher's own effort 

to produce them. The other alternative is to seek ways and means 

by WhiCA these materials could be acquired from the surrounding 

community. In support of this, Olsen and associates (1954) say 

that: 

if you want your teaching to be really vital, 
stimulating , and useful you v~ll have to plan for 
curricular use of various community resources in 
any teaching field and in nearly every unit of 
work (p.42). 

To use community resources, the teacher needs to have a skill 

in creating good community relations. To create good relat ion-

ships with t he community, a teacher has t o participate in communi ty 

activities. This is another responsibility that teachers should 

bear. This is because of t he fac t that teachers themselves as 

members of the community are required t o involve, as Rosen (1971) 

has advocated, "in va:.:-ious activities which the state ha~ 

" determined as soci ally useful (p.ll). 

The participation of teachers in communi t y life can ~e seen 

from tHO angles. In the f irst place, participation is a matter 

of ci t izenship. Teachers as citizens should serve the community 

in Hhich they live. They must e;i ve leadership or work with 

those who lead. I t is also their civic responsibility to be a 

member of a political pary-to vote, and to hold officies. This 

is because, say Norris and others (1963), "teachers are among 

t he best educated memembers of the social group" (p.24). 
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They posses social insight, organizational experience, and human 

relation skills needed in leadership situations. This distinguishes 

them from ordinary men in the society and calls t hem fo r community 

participation. In the second place, teachers are requieed to 

participate in the community to know and use cODlllluni ty resources 

in instruction. Depending on the location of scaools (rural, 

urban, suburi) such facilities as public libraries, Movies and 

movie halls, projectors and projected materials and others may be 

insufficiently available in schools but might be acquired from the 

community to the advantage of 4acilitating instruction. 

At the other end, the participation of teachers in community 

activities promotes t he school community relat ions. The presence 

of such school community relations could make the community itself 

as a cl&ssroom where many lessons could be conducted outside the 

school in places where community life is in full swing. For 

example, as noted by Farrant (pp.250-252) me~~e~~ ~~ ~~e 

communi ty may even participate in teaching such things as local 

crafts, music, dance, history, and government . There may also be 

cooperation with ag~icul~~al extension workers, wi t h dommunity 

development workers and \-li t h anyone in the co= unity who holds a 

similar position. Further , teachers may \felcome parents into the 

classroom as t eacher aids so as t o ut ilize t he skills and energy 

of those who have the greatest vested i nterest in the pupils. In 

such a c ase ''parents becane valuable learning resources U(John & 

Joanne, 1985, p. 342) . Parents may make accasional visites to 

schools and talk t o te 3.che::'s about their childrens' work. This 
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ensures that the parents get an accurate idea of how their 

children are getting on a~d it helps the teacher to clear up lath 

parents any misunderstandings there might be. Such visits are 

much more profitable than report cards sent home with pupils 

telling in shorthand lane;uage how their children have done. 

Still further, parents could also support the school in practical 

ways such as fund raising for teaching equipment or helping to 

carry out building reparres and improvements. Hence, the 

presence of good relat ionships between teachers and the community 

will make for a much better relationship bet\'leen the school and 

the community and result in much more efficient use of community 

resources, and it is a skillful l teacher ',{ho can benefit -from 

such relationships. 

2.3.7. Dia~nosis of Students' Conditions and Cur~iculum 

Implementation 

Teaching must not overlook the concerns of the learners. It 

should consider the deep felt fe elings and emotions, , anxieties 

and un easiness the lea."Ilers have about t,1eoselves and others. 

The materials presented should either be lIi t hin the learners 

relearn of knol~ledge and e::periences or it should be easily 

connected ,.Q th it. This proraotes relevance and "relevance is 

achieved by makinG what is beine taught germa..""le to the childs 

knowleds e and exper ience" (Hass, 1971, pp.564-565). This can be 

PQssible only when the teacher undertakes much diagnostic 

activities in the course of the instruction process to facilitate 

the imulementat ion of t he ulanned nrogra8hle. . --
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Diagnosis of students' conditions is a particularly 

important aspect of teachers' instructional responsibility in 

implementing the curriculum. This is ~ecause, not all topics 

that must be considered in school courses are framed in away they 

correspond to the interests and physical conditions of the learners. 

It is likely that some students may have hearing, vision, or 

other physical problems that influence their ability to profit 

from certain kinds of instruction. Others might have failed to 

acquire knowledge that the teacher mistakenly has assumed all 

class members to have. Still others may lack previous experience 

that help as a basis for present learning . For example, as 

Restler (1964) has clearly indicated, in a cumaulative course 

like mathematics, the learner must master one stage of instruction 

before he can learn the next, ••• if the student misses any 

point he has zero probabili t y of learning any successive points 

(pp.124-125). This is t o mean that among other things, students 

level of physical, psychological, and intellect ual matur ity, that 

is the learners de~elopmental level and students knowledge of the 

area in which instruction must proceed need to be clearly 

identified thr ouc;h te 2.chers diaCnost ic ac t ivities. Farr ant seems 

to endorse this argunent by sayin5 effici ent teaching in school 

demands from the teacher a sound knol'iledge of all that pupils 

must knovl, toc;ethe(" Hi th an abi l i t y t o relate t he content, met hods, 

sequence and pace of his \'To r le t o t he indi vidual needs of his 

pupils<pp .170-17l). He further remarks that by giving careful 

considerat ion to such issues , and by suppl ement ing direct teaching 

wi th i ndirect SU9?Ort , the te8.Cller can achieve a total effect that 

can have dr amati c re3ul ts and can be extr enel y enjoyabl e for his 

pu::;ils. 
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Teachers diagnostic activities also hel p to kIlOl'; something 

about students cul tural backGround , mot ivational patterns, and 

the content of tllei r social lear ning such as the particular 

meanings they bring to school, their particular approachs to 

learning tasks, and the expectat ions they have of themselves and 

of others. Exist ing differences in ment al systems and the 

students understandin3 of COmDon concepts and symbols need to be 

carefully ident ifi ed in choosinG an approach to leaming task, in 

deciding what liIateri als to use, in selecting learning experiences 

wi th I·rhich to develop the basic ideas and the type of incent ives 

used t o generate l earning. A survey of the pr oblems and 

prospects that s t udents have in learning coul d suggests needed 

modifications in :>acin:::; lea.mine as lofell as the organizat ion of 

learning experiences. Taba ( 1962 ) has explicitely desc~ibed the 

diagnostic function of teachers GIld the im::?ortance of such 

aspects of teachers act in a ::lore convincin::; \.;ay (pp .235- 237). 

In extent to \·rhich the i ntended chanCes in the behaviour of 

the learners is achieved de)ends in part upon the corUo::·mi ty 

betvieen the off i cial curri culum ~rovided in schools and the 

unoff i cial or the hi dden cur~iculum characteri zing the l earners. 

'rhese include soci dl class distnictions emGIlating from the 

economic background of students , cliques, f avoratism, rejec t ion, 

and discriminations c eneratin::; from a sense of belongingness to 

a Si ven locality or comnuni ty and blood r el ationships. These 

aspects of the hidden curri culum determine the structure of 

interpersonal:relations , the atr,lO sphere or the classroom climate, 

and the gl'OUp values ''''hich control both. Hilurn and his 

colleacue ( 1978) have l'e:;>ol'tec, 'chat : 
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personal interaction skills like ' helping, 
sharing , smiling, greeting others, and 
task related skills like attending , speaking 
posetively about academic materials, compliance 
with teacher requests and remaining on task (p.135). 

are among the influences exerted by the hidden curriculum in 

classroom teaching and le/?-I'ning. In addition, students activities 

and experience on sundays, holydays, and other out of scilool 

experience could greatly influence teaching and learning activities. 

Thus, the teacQer is required t o carry out careful diagnostic 

acti vi ties to clearly ident ify these unoff ici al curriculums 1·1i th 

the ' view to adapt them to the official curriculum provided in 

schools. This could best be done through observations, preparing 

diaries, questionbe, and interviel'lins s t udents so that adequate 

information could be obtained. If otherwise, the official 

curriculum may be neGatively i n: luenced, t~at is, st~den~ s may not 

duely attend schools, help each other, may consistently miss classes 

and may not complete croup or indi vidual tasks as required. 

Eventually, teaching skills alone are not enough. But , a 

teacher should know about his s t udents and hou they learn. He must 

be able to ~cogni se t hose character i s t ics that are of si: nificance 

in helping each s t udent to learn more effec t ively. The teacher 

must mruce himself available to students. He must be on call and 

ready to seize the Doment the s t ucent is reac.y to learn or knO':l. 

A skillful teache:::o knOl'lS his iD:~ortanc e in the classroom and 

underst 3nds thafi tis his vi t3.l relationship ;.ri th the learners 

t hat is at the heart of t he ec.ucc:;;ional enterprise. 

J 
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In. REPORT, ANALYSIS,AND INTERPRETATION OH DATA 

This section of the study is concerned with the report, analysis 

and interpretation of the data collected through questionaire, 

oltservations and interviews. The saae type of questionaire, oltservation 

checklists an .. interview guides were use .. in all t.e taree seBior 

secondar,y sc.ools (Jimma, Bedelle, and Mettu). A total of 131 

questionaire were iistributed to the tAree senior seconiar,r se&ools 

(48, 45 and 45 respectively). FrOB the total of 138 questionaire 134-

(97%) .ave lteen filed out (see table 1 ) . Hence, since aore tkan 75% 

of tae questionaire had been responded to, they were consi4ered for 

analysis and interpretations. 

TABLE 1 

STATI3TItAL S~UlRY OF RESPONDENTS 

Name Number of copies Nualter of copies Total nUllier of 
of of questionare of questionaire questionaire 

the Bc.ool returned not returne .. distributed. 

(a) Jimma S.S.S 46 !Zj'~_ 2 1% 48 

( D) Bedelle S S S 44 32"J6 1 1~ 45 

(c) Mettu S.S.S 44 32"~ 1 196 45 

TOT A L 134 97% 4 ~ 138 

Though the highest percentage of the questionaire have lteen 

returned (97"~), table 1 indicates that a few number of teachers did 

not return tile questionaire as reqUl.red. The r~on wily sOlie teachers 
, 

do not respond to questionaire is a serious matter which seeks special 

research studies since such teachers could be one of the oBstacles to 

educational research. 



(a) 

Male 12 
Temal 1 

Total 

N BIle of tile 
Seaoo1 

i Bedelle 
e Mettu 

Total 

Name of the 
SeAoo1 

a Jillllla 
110 Bede11e 
e lIrettu 

Total 

~ ICa) 
QnalifJ. q 

a De!Zne 2 
'e \Dinln ll 9 
e)~~wr -

--CdJg[se 2 
Total 1[3 • 

~r;;; ( a) 
Sub~ 9 

E,Amharie 2 
Eno-lish 2 
Maths. 

-cReme 
PhVsies 
BioloErV 
Geo;;r~ ;:: 
Historv- , 

Total 13 
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TABLE 2 

BACKGROUND INFOID1ATION OF THE RESPONDENTS 

JJ.mma ICD 
10 11 12 q 10 

10 12 11 12 11 
- - U I 

To 11 11: 1'5 11 

19.5-29'.5 years 

11 
20 

S -X. x: 
Belie .1e ( c Mettu 

Total % 

12 • 12 11 12 9 132 - - 1.5 
12 jIf 12 11 12lJ lW 100 

10 years 8lI.t! TOtal 
aiove 

1 46 

44(33%) ~66%) 1 . 13l lnA1l 

' 10 

1 
'1 

-
---rcr 

10 

1 ,,-
2 ,,-
1 

'2" 
1 
1 

10 

1 - 9.5 years 10 _ 19.5 years 20 years and Total 
a.ove 

2' 20 1 
2~ 

1 134 

Q UALIFICAT ON 

Jimma • Ci \ . Bede11e I (e' Mettu Total % 11 12 g TO 1.1 T2 9 10 11 12 
12 10 - 'I 10 S 1 2 12 q 170 S2 
- 1 12 7 - - 9 9 - 8 S6 42 

- - - - - - - - - - - -
- - 1 1 2 - 2 - - - 8 6 

TZ TI ,n Tl TZ cr 112 11 12 9 11'14 Il~ 
, 

SUBJ EC~ AND .JJ!iV J!'- 'I'AUGHT 

Jimma ('0' . Bedelle (0) Mettu Total 11 12 9 10 11 12 9 10 11 12 

2 1 2 1 2 1 2 1 1 1 17 
2 --Z ; 2 -2 2 ·2 2 1 22 
2 2 OS 2 2 2 2 OS 2 2' 

2 1 1 1 1 2 1 1 -
1 1 1 1 1 1 1 1 1 
1 2 1 1 1 1 1 IS 

1 1 1 1 1 1 1 1 14 
1 1 1 1 1 2 2 1 1 14 

liB 11 1~3 ,11' T?' "8- 12 tTl 12 9 134 
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A total of 72 classroom observations were .ade in the 

three senior secondary schools, t~at is, 24 o~servations each 

(see Table 18, 19 and 20). Data were collected using o.servation 

cAecklists (see Appendix F) to find Gut whether or not teachers 

Gf the acadeaic subjects in the three schools differ in taeir 

use of appropriate instructional teqAniques to facilitate 

curriculua iaplementation. The 4ata collectei througa o.servations 

were analyzed using: (1) the Chi-Square test (X2) so that the 

data collected from different categories of teachers (~rade 9, 10 

and grade 11 teachers of the three schools) entailing frequencies 

of responses could be combined to indicate the azisting difference 

and (2) interpretations in relation to what authorities in tae 

field of curriculum and instruction .ave established. To 

su.stantiate the data collected through questionaire and 

observations directors, teacher s and students were (randomly) 

interviewed. The data collected through interviews were analyzed 

in relation to literature in the field of curriculum and 

instruction. 

As table 2 (under the secoion sex) indicates almost all the! 

teachers of the academic subjects in the three schools are males 

(98.5%) and only two of the total respondents were females. The 

respondents also differ in their age. For example, one of the 

teachers in Jimma was 40 years old (see table 2-Age) and he was 

found to be the olde st among the respondents. The youngest 

teacher was 28 years old. The respondents still differed in their 

year of service. There was a teacher with 20 years of teaching 
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service while a teacher ~Ii th the least service had a teaching 

experience of 7 years. Even then, the average teaching experience 

of teachers of the academic subjects was not less than 5 years. 

This implies that teachers of the academic subject in the three 

schools had less initial problems of adjustment to class room 

teaching than begining teachers. Furthermore, the respondents 

also vary in their qualification (academic certification acquired 

after completing a certain level of education). 52% of the 

teachers have their first degree where as 42% were diploma 

holders (see tale 2 - qualifiaction). It appears, therefore, that 

the highest percentage of teachers of the academic subjects in 

the three schools (94%) have a legal sanction which signifies 

their professional and academic competencies to teach in ~enior 

secondary schools. However, 6% of the respondents were hot 

willing to write down their qualification. This category of 
r 

~espondents might either be those teachers who have discontinued 

their college studies (after 1st year, 2nd year, etc.) for some 

reasons or those \,ho still participate in the continuing 

education programme carried out during the summer seasons in 

various colleges of the country. 

According to table 2 the assignment of teachers to the 

various grade levels seems to follow the qualification of 

teachers. For example, out of the total of 70 teachers who have 

their first degree 61 (87fo) were assigned to teach in grades 11 

and grade 12 of the three schools where as only 9 teachers (l7iG) 

taught in grades 9 and 10. - In addition, from the total of 56 
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teachers who hold diploma the 56 (ii %) were consistently assigned 

to teach in grades 9 and 10. Such an effort in assigning 

teachers to the various grade levels on the basis of their 

academic com~etencies seems to be plausible since it helps to 

meet the curricular requirements of the academic subjects (~.e 

increase in the level of difficulty of concepts and ideas 

requiring breadth and depth of vision and understanding on the 

part of teachers) from one grade level to the other. 

3.1. Report. Analysis and Interpretations ot Data 
Collected through Questionnaire 

As has been indicated earlier the same type of 

quest ionaire have been administered to all the teachers of the 

academic subje~ts in t he three senior secondary schools. Hence, 

the f irst general question presented to all t he teachers states 

as follows: "Do you us e planning to f acilitate classroom 

instruction?" The r esponses given to this question were ver,y 

clear as indicated in table 3. 

TABLE 3 

WHETHER OR NOT TEACHERS USE PLANND'lG 

Name of Respo lSe No Response Total 
the School Yes No No. % No. % 

No. % No. 36-
(a) Jimma 40 30 2 1 4 3 46 34 

(b) Bedelle 35 26 3 2 6 5 44- 33 

(c) Hettu 38 2S 5 4 1 1 44- 33 

Total 1l:5 84 10 7 11 9 134 100 

Note: Figures were rounded to t he nearst whole number . 
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According to the data in tatle 3 the majority of the 

respondents (84%) have indicated that they use planni~ waeDeas 

a few number of teachers (7%) have indicated that they do not 

use ·planning. In fact 11 Teachers (8%) did not resPQnd to 

this general question. On the otherhand, out of 134 respondents 

126 teachers (94%) have indicate4 that (see tatle 2: Qualification) 

they have completed college studies (Degree and Diploa Bolders) 

and as any one could imagine, instructional courses 

(instructional planning, teaching methods, etc.) are given to 

all college students who are the would be teachers by the 

Faculty of Education of Addis Abata University and by other 

similar colleges in this country. Thus, there seems to be a 

paradox \'1hen some t eachers, having taken instructional planning 

and its importance during t heir training programmes in colleges, 

hasi tated to indicate that they use planning to facilitate 

instruct ion. Nevert heless, the data in table 3 indicates that the 

maj ority of teachers of t he academic subjects use planning to 

f acilitate curr iculum implementation. 

The second item of the quest ionaire relat ing to planning 

was presented to teachers as follows: "To '",hicb of tae following 

instructional plans do you ~ive emphasi s in the subject you 

are teaching; to a yearly plan, semester plan, daily lesson 

plan, or to all?(table 4) . 



THE TYPE OF PLANNING USED BY TEACHERS 

Instructienal Plans Jimma Bedelle Mettu Total % 

a) YearlY nlan 5 3 3 11 8 

'0) Semester nlan 5 2 '] 12 9 
c) Dail.v lesson t>lan 3 H) 4 17 13 
.,) All (a .. and c) 30 25 28 S~ 62 
e) No resnonse 3 4 4 11 8 

Total 46 44 44 134 100 

Table 4 clearly shows that from the 123 who responded t.e 

majority (6~~) have indicated that the yearly plan, the smester 

plan, and the daily lesson plan were duely used. In addition, 

other tllan the 8 ~·% who did not respond, there seem to exist a 

considerable number of teachers who use either the yearly plan, 

the semester plan or the daily lesson plan only (8";6, 9%, and 13";6 

respectively). These category of teachers, when taken together 

seem to be significant. Thus, one may safely state that teachers 

of the academic subjects in the three schools use all types of 

instructional planning depending on circumstances, tl:l.at is, 

preparing the yearly plan in \'ihich the major areas of study are 

indicated to help as a reference for them, using the semester plan 

which incorporates a series of weekly or monthly activities 

unified under a topic or theme, and preparing daily lessons which 

help the teacher to carefully decide ahead of time what he is 

going to teach and hov .. he is going to teach it during the given 

time period. 
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TA B L E 5 

THE CORRESPONDENCE OF CURRICULIlR OBJECTIVES WITH OTHER COMPONEN'rS 
",,,,'Wlt. 

I al I~I ICI 
I t em 3 1 Score 

(.) CorrespoReemce Detweea 
the curriculular objec-
tives .. e coritents 9 21 8 77 

(D) It. ee!ree of incorpor-
a ting t he »ehavi~ 
component 5 15 10 55 

(c) The extent to whi ch it 
incorporates the conteftt 
c o. po. eat 11 20 6 79 

(e) Clarity of o»jectives 8 17 7 65 

K • Y Sum-

1. a- 3 ~ l'li'!J h Grane mean- X- -
2. »- 2 = m04erate 
3 . c- 1 ~low 
4. Score (teachers of 

Jimma un4er a,b, & c) 
- (3x9)+(21x2)+(8xl)- 27+42+8 6. 

Score- 77 __ a_ 
5 . X- Rle~ 77 -9+21+8 2 --- 7. 

~"'. ,J.e 

\ &J { b} { c} 
X N.R 3 2 1 Scor X 

" 

2 88 4 29 6 76 1.9 

1 . 1a. t6 7 30 4 85 2 .07 

2.13 9 12 15 9 75 2.08 

2.03 14 13 20 11 90 2 

7.99 Surac- 8.05 
• 7.99 Grand mean= X - 8.05 

4 
1.99 a __ 1I;: 

-- --- --

x = Ijr and mean -

N.R. no res ponse 

~ Sl f r., 
!'\ 

4 
~ c 2 ---- - -- --

= 7.99 
~ 

ru;;:_ " l a} l b ) l C) 

N.R 3 2 1 Score X N. , 

5 5 25 7 72 1.9 7 

, 11 20 25 93 1 .38 5 

8 11 19 6 83 2. 18 6 

0 11 18 7 76 2. 1 8 

-

Sum'" 8.56 

Grand mean ~ X - 8 .56 
4 

X - 2.14 =_.a:; 

c 1.99 
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In planning instruction, it is olilvfous that the teacher should 

clearly chart the broad curriculum objectives into specific 

learning o~jectives so that they .could . e attainable step by step 

in the course of the instruction process. As has aeen indicated 

earlier in the preceding sections of this paper, tae extent to 

wAick tke curricular objectives correspond wita the instructional 

content components, and their clarity m~ deteraine the teacher's 

efforts in clearly charting the instructional objectives when 

planning instruction. Thus teachers were asked to rate the 

conditions of the curricular objectives of their respective 

subjects as indicated in table 5. In this case all teachers in 

the three sc. ools were expected to show t heir rat ing againist the 

4 items listed from "a" to "d". 

The data on table 5 was analyzed us i ng averages so that the 

tendency of the respondents to the correspondence of curricular 

objectives with other components (on the average) could 'be 

identified. Consequently, a weight of J,2, and 1 were given to 

the ratings high, moderate, and low respect ively. In order to 

analyze the data collected from the three senior secondary schools 

the following criteria of analysis have been established. 

1. If the mean ranges f r om 0.5 to 1.4 the rating low was 
considered. 

2. When the mean ranges from 1. 5 to 2.4 the rat ing mederate 
was considered. 

3. For the mean ranging f rom 2.5 to 3 the Dat ing high was 
used for analysis. 

As t able 5 i ndicates, the mean of t he r esponses given by 

teachers of the academic subj ects in t he three senior secondary 
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schools consistently ranges from 1.5 to 2.4. In addition, the 

overall Blean (grand mean) also consistenly fall in the same 

range (1.99 in Jimma, 2.0 in Bedelle, and 1.99 in tae case of Mettu). 

On the other hand, a close look into tae table clearly skows that 

some teac~ers of the three senior se¥onaary schools did not respond 

to the four items (item a through ( ), For example, I, l~ and 9 

teachers froll Jimma did not respond to item(a), item (.), and item 

(d) respectively. It could be implied from this that these 

teachers were either not interested to respond or lack the necessary 

competence to understand the objective-content relation 

char~cteriB1ng the curriculum of their respective subjects. 

Nevertheless, these category of teachers, when compared to the 

rest of the respondents of the three senior secondary schools, 

seem to be less in number, and hence insignificant . Thus, as the 

averages of the data on the table indicate, the conditions of the 

curricular objectives of the academic subjects as they relate to 

the contents, the behaviour-content component , and clarity are 

found to be moderate. HOl'lever, it ma;y be are;ued that the 

moderate condition of the curricular objectives of the academic 

subjects could also mean that in some subjects the objective­

content relations, clarity and the like are high and in others low. 

In particular, when there is a low state of affaire as 

regards the curricular objectives of the academic subjects there 

is a great need for teachers to combat the problem using 

different mechanisms so that the implementation of the curriculum 

could be f acilitated. Cons equently, teacher s were asked to write 



down the ways and means (question 4) they use in this regard. 

Thus. a considerable number of teachers have indicated that they 
, 

8vercome the problem. at least partially. through further reading 

and demanding the curriculum autaorities to take cerrective actions 

as neces sary. 

The otaer item of the questionair was concerned wit. the 

organization of contents. Responaents were asked to indicate if 

contents of the subjects t hey teaca were organized: (a) vertically 

(b) horizontally. and(c) both a and b. The responses to this 

question are pres ented in table 6. 

TABLE 6 

CONTENT ORG~~ZATION OF THE ACADEMIC SUBJECTS 

Content Organization Jimma Bedelle Mettu Total % 

a ) vertical 20 17 16 53 40 
b) horizontal 6 6 1" 27 20 
c) a and .. 10 lC) 10 3c) 2c) 
d ) No response 10 2 ') 15 11 

Total 46 44 44 134 100 

Reference to tabl~ 6 shows that ~~ of teachers from the 

three schools have responded by saying t hat t he contents of the 

academic subjects are organized vertically. In addition. a 

considerable number of respondents (2~~) have also indicated that 

the contents are organized both vertically and horizontally . 

Further. as the tabl e clearl y shows, the number of teachers who 

have indicated the horizontal organization of contents of the 
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academic subjects are also considerable ( 20%). In such a state 

of varied views broad generalization m~ be pard, but one could 

safely state that some of the contents of t he academic su~jects 

are vertically organi zed and t he others horizontally organized. 

This condition, as any one could imagine, calls for teachers 

efforts so that mederate organization of contents (bota vertical 

and horizontal) could be maintained. Hence, teachers were asked 

to indicate the provisions they make to promote a balanced 

organizat ion of content s in their respec t i ve sub ject s. This is 

shovm in t able 7. 

T A BLE 7 

PROVIS I ONS BY TEACHERS FOR CON'l'EN':2 ORGANI ZATION 

Provisi ons by Teachers Jirnma Bedelle Hettu Total % 

a ) Enriching t he conten1E 
t hrough further 
r eading 17 19 22 58 4' 

b ) Consulting resource 
people f or assi stance 19 4 9 22 2li 

c) Jumping t he contents 
with poor or~anization 5 12 3 20 Ie 

d) No response '3 9 10 24 IE 
Total % 44 44 l~ 10C 

According t o the data i n table 7, 4~fo of t he respondents 

have clearly indic ated t hat they maintain the cont ent organization 

of the subjects they teach t hrough further r eading . Further, 24% 

of t he r espondents have indicated t hat they promote the content 



organization by consulting resource people-possibly their colleagues 

who teach related subjects in the school. There are also teachers 

who exclude contents with poor organization. These category of 

teachers seem to be either those who lack good academic competence 

in the subject they are teaching or those who lack the necessary 

teaching experience in academic suajects. Nevertheless, tae 

iaportant thing to be noted from the iata in table 7 is that 

teachers of the academic subjects seem to show a satisfactory 

performance to maintain the content organization of their 

respective subjects. 

Another very important factor which could help teachers to 

facilitate curriculum implementation is t he availability of 

teaching-learning materials. Thus teachers in the three sCAools 

were asked to rate (item 7) the conditions of teaching-learning 

materials in thei r schools. Consequently, a weitBbt of 2,1, and 0 

have. been given to the options adequately available, moderately 

available, and not available respect ively 1 So that averages could 

be used for analysis. Further , the follo',ling criteria of analysis 

have been used: 

1. for the mean ranging from 0 to 1.5, the ~tion not 
av1lilable ,'las considered • . , 

2. if the mean ranges from 0.51 to 1.5, the rating 
moderately available was used for analysis, and 

3. when the mean r anses from 1.51 to 2 the rating adequately 
available was considered. This is clearly presented in 
table 8. 
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TAB L E 8 

CONDITIONS OF TEACHING - LEARING l-IA'rERIALS 

IN THE THREE SCHOOLS 

Teaching-learning J1 .... a S.S.S. Be elle 5.5.5. 

Materials ( a) (10) (c) Scor. X N.R ( a) (b) (c) Score X 

2 1 0 2 1 0 

1 St".ent texts 10 10 19 30 0.77 7 11 28 2 50 0.96 

2 Teacbers' _1.es 8 12 23 28 0.65 3 15 9 7 39 1.25 
3 Reference Books 2 23 8 27 0.82 13 12 27 5 51 1.15 

" JOllr".ls 0 5 31 5 0.12 10 2 8 23 12 0.36 
5 P ..... lets 0 2 28 2 0.07 16 1 3 27 5 I) .16 
6 Mo"a.ra~.s 0 6 30 6 0.17 10 C 7 30 15 0.36 
7 C.arts 5 8 29 18 0.43 4 3 5 33 11 0.26 
8 Gr •• lils 3 13 25 19 0.46 5 5 7 24 17 0.47 
9 M •• s 4 18 12 26 0.76 12 1 6 28 8 0.22 

10 Moolela 2 15 26 19 0.44 3 3 1 34 7 0.10 
11 Cartea .. 7 22 15 36 0.82 2 0 2 41 2 0.04 
12 R e.l 010 j ects 3 15 20 21 0.55 8 0 3 37 3 0.07 
13 LalrIoratory 

eQui.llents 5 35 2 45 1 .07 4 0 4 31 4 0.11 
14 LaJooratory Chemicall &Jl. supplies 6 11 23 23 0.57 6 0 2 36 2 0.05 
15 Projecters 0 0 38 0 0 8 0 3 33 3 0.08 
16 Fil ... 0 0 35 0 0 11 0 2 29 2 0.06 
17 Sa.es 0 0 37 0 0 9 0 1 39 1 0.02 
18 Recer.ers 0 0 31 0 0 15 0 2 32 2 0 .05 
KEY SUII- 7.71 Gr :'~'lr{ l'l'I;'.?a7:..e!t SUR= 5.86 

(X) .=2 ~A.~~pttelY AV<ll l .. Gran ... eaft. lI! - 7.71 • Grana mean. X = 5.86 
( 11) 10= 1 ~f).'b" Irte 1 y 18 18 

available ~= 0.43 
.. 
X= 0.32 

(i11) ceO =:>not availab 
(iv) Score, exaaple stuaent texts in Jilllla (v) X= rae an (vI) X= Grand mean 

score= (2xl0)+(1xl0)+(Ox19) = 30 7.71 
= 20 + 10 + 0 10+10+19 18 

Scoree 30· e . 30/39 
X = 0.77 ~ = 0 . 43 

I ettu S.S.S. 

N.R ( a) ( b ) (c) Score X N.R 

2 1 0 

3 16 12 8 44 1.22 8 

13 8 14 1 2 30 0.68 10 
0 2 22 14 26 0.68 6 

11 0 14 20 14 0 .41 10 
13 0 1 2 22 12 0 .35 10 

3 0 14 24 14 0.36 6 
3 4 14 16 22 0.64 10 
8 2 10 20 14 0.43 12 
9 6 1 2 20 24 0.63 6 
8 0 16 18 16 0.47 10 
1 0 18 26 8 0.23 10 
4 0 17 22 17 0 .93 5 

9 0 17 18 17 0.48 9 

6 0 14 22 14 0 .38 10 
8 0 6 26 6 0.18 

13 2 4 25 8 0.25 13 
4 2 3 27 7 0.21 12 

10 0 4 22 · 4 0.15 18 

• 'w~· 8.18 
Grand rnean=X =8.18 

!8 .. 
X-O.4S 

(vii) N . R~ no response 
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Taile S presents the mean sc_res of the respondents regarding 

the conditions of teaching-learning materials in the tiree schools. 

Reference to the table shows that the grand mean of the responses 

from the three schools consistently fall within the ranges 0 and 

0.5. However, there are some exceptions which the table indicates. 

For example, the mean scores of student tests, teachers guides and 

reference books range from 0.5m to 1.5 in the three schools 

respectively. This could to some extent reveal the fact that these 

materi als are the basic tools of instruction and hence, are made 

available in all schools by the concerned autaorities. Even then, 

the distribution of these materials seem to be uneven. For 

example, student texts and teachers guides seem to be more 

available in Bedelle and Mettu (0.96, 1.25, and 1.22, 0.68 

respectively than in Jimma (0.77, 0.65). This could be due to the 

fact that there exists a high r at e of attrition in rural schools 

like Mettu and Bedelle dur ing harvesting seasons and, thus, make 

the ratio of teachinG naterials to student population moderately 

high, .There as urban schools like Jimma t end to retain high 

student population, and therefore, maintain less ratio of teachine 

materials to students. There are also exceptions regarding maps, 

cartoons and laborato~J equipments and supplies in Jimma as compared 

to Bedelle and Net~;u. There seem to exis t more maps, cartoons, 

laboratory equipments and supplies in Jimma senior secondary school 

than in Bedelle and Hettu - possibily due to t he relative proximity 

of Jimma to the center (Addis Ababa) and therefore, the 

accessibility of these materials for prompt acquisition when 

necessary. Nevertheless , such exceptional cases may not be 
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representative for generalizations. Rather, the grand mean of the 

scores of the three schools could give the whole picture (on the 

average) regarding the conditions of teaching-learning materials 

in the three schools. Consequently, the overall mean (grand mean) 

in Jimma, Bedelle,and .Mettu, as shown in the table, were 0.43, 0.32, 

and 0.45 respectively, and thus, fall within the range 0 to 0.5. 

This implies that teaching-learning materials, on the average, seem 

to be consistently 10\1 in the three senior secondary schools. 

The meagre nature of teaching-learning materials in schools, 

as any one could imagine, calls for teachers continued efforts to 

design systematically t he mechani sms by which shortage of these 

materials could be minimized. This, as Jotlkon's model suggests, 
• 

constitutes one among the teaching reportoires that saould 

characterize the work of teachers. In t his connection, respondents 
.J 

(those who indicated the non availability of teaching learning 

materials in their schools) vlere asked to indicate (i tem ~) the 

ways they use to ac~uire teaching-learning materials to facilitate 

instruction in the subjects they teach. This is presented in 

t able 9. However, for the sake of analysis , the grand total of 

the responses from teachers of the three schools (vertical 

summat ion) is immediately shOlm in table 10. Normally percentages 

have been used for analysis but t he calculation of percentages is 

taken not in relation t o the number of teachers in each of the 

three schools but in relat ion t o the number of responses from euch 

of the three schools since a single teacher responds to 18 

number of items. 
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TABLE 9 

\1AYS USED BY TEACHERS TO ACQUIRE TEACHJ:NG-LEARNING 

MATERIALS TO FACILITATE INSTRUC'l:ION 

Ji_a Q) Bede11e Mettu 
Q) d .Q ~ ... ~Q) 0 .p ~ -P ~ 

Teaching-Learning 
Q) .p o.p PI Q) OQ) Q) 0 
g~ ·0 'HP Ul g .p 'H-P () .po 'HGl 

~~~ +' Q) coo~ 
.J<.E 

G) 
.6'H 

OJ +' Q) +' '0 Q) ~ ~ -g~ ,.-I+' ~ co ,.-I co .J<P Materials o co '@~ ~.-I ~ 
Q) ,.-I d 0.-1 Ul.-l oj Q)+> 

~ Q) Q)1II 0 ~,! Q)+' 00 ~Q) dO ... Q),.-I 
Pld 

'~41 
I)).Q d PI~ ,rt9 E OJ Ul QPI PI til ,.-10 () Ill+' 0 r 5 ,{) I)) Q) ... ~ I)) ,...... ,......() ,...... 

'2~ ~~ """'P f;;;'~ """'d ~'g PI 
,...... .lD 

oj ,{) till 
':.01 '0 () I)) ~o ':. g ......, ......, ......, ......, .-'1)) ......, ::, 

1. ~tudent texts 0 15 2 2 -"0 2 0 0 0 S 2 
2. tl'e achers gui de 0 20 3 0 0 4 3 0 0 10 2 
'5 ~eferenc e Books 0 ':5 2 1 0 .. . ~. 2 1 0 3 , 
4. Tournals 0 20 7 L!- V ~ j 0 U 1.~ 
S , anmhlets 0 17 8 .5 0 cU 3 4 ~ cL v 

.6 !>lonn ns 0 11 1'/ ;:: L ;::0 4 b 'J 1 4 
7 :harts IS 10 '5 1 1 1'5 5 0 4 I 2 
8 . r aphs 11 10 2 2 <: 10 1 2 0 ? 1 2 
.g .ans 5 2 3 c 1 , J.J.. 4 1 l 1 b 
O. 10de1s 2 11 10 .? c; I' 4 , 1 2 
1. vartoons 7 2 t E 1'7 2 
2 . l1e p.l oP,i ects 10 5 , III l.l ~ :7 18 _c ;.,. 

. .0 C 1 U 1 L ,: ~ L!- q. 1 10 6 
.'+. 1-;;"''';'';:;';}1'' ''' • 0 1 3 8 c l , 0 2 4 0 20 2 
15. IPrejec t ors 0 j~ j ;:: L ~ j 1 U c.. 4 

6 . .l! ~lms U 5l c ~ C 1.b 1 2 1 0 1.' J:>. 
17. IS lines 0 2 c; c. l ..2.2. L!- ;:: 2( .5 
1 8 . IRecora.e r s U 2 7 j ( ~ 8 2 1 '/ 
I I'l 'otal 41 2 7 9 2 36 5~ .5 05 8 7 42 5 215 64 
I . 

Q) 
co 
d 0 
PI o til 

dQ) 
~ ,...... 

'0 _ ...... 
, 
0 

2 
2 
1 
l 

=5 
0 
0 
1 

I 0 
1 
0 
4 
'5 

2 4 
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TAJU,E 10 

GRAND SUMMARY OF THE Rllm'ONSFS OF THE THREE 

SCHOOL LEVELS 
(Vertical SummatiOD of Taale 9) 

". 41 
n3 305 215 

92 17 64-
te 

12 
6l~3 

243 1r.1 

Tallle 10 presents tlle grSDd su.aar;r of tlle respoDSes ot tlle 

respoDieats froa the three sCAool levels. According~, tlle iata 

iD tlle ta'ble indicates that the aajori~ ot teacllers troa tlle 

taree scllools (6l.~) depend OD tlleir scllools for tlle aecessar,r 

teaclling-learDiDg .aterials to iapleaeat tlle curriculua. Ia tact, 

teacA1Dg-learaing .aterials like student texts and teacllers' guides 

are officially prepared by the curriculua autll.ori ties ad 

tistribute4 to schools, and th~refore, aq not 'be totally preparK 

w.r teacaers since the.1 are official docuaents. In like aanner, 

aaterials like projectors, slides and recorders Call aot 'be 

produced 'by teachers since the,r are sopllisticatei aDi require 

expertise knowledge. In such cases, teachers are forced to depend 

OD their scllools. However, materials like caarts, graplas, aaps, 

aodels ,allG. cartoons could be preparK 'by teachers froa locall,y 

availa"ble aaterials. The curriculua guide strongly stresses tlLis'~ 

For instance, the curriculum guide for aathematics (t.49) 

indicates ta.t nYood protractors, set squares, s.raetr,r 'boari, 

sr&pas aue of template of standart para'bolan aust 'be preparK 'by 
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teachers an .. students tro. 10c811 aaterial.li; In aUiti •• , tile 

Geocrap~ curriculum guide demands teacllers an4 studeats t. 

prepare "siaple sketcll Ilaps, reliefs an( contour aaps, regional. 

tivisionS ot countries and. collecti~ real. objects like tile 

titferent types ot rocks and. soils (PP'.1~20) t. ai .. hatructi .. 

in geograp~. Still fUrther, the p~sics curriculua ~(e 

reco_e_s tile use of local Raterials suell as tile wapi 4iac class, 

preparing lA::electoscope tro. al1l1li ni ua toil, aM aeasu.r1ac 

tist8ll.ces usiac strings so tla.at instruction in p~s1cs coul .. •• 

tacilitate<1 (pp.5-10)'. Siailar Aints for prepa.rUc teacll.inc­

learning aaterils tro. locallJ availa.le resources were give .. ilL 

the otaer currlculua guides; (See secondary scllo.l . currieulua 

guides for clleaistry, biology, l~es, pp. passia). However, 

o~ very tew teacaers (~) of tile tlaree sellool levels seea t. 

sAOW an attempt to produce some of tile aaterials froa local.l 

resources. There were also a few nua.er of teacllers (18".8%) wko 

seek for su.stitutes for teac~-learning Raterials froa tile 

surrounding to facilitate instruction. Revertlleless, tile (ata in 

ta.le 10 clearlJ shows that the bigllest percentace of teacllers 

(6l.~) of the acadeaic subjects in tile tlaree scaools .. epend OD 

tla.eir schools for teaching-learning aaterials rather tllan creativelJ 

and systeaaticallJ designing alternative ways of acquiring an( 

using thell in instruction. 

One of tlle Ilajor functions of teaclaing-leaI'DUt; aaterial.s is 

to create;' wi4e opportunities for teacllers to use different aethods 

ud teclmiques so that variety of presentation aM. exposure coul" 

'lte prollote4 in instruction. Consequent~, respondents were asked 
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to rate (ite. 9) the .etAods and teckaiques tke,r .ore trequent17 

use ill instructioJi'; In tllis case, tue!, alternatives DaIle17: .ore 

trequeatl.;r, ~qUeIltly, and less trequently were r;i.vea • weipt at 

3,2 ani 1 respectively so that averaces couli ie usK tor ... ],.sis'~ 

Furtllel'llore, tke follonDg criteria 01' an~sis kave iea est.il1skM: 

(.) nen tke .eo score ranees fro. 0 to 1.5, tke ratiac loss 

1'requent17 was consideree.. (i) If tke .em r~es tre. 1.i te 2.5, 
, 

tke optio. frequently was usecl ani (c) For the .eo rant;in, tre. 

2.6 t. 3, tke rating aore frequently was consiierK. Tlais is 

presente4. in taltle ~ 

Lookiag at taile 11 one discovers tkat tke .eo scores of tke 

respenses of teachers fro. the tuee sckools ill .aJar part, race 

fro. 0 to 1.5. However, the taDle also shows so ••• xceptioas. For 

exaaple, tAe .ean scores of items 1,2,3, 13 and 14 i. Ji ... tall 

ietween 1.6 ani 2.5'. The s8lle Aolts true for i teas 1,4 saG. 12 fer 

Beclelle and for items 1,2,3,4,5,12 and 13 for Mettu. Tk1s could. 

iaply tkat there was a frequent use of verialis. iR the teaek1ac 

of tke academc subjects in the tAree sckools'. h tact, • few 

nuaier of teacAers did not respond to some of tke iteJUf: ~r 

instance, 3,10 and 8 teacllers fro. tke tkree sckools respective17 

did not respoJld to the su"-item 1 (oral questions aRi answers)'. 

These teachers and "otllers who diel Rot respond to tke suisequeRt 

sui-items, when compared to those who aave responied, were very 

tew and therefore, not consiclered. Rather, the overall .esa of 

tke score of the respondents fro. tke tAree sckaols cauli s1ve a 

general picture recarding the tendency of teackers of tae 

academic suijects to use the 14 itelllizM Ilethods and techlU.ques~ 

I 

I 



METHOD5 AND TECHNIQUES 

.. Oral Qu .. tions anti .. swere 

.. Wri tten questions & answers ,. Class reviews 

'. Tryouts anti applicatioa 

• Wri tten r . .. orts 

• ~roj ects aa tl committee work 

• S . .... leMe a tarv reatlina 

• Fiel,. tri ps 

• A.eio-vi sual aids 

0 R •• eurc e v i sitors 

1 Grou .. e i8cussion 

2 Out l1nin!l 

) S1lJUlar i z in .. 

~ Prolt l e m Se lving 

KE Y 

( 1) a .. 3 ~ more frequently 

(i i ) It .. 2~requently 

:111 ) c .. 1 ~ less f r equently 

(1v ) N. R .. a o response 

~ ~ ~ 
TA B L £ 11 

THE METHODS AND TECHNIQUES USED BY TEACHERS IN I NSTRUCTION 

Jimma 5.5.5 Be tl elle 5.5.5 . 

(e) p: seorJ ~ ~ ( a ) (b ) (a ( It ) ( a ) ( k» (c) p: Searl!: 
.; • 3 2 3 2 1 z 3 2 

24 17 2 3 108 2.50 21 7 6 10 83 2 . 44 25 7 

20 .... 16 0 9 1 2 .21 1 5 24 3 2 9 6 1. 51 5 26 

10 
;..t " .. ' . 1 5 13 8 73 1.90 4 1 2 23 5 59 1. 51 7 20 

2 8 28 8 50 1.30 3 20 15 6 64 1. 68 6 10 

4 5 29 8 51 1.34 2 3 36 3 48 1.17 11 3 

3 4 30 9 47 1.26 6 8 29 1 63 1. 46 0 5 

7 9 24 6 63 1 . 57 2 7 31 4 51 1. 27 0 1 2 , 3 35 8 41 1.07 • 10 27 7 47 1. 27 0 9 

0 5 36 5 46 1. 12 4 13 22 5 60 1.5 3 0 8 

0 0 38 8 38 1 . 5 10 28 1 63 1.46 0 4 

5 8 30 3 61 1.4 1 3 7 26 8 49 1. 36 0 118 

3 9 24 10 51 1.4 1 2 12 30 0 48 1 . 09 6 115 

11 14 10 11 71 2 . 02 3 9 31 1 58 1. 31\ G 1 

13 8 18 17 . 73 1.97 5 7 20 12 49 1 . 53 4 9 

Sum - 21.98 Sum = 20 .6 2 

X a 21. 98 ~ a 20 . 6 2 

14 14 

X e 1.57 X = 1. 50 

(v) soore, example;- it em No 1 i n Jimma ( vi) X = mean 10 8 

(3x24)+( 2x17)+(lx 2) 

Score c 108 

24 +17+2 
108 2 . 50 
4 3 

(vi i) ~= Gr a na me an = 21 . 98. 

x= 1. 5 7 14 

11ett u 5 .5.5. 
• 

te ) a: X • Scor e 
1 z 

4 8 9 3 2 . 58 

6 7 73 1. 9 7 

13 4 74 1 . 8 5 

13 15 51 1 . 7 5 

27 3 66 1 . 60 

31 8 41 1.13 

26 6 50 1.31 

33 2 51 1 . 21 

30 6 4 6 1. 21 

37 3 4 5 1 . 0 1 -
21 5 5 7 1 . 46 

1 7 6 65 1 . 71. 

21 4 6 7 1 . 6 7 

19 1 2 49 1. 53 

Sume 21. 99 

X e . 21 . 99 . 

14 

~ 1 57 



aenee, as rererence to ta.le II saewa, tae ~aa( aeaa .r tae 

se.res raace .etweea 0 t. 1.5. Ta.s, e. tae wk.le, teacaers .r tae 

aeaiea1e su.~e.ts seea to ieaonstrat. a less rreqae.t .se .r 

i8p.rtaat .eta.is aa( tecADiques taat e •• li facilitate OlU'rlculllll 

i8pleaeatati... Nevertaeless, taere is a aeea t. iie.ti!7 tae 

reason ~ teae.ers teDiei to .-pl.., tae aet.Gis aU teekai,ues 

less frequellt~. Hence,respondents wa. inUeat" taeir less 

rrequeut use or tae aetaods aJIIi. teolaaiques (ta.le II - .:pti ••• ) 

waere ask" to saow tae reasons (itea 10) as preseatea ia ta.le lZ. 

As ta.le 13 presellts (crand BUaaar,r of ta.le 12) teacaers 

ef tae acaelelde su.jeets in Jiaaa, leaelle, ani Mett. seea to less 

rrequellt~ eaploy varied aet.ods aai tecADiques i. iastructie. 

i.e to lack e! tiae aa4 lack of res.~es (3?~)aai 30.~). 

T1t.a, it appears taat tAe sltortage .r aaterial reS.UNes like 

uiitioual refereace aaterials, la.oratory cheneal aU. supplies, 

statio.ery aaterials and the .. seaoe .f equipseat like projectors 

&ai sliies (ta.le 8) hal .e$ •• e •• stacies t. teacll.ere e! tao 

acdene Sll.jeots ill .8Jd..~ taeir stuieats: (1) prepare aU 

present written reports BD4 review pr •• leas tkreuck furtaer 

reatiac (2) participate in luoratory, ieaonstrati.as to aalte 

tryouts aai applications ~ us~ iieas, s.ya;ols ani !.r.ulas 

tlaey aave alreaAJ' aeen exposed t. (3) prepare eaarts (fer eXilaple 

a flow eaart saowiDg tao life cycle .! tape wora i:a a..loU, 

taale caart saewing tlte foraatio. o! a.uataias ay aeaas .! 

'Yelcanoes - u ~eoE1'apla;r t 8.Di. etc.), .... (4) aai aaie teacaers 

taeaselvea Ulla.le to use ~rereDt teckaiquea suca as audi.­

rlsual aiis (rila allows, slid. shows etc.) in ilLstructiea. 
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TAB L E 12 
REASONS FOR THE LESS FREQUENT USE OF METHODS 

AND TEACHmIQUES IN INSTRUCTION 

~ JiDlllla .. - Rede"l:te 4> 

'M ~ - ~ 
4> 'M +> III III III +> 

Metaods anQ ~ ~ 0 4> I=l 
'H ~ 'H() 'H 0 'H 
0 ;g .!.f~ 'H o~ 0 A 0 

Techniques 4> 0 .!.f~ til 
.!.f 

l~ 
f.i .!.fO 4> .!.f 

() ()W .!.f ()CIl ~ll f.i () 

~ eIIt> :: (). ell 4> ell 
Hf.i ell Hf.i Hal 0 H 

""' 
,.... H lZi 

--- () --- --- ~ ~ 
,.... ,.... 

ell ~ -,...,t " .. ,ell ~ ~ '-' '-' '-' :.,; ~ 

1.~e~Hes1;l.ons and. ' 2 0 " 0,' 0 1 0 o. 5 0 

2 'tlritten 11 11 2 3 0 ' 11 2 0 0 1 1 
:>; r.1 """ ,..",.; .,..,0 . 2 1 2 8 10 11 2 0 4 
4. ~'ryou'[;s ana app.uca1aon 

7 4 0 17 3 5 7 3 6 
). wrl.'t't en r epor'ts , 

8 5 6 10 17 11 3 5 12 
b . ~~~ec'ts and. 'colllllU't'tee 12 7 5 6 14 10 3 2 12 

7. Supplementary reading 5 8 2 9 20 5 4 2 11 

'8. Field trips 15 16 4 0 9 11 6 1 15 

9. Audio-vi sual aids 12 21 1 2 7 9 5 1 17 

1-1- 0 • Resource visitors 17 13 5 3 13 7 6 2 18 

.... 1. Group disscussion 10 16 3 1 10 12 3 1 7 
2. Outlining 6 8 2 8 9 11 7 3 3 

,3. Summari zing 3 22 4 1 14 8 6 3 5 
4 . Problem solving 7 5 4 2 66 4 3 7 7 

Total 1;1 08 ",09 8 78 1-35 1 04- 55 36 tl18 
.' , , 

TAB L E 13 
GriAii'D SUJ.iHfu1.Y OF TABLE 11' . 

. Reasons Jimma Bede11e Mettu 

(a) Lack of t ime 108 135 118 

(b) Lack of resources 109 104 80 

(c) Lack of skill 38 55 37 

Cd) No response 78 36 66 

Total 325 330 301 

Bettu 

~ ~ 
'H~ 0 

'H ~ ;~ 0 
G) 

, f.i 

~~ 0 
~ lZi ,.... 

:;- ,.... .. 
() '-' 

0 2 2 

3 0 2 
2 2 5 
1 3 3 
7 5 3 
7 012 

5 4 7 I 
13 2 3 

5 3 5 I 
14 2 3 I 

6 5 5 i 
8 4 2 I 
7 2 7 , 

23 3 7 I 
80 38 p6 , 

Total % --
361 37.8 
293 30.6 
122 12.8 
180 18 . 8 
956 "loo 
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hrt.er, it seeas t.at, as ollservatie.s .ave s.en, t.e _albess 

et t.e classes aaa allsence ot larseroeas ia t.e taree scaeels 

.... aaae teacaers unallle to eaplo;r sue. aet.ou aa CHlllt tiscussieas, 

projects aai co..tttee works ·so taat Tarie~ cewla II. alae( t. 

t.eir alV tH.BiT presentations'. Still turt.er, it appears taat 

teacaers lack et tiae eitaer 'au. t. t.eir preoccapatie • .., 

".iJlistrative activities like Jlsilltaiai:ac orier ill tae scaoel. 

cateleriziac stuients so tllat t.e,y eeula lie processe& 117 ta. 

a&aiDistratiw •• aclliner,r or to COTer t.e prescrillei aaterial ter tae 

7ear au aue t.e. wu.1I1e to eaple7 ne. Iletlloas saa tecllaiques aa 

tiela trips .. a resource visitors. A tew nUIIller et resp .. deats 

(12.8%) iaiicate( t.at t.e,r lack t.e skill ia uaiac t.e aetacas 

saa tecAaiques waere as 18.8% did .et responi te soae of tae iteas. 

T.ese teac.ers were not considerei siaee t.e,r were tew ia auJllIe~~ 

Taus, tile iaportant tlli~ learned troa t.e iata i. tallle l} is 

t.at lIet. lack ef tille aDd lack ot resources are t.e aajor reasons 

wll7 teacllers fail to eaploy varied aetaods ana tecAaiques ill t.e 

teaclling ot tae acadeaic susjects. 

As a sullstitute for lack of resources in se.ools t.e coaaunity 
l. 

ill wllic. tile sc.ool is apart could Ilelp as allunaaat reseurces for 

teacllers. Professional persons like aoctors could aake a talk te 

classes ia lIidogy, cheJlistr,r, physics ,and etc., illiustrial 

establisuents like factories wi tlti. a reasonalt1e distance coul. 

II. v:i.si tea lIy students to see at first Iloa. tae applieatie. et 

ama;r of t.e sulljects t:tle,r have studiea, profess10.al illatitut10ns 

like eo11el.s coula prov:i.de llelp ia lIerrowing aaterials like 

I 

.J 
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reference ~ooks 8Ai journals, aat caa eve. hel, to ie ... strate the 

aJplicatio. of school suijects in real lite situatioas like . eiiciDe, 

aealth aai acriculture ani governae.tal esta~lisAaeats like 

Muaicipal aceacies could help teacaers use locall t o .. 4&11s aai 

otaer ceaters of ,overnaent. To ~eaefit .ore ire. suea co-.uait;y 

resources teacaers are requirei to ia"~lve iD tae life of the 

coaauait;y si.ee such involve. ent o. tae onehana hel:ps tae. t. 

prepare alist of the type, and place waere the resources are foUDA 

sai on the other .and help teachers to acquaint the.selves witk 

tae coaauai ty tor an ease and conviaieat use of the resources'. Oa 

account of tAis, anot~er question was presented t. teacaers ia tae 

taree scaoo1s (ite. 11) &0 taat taey could indicate waetaer or 

. ot taey participate in comRUDity activities. Tai1e 14 presents 

tAis. 

T A :B L E 14 
TEACHERS INVOLVEMENT IN COMMUNITY 

ACTIVITIES 

Types of Iavo1vement Jirma l ejelle 

a) Youta or&aDizatioDS 8 3 
i) Wo~. associations 0 0 
c) Ke~e1e activities 11 ; 

j) Teacaers associatioBS 14 5 
e) Literacy activities 14 4 
f) No res'Ooase 0 2q 

Total 46 R4 

Mett. Total ~ 

5 1i 12 
0 0 0 

5 1q 14 
11 ;0 22 

2 20 15 
21 c;o 7,7 

44 134 100 

AccoriillC to tae iata iD tai1e 14 tae . ajorit;y ot teacaers 

ia tae taree schools show a consi4erai1e rate of l avo1ve.eat (G~) 

ia tae coaaulli ty. Only 37% of the total r espoajents ... ot 

I 

I 
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participate i. tae collllWlity. It is .turtller o\servH rr.. tae ta\le 

tllat tae 1aipest rate ot coaaunit:T iavelve.eat is no. ~ teacllera 

tro. Jt.aa. Suell 1aipest rate ot participatio. ot teacller. ia tae 

co..uaity ot ur\aa areas like JiJlaa, o. tlle elle ll .... seea8 t. 

~eaoastrate tlle tact tllat tlle preseace .t larr;" .1IIl\er ot c • ..mty 

orc8llizatio .. i. tlle cities calls t.r,a viLe partid.pati •• ~ 

teacaers ...... tae other, indicates tae participatio. ot teacaers 

ia .ore tllu €I.e CG-.unity activities at a tiIle. Tae illportaat 

questiGn to \e asked., kowever, is taat "WAat ustruetio.al iellefits 

are accruea t. teachers tro. sucll co..uiity involveaeat?D 

Responaents vere asked. to indicate (itea 12) t:ae ienefits as allen 

ia taDle 15. 

TAB L E 15 

INSTRUCTIONAL :BENEFITS ARISIN~ FROM TEACHERS' 

INVOLVEMENT IN COMMUNITY ACTIVITIES 

Instructioaal \enefits JiJlaa Beaelle Mettl!. 
a) Usi~ coaawd ty resources 

(like auaaa, aaterial and. 
1 tactll ties) tor instruct- 2 3 

iGaal 'Durooses 
\) Co~catiag students 

nro\leas to narents 12 S 5 
c) ProaotiJi( school 

9 9 co..unitY relations 6 

a) Learning aiaiJlistrative 
B 5 4 skills 

e) No resnonse 10 22 25 
Total 46 44 44-

'l!ata1 ~ 

i 5 

215 lq 

24 18 

22 li 
57 43 

134 100 

TaJle 15 noli's that community participation is view .. ~ 

teacaens, as a whole, either as a aeaas : to commURicate studeata' 

pro.leas to parents (~), to pro.ote sCRool - co .. URity relatio .. 

I f 

I 
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(11%), or as 8.Jl opportuBi ty to leara a"histrati Te akl.lls (16%). 

4'-' ot tke respondents 4i~ not indicate tke Denetits as require4. 

~ 5% ot tke respondents seea to De Dueticieries ia uhC 

co..wU ty resources to tile ad.vantace .t iastructioa. Iff tb .tller 

kail, oDservatioas kave skoWRtkat teackers ia tke taree sckools 

kaTe a wi~e opportuni t;y in usiD& coaaui t;y resnrces anilaDle ia 

tkeir surroundiac to tacilitate tke teackin, ot tke acaie~c 

suDjects. For example~teac.ers in Jiaaa coul~ kave use4: (1) tke 

Jiaaa Healtk College to Dorrow a4iiti.aal refereace naterials ia 

tke sciences, (2) resource people in tile colle,e (Doctors, 

laDoratory tecknicians, etc.) as lUest speakers to ienoutrate 

tke application Qf-tAe Natural Science in Ilealtk ani neiiciD.e, 

ani. even t. let aanutactured teaclLillC aib like tIe a"el ot tIe 

kuaan DOq aU. etc., ani (3) tlle M8.Jlucipal kalls ani tke ci t;y 

aeusua for fila shows and d.ellonstratiou respecti Te~. In like 

nam:l.er, Be4elle teachers could llave use4 tile Maaueipal equipneat 

like projectors, sliies and the cinena Ilall, ani tile .e~elle 

Beer Factory wAiCA is very close t. tae scllool as a leara1ac 

center for stuAents tArougll oDserviac tIe naclLineries, equipneat 

ot tke electric power systel1 - pull" tron a ,eo~aplLically 

iistant place (Gilgel GhiDe) and tIe raw naterials use4 ia tke 

tactory to produce Beer. Furtheraore, Mettu teackers coul~ kave 

US" tAe Mettu Agricultural Extensioa Center wlLicll is witlLin tke 

iaaediate vicinity of tke school t. teack soil types ani tke 

correspol1tiq; seedlings they grow (,eo;rap:lyl,tke eftect ot 

fertilizers ia ,rowing tke seeG.liqs - "lLick kelps to ieaoastrate 

tke application ot cheaistry in DoostiBi producti.a, ani 
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resource people ia tke center as cuest speakers 'uriac t~ teack1ac 

ot ce.~aplQ-, .iolog;r,aa ckeaistr,r. ~aer, tao IIU1lc1~1Il.1t:r ot 

tae tOWR, tke Sore 1Q-4ro-electric pover statioa, ... tao ;"aro tea 

~l .. tati.. ce1l1' aave .eea USK tor siII11ar t.stractinal PlU'l'osea 

aeatioae' tor Jt.aa BD4 Beiell~~ Suoa.. att~t ~ teacaera to 

a.ri.us~ i .... tit:T resources ill ta. surroundin& cGIIIIlDIi t:r a' usi we 
taea ia t.stract1oa at one eai ael~. to vitalize tke currieul .. 

alii. teaclliac aetkoi's, give ieptk ot aemac te t.straotioa, alii. 

at tae otker ea' proaotes tae resoQrGe~ess ot teaekers 1a 

proviiiwe ilreet as well as vicarious lea.ra1Jlc experieaces tor tke 

leamers. 

Taeretore, ualike tke exp1anatiou fer tlD.e opportui ties 

prevailiac ia tke surroundiUC of tke taree sckools te use co..uai t:r 

resources, it coul ... e asswaM tkat, tke~ teackers coasi"era.~ 

iavolve 1a tke lite of the co..uDit:r (see ta.le 14), teacaera 

eitker faile' to aake aiequate effo~s t. use coaauait:r resources, 

lack tke aecessary protessional c08petenco (creative iieatiticatiea 

of co..uni. t:r resources tu.t coulci. .e usei to bcili tate iastruetioa) I 

or lack self iai tiation h exploit tae coaauni ty to tke aavantace 

ot effective curriculua iap1ellentatioa. Partieipatioa ia co..waity 

activities Dy teackers II~ even CO to tke extent ot atfectiac 

instructioa in sckools'. To assess tllis state of affaire, teachers 

were askei to indicate tao effects of suca participatioa (itell 13) 

en instruction. TlIis is presente.. in ta.10 16. 
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T: A :Jl L R, li 

NmATIVE EFFECTS ARISING FROM HACHERS 

PARTICIPATION IN COMMUNITY ACTIVIT:rr.s, 

NeratiTe ettAet- Jiua ~elle Mett. 

a) Taki ac tiae, widela 
it etlaerwise, eGul~ 
ae 118" ia ,I.nphC 
iutrutiea 2 ~ 3 

a) Sllares teacllers 
tiae wllicll cauli 
~e US" ia assist-
.:&2: tB 4 !) , ~ 

e) Results ia suiien 
aaseatis. 0 1 4 

i) U1 ot tile aaove 12 ? 5 
e) No res'Oease 28 ~1 29 

Total 4G 44 44 

!rOtal ~ 

• i 

9 ? 

S 4 
24 11 
sa i5 
1~ 100 

- " 

Accorii-c ta tlae uta in t .... le li, tile aa,)Grity .t teacllers 

(65%) iii .. t iaiicate tile negative etfects arisiag frea teaclaers 

participati.a ia tile co..uJli. ty. TIlese Gategor;r et teacllers 

coull ei tiler ae tllose wAO "0 not sllow ~ participatiea ia ceJUNai ty 

activities (see taale 14) or tllose teacllers wlao Tiew sucll a 

participati.a oaly as a via aedia ot proaotin, sellool - c ... uaity 

relatioas ui learning leaderslt.ip sldlls tor future selt 

pro.onoa (see taale 15). TIle rest ot tile resp.Heats 05%) have 

iaiieatei tllat teacllers participati.a ia tile co..uaity eitller 

takes teacllers' tiae in : p1anniac iastructioa, ia assistiac 

stuieats, aakes teacllers aDsent froa classes or results ia all et 

tllese. Hence, it couli ae iapliell tllat teacllers' tiae ia 

plaani-C iastruction, tllat is, ia seleet~ ani strueturi-c tlle 

iutrllllelltal cct.tents, in selectiac alli preparilll teaclt.iac-

learni-c aaterials like audio-visual aiis, in iesipi-c 
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appropriate activities like ~up aU uiivitual tasks a t 

assipaeats is vaste( It,. suclt. partidpatieu. J'urtlt.el'llore, 

teaclt.ers participation i.a tlt.e co..-ui t,. seeas te aiaillbe tlt.e 

¢ .... ce tuctiea ot teaclt.ers ia selt.ools ant aakes tlt.ea aiss 

classes, tor exa.ple, u suclt. lasea vlt.ea tlt.e aass e1'Eaaizatie .. 

oall ~oat aeetillCs to screell out particip .. ts u tlt.e aatieaal 

eall ... i. suelt. cases wkea tlt.e teaclt.ers ta..selves serTe .. 

lUarts .uriq ai,lt.ts and. tlt.us lte altseat troa tlt.eir replar 

.. uties tlt.e tollowillC "tq. Eventual~, teacllers participatie. h 

tlt.e co.auait,. ap,ears to Ilave a coasi"eraltle ettect oa iastructioa 

vaielt. it slt.e~" aot Ilave. 

OIle ot tile aost iapQrtB.D.t protessioJlal ullcatio .. tllat 

teaclt.ers slloul. ~ill is provisioa tor conceras ot tlt.e 

1earaers. Tlt.1s, as Jolt.Jlsan, in tile "escriptioa ot Ais aMel t 

~,est8, aarks tile quality of teacllers perfol'llB.D.ces B.D." tlt.erefore, 

tlt.e effectiveaess of instruction. Ia tAis cODllectioa, teaclt.ers 

ia tile tlt.ree sclt.ools were asked to inticate tile vays tlt.ey use te 

provi"e tor iatividual tiUerence aaoq studeats (itea 14). 

Tlt.is is c1ear~ sAOWll in ta'a1e 17 as fellows. 

• 

T A :a, L E 17 
WAYS USED BY TEACHERS TO PROVIDE FOR INDIVIDUAL 

DIFFERENCES 

Ways Jimaa Je .... elle Metta Total 
a) ReDeiial illstructioR 4 2 '5 11 
It) Illdivi'ual consultatp 

ioa ~ ~ ? 9 
c) DiffentiatiDe.: tasks ? ? 10 24 
.) Inforaal a'vice an4 

eacouraa:eaent 28 28 21 ?S 

e) N. resnOJlse 6 4 5 15 

Total 46 44- 44 134 

% 

I 

? 

18 

S. 

11 

100 
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Aocoriiq te tlle a'eove taDle, tlle a&jori t;r ot teacllers ia tile 

tllree sclloola '56%) see. to use iatoraa1 w~s te provile tor 

iaU vU.ua1 Utterences aaoDC tile learaers. III tact, iatoraal 

uviee ul eacouraceaent in tlle tora ot praise ~ rewara coul, 

to soae e-neat, preaote selt ilIitiatioa DOq stu4eats. lat, it 

wo~~ .e .. wise tor instructors to consiler iatora&! w87a as tlle 

o~ approaell to proviie tor co~ceras ot .tlle learaera. Tll~, 

tllere is a aeol to see Ufterences aaoq stu4ents &ai to Uac-ose 

tlleir learaiq Uftioulties throUCll iaUvidual consulatatioas 

Uffereatiatiq ta..aks anl activities (croupi~, tile learaers oa tlle 

.asis ot tlleir a'eilities) and proviUq reaedial treataeats so tllat 

taey (iastruotors) coulli Rake contiaious tollow ups to assist 

tlle learaera. Only a tew nua.er ot teacllers (1%, '7%, 18%) eaploy 

eitller re.elia1 instructieR, indiviiual oonsultatioa, or task 

Ufferentiati.a respectively. TAe l~ lii not asko ~ reapORse. 

Tllese teacllers couli 'ee eitller soae ot taose wllo lack tiae iue to 

taeir preoccupation .y noa instructiORal activities (see ta.le 16) 

or tllose wIlo io aot botller the.selves witll tlle learRiac iitticult­

ies of stulieats. In one way or tlle otaer, tlle iata 1a ta.le 17 

clearly !aiieates taat informal approaelles are tile .ajor wSJ's 

eaploya«. .y teacllers ot tlle tkree scllools to proTtie tor concerns 

ot tlle learaers. Tllis condition, as ~ oae co~i ia~e, 

aipt pro.ote inetticiency ot stud.ents learniRg ani, tlleretere, 

iaeftective eurriculua 1aplementatioa .y teacllers. 

3.2. Report. Analysis. and Iaterpreation ot ~ata Colleetel 
TllrougA Observatious ani Iaterviews 

It is clear taat as tllere are iniiviflual iittereaces DOne 

stuaents, tllere are indivudual iitterences aao~c teacllers as well. 
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Y.r exa.ple, s.ae teacaers a~ tiat it Litficult t. aotivate 

reluct aRt learaers iy usiDc dittereat activities witata tae clase­

r •• a, waere as otlaer teacaers cQula fin a8.DiY tAi~s wkica tae,-

CaR ao witAia tae classroom that will ie of soae llelp~ Still, 

.taer teacaers a~ aave respect ter tae suiject ta~ are teacllj., 

.... for tae pupil taey are teacAiJac, iut a~ tail t. ,. eut .r 
taeir ~ t. fina. out more about tae learners aaa t. use examples 

taat will ie of interest to thea. Still turtaer, soae teacaers a~ 

lUke taeir suiject intrinsically illterestinc to all tae stuaents 'w.T 

~ t ... a exciteaent tarouga ,aaes (example, coatests ill 

aasweriag questions or solviDc proileas), story-telliac trea tae 

Aistory or taeir subjeot, fiela. trips te places waere tlleir 

suiject is lIei~ applied, and other activities. Heace, tkis 

ar~ent seeas to eniorse the stateaeat tlaat taoucA teacaers a~ 

ie similar ia tlae grade level the,- teacla, in tAeir acsaemie 

certificatba, ana. others, they coula Liffer in waat tlley actually 

a. ia the classrooa, that is, in tlaeir style ot less.a presentatioa 

(ia introauci~, in d.ealing wi til iaeas auG. concepts .t tlle leSSOR, 

ill aanner ot usin, the chal.k Doara, etc.), in watc~ tlae teeliUCB" 

~pJle.terences of tne students duriaC instructi •• , ia usiac 

varied teacatnr;-learDing activities so taat students CaB aaster 

wlaat they learn (questions and answers, arills, tryouts, uscussiens, 

take aoae tasks, ,roup or individual projects ,earea to tae 

applieatioR .t schoal. le~ in real lite situaU.JlS, etc.) aU. 

ill _nag:; DC taeir class properly (watclliag stuaeats leaI'lliac, 

proa.t:i.q .rier, coafort, cleanliness, etc )!; 
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Oae of tile purposes of tAis stu4, tllerefore, "as to aalto 

at tile spot oiservatiollSof( teacllers perforlumoes i. tae elu8l:'OOa 

ad i.ter'fie" tae eoncernea iniivU.uals so taat :. (a) tao 

proeKures ... teeJmiques that teaeaers eaplo:r iuriq iastructi .. 

couli ie evaluated, (i) aitferences ietween teaeaers ia eapl~ 

tae teaela1ac teelaaiques could ie iieatiti~ to trive soa. 

1aplieatio.s (iater aM. intra crde level), aU. (.) tae over.u 

reaction ot tile stuAeats to tlae instruetional procr ... e of tae 

aeaieaic suijects eeuli ie identitie... Henee, as 8ee. 1. liae 

wita tae respoasiiilities of teaclaers ot tae aeaieaie suijects 

in tae sea1ar secoadar,y schools ot Ill.iaior ta tacilitate 

iastruetio., tile _ajar factors oiservei iuriac iastrRctio. are 
.- . 

present ... 1. tailes 18,l9, ana 20 tor aaal;rsis tocetaer wita 

iaportut issues raised iuring interviews i. tae fora ot a 

aeaUnc sa .. aa outline followed. 'b:r i.terpretatio.s ia relatio. to 

literature i. tae field of curriculua sa" instruct10.. Furtlleraore, 

tae Chi-square ualysis and interpretatioa of tlae .. ata colleet ... 

tllrou;a oiservat10D is presented in section 3.2.5. 
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TA:JlLE 1_ 

STATSTICAL SUMMARY OF CLASSROOM OBSERVATION AT JI~lliA S.S.S • 

- Diploma teachers of Grace 
Teaching techniques Grace 9 

f--
• 

III 0 • • • • .c ..-< e >0 
.c: "'..., o tJ .., 
!l ~ ,'!! :ii f. 0. 

Has a I'lan 1 1 0 1 1 0 

Prov1ces introduction 0 1 0 1 0 1 

Outlines main iaeas 0 1 1 o 1 1 

Connec ts wi th the presv10us 0 o 1 1 1 0 

Def1nes main ice.,. & conceJOts 0 1 1 o 0 0 

G1ves aotes 0 o 0 1 1 0 

Uses chalk looarc 1 o 1 1 1 1 

Gives exam~les & illustrat io •• 1 o 0 o 0 0 

Uses al'prol'riate meeia 1 1 1 1 0 0 

Asks .questions properly 1 1 0 1 1 1 

Hancles responses )1Irol'ert v 0 o 1 o 1 1 

Provices feecback 1 1 1 o 0 1 

Gives I'ractice dril l s 0 1 0 o 1 1 

Gives take home tasks 0 1 0 1 0 0 

A~p11es ~roper classr oom mana.e 1 o 0 o 1 0 

Calculation of x 
2 2 

x -~.!.l­
E 

2 

x 

o 
E 

7+9+7+8+9+7+ 7+8 
~ 

- Chi - Square 

- O.s ervec value 

a Expectec value 

• • ..., ., rl 
!II 0 If 
.... tJ ..., 
:c t!l ~ 

1 0 5 

o 0 3 

o 1 5 

o 1 4 

1 0 3 

1 1 4 

o 1 6 

1 0 2 

o 1 5 

o 1 6 

o 0 3 

1 1 6 

1 0 ' 4 
I o 1 3 

1 0 3 , 
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Deploma teacher s of 

Grace 10 

III • 
'" 0 • • • M 

• ~ .c rl e • ..., 
'" '" .a '" ..., 0 '" >- <IJ 0 ..., 

~ .!i ~ ili e 5: .... '" 0 
:c t!l Eo< 

1 0 1 1 1 1 1 1 6 

0 1 0 o 0 0 1 1 3 

0 0 0 o 1 1 1 0 3 

0 0 1 o 1 (1 0 0 3 

1 0 1 1 1 0 1 1 6 

0 0 0 o 0 1 1 0 2 

1 1 1 1 1 0 1 0 6 

0 0 1 o 0 0 0 1 ~ 
<. 

0 1 0 o 1 1 1 1 5 

0 1 0 '1 0 1 6 1 4 

0 1 0 1 0 0 0 0 2 

1 1 0 1 0 0 0 0 3 

1 0 1 o 1 1 1 1 6 

0 0 1 1 1 0 1 0 4 

0 1 0 o 0 1 0 1 4 

5+7+8+7+8+8+·. 8+8 ' .. 58 

c The number of colummns 

R = the number of r aws 

Df = «egree of fr eedom 

= (C-1) (R-l) 

= (15- 1) (8- 1) 

= =~§= 

Deqree teachers of 

Gr~de 11 
• • • 

III 0 '" • .c..-< '" • 
• '" ..., 0 .c • ..., 

.c c: !lS .r! U >- III 

~ OJ :>: Ol .c .... 
0. :c 

1 all o 1 0 

0 111 o 0 0 

1 000 1 0 0 

0 111 o 1 1 

0 001 1 1 0 

1 1 1 0 1 0 1 

1 o 1 1 o 1 1 

0 o 0 1 1 0 0 

1 100 o 1 0 

'1 111 o 1 1 

0 o 0 1 o 0 1 

1 o 1 1 o 1 0 

0 o 1 1 1 1 1 

0 111 1 0 0 

0 1 0 0 1 1 0 

7+7+9+11+7+9+6+5 

• ..-< 

'" Ir 
0 , ' 
'" 

, . 
t!l r ' 

0 4 

0 -
1 

, 
" 

1 6 

0 3 

1 6 

0 5 

0 ~ 

1 ~ 

0 6 

0 .. 

0 ~ 

0 ~ 

1 < .. 

0 3 

6 '1 
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"ru.43 

Exp - 0.52 

Jbaa Di.:.1 ... ; x2 

_rde 10 

Exp. - G.51 

Jiaaa Dep-ee; x2 

~rde 11 

Exp. - 0.51 

.' 
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_ (l-o$~2)2 o. • (~)2 + «0-0~~2)2 -+ ••• + (1-o~~2)2 + (O-O~~2)2 
~ o. o. b. 

- a~44 + 0.44 + 0.52+ ••• +0.44 + 0.52 

- (0.44 x .2) + (0.52 X 51) 

- ~Z'a* Cale~ated Value 

2 2 2 2 
- (1;:O.~) • «O;:O.~) + ... + (O~~) + (W) 

- (0'.56 x 51) + (0.48 x 62) 

- ~&~~ Caleulat ... Value 

- (l-O'~1)2 + (0-0511)2 + ••• + o. o. (OOO~11)2 + (0-0$11)2 . o. 

- (0.47 x 61) + (-.51 X 59) 

- ~aZ! Calculated Value 
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TAB L E 19 

STATISTICAL SUMMARY OF CLASSROOM OBSERVATIONS AT BEDELLE S.S .S. 

tr'Miii'e-g "{;eaC.Ilers of 1J.)~PJ.0i~".:¥~'i~hers of lJegr~e_~earljlers of 
• • • • • • (/)0 • •• ~ 

(/) 0 • • 4- • r-I (/) 0 • • • • . .. r-I III • ~ hIJ • ,.£1 r-I .. . .... , bD as • • .fil..-l!!! .~ bD 

3 ,~o ~.t> (/) 0 .p 

~n 
0 ~ ~ (/) 0 .p -=bD~ O V ~,~ 0 

qS ·d t3 P-i iH (~ , ~ 'M .<ll . i:l v 0 t1 as 'M .d V 
::'::P'l P'l o .1l. r.!J [;< ~ :Z P'lO p... ~~ r.!J 

Has a plan 8 1 1 0 1 1 o 1 6 1 o 1 0 1 1 1 1 6 1 1 110 o 1 0 
~Provi.es introduction 0 00 0 1 0 1 0 2 0 o 1 0 1 0 0 0 2 o 1 o 0 1 1 0 ° Outlines main i Qeas 0 o 1 1 o 1 1 0 4 0 o 1 0 0: .0 0 0 1 1 1 o 1 0 o 1 1 

Connects with the previous 1 lO 0 1 1 o 0 5 1 1 0 0 o 0 0 1 3 1 0 1 1 0 o 0 0 

Defines main ideas & concepts 0 1 1 1 1 0 o 1 6 1 o 1 1 1 1 1 1 7 o 0 o 0 1 1 1 0 

~ives notes 1 1 1 1 o 0 1 1 6 0 1 1 0 o 1 1 0 4 o 1 o 1 0 1 1 1 

Uses Caalk .oard 0 1 0 0 1 0 o 0 3 1 1 1 1 1 0 0 0 '5 1 0 o 0 1 o 0 0 

~ives exaaples & illustrations 0 00 1 1 0 1 1 5 1 o 0 1 o 1 1 0 4 o 0 1 0 1 o 0 0 

Uses appropriate aedia 0 1 1 1 o 1 1 0 6 0 1 0 0 1 0 1 1 4 1 0 o 1 0 1 1 0 

Asks auestions properly 1 1 0 1 00 1 0 5 ° 1 1 0 1 1 1 1 6 o 1 1 1 1 1 1 1 

Handles responses properlv 0 00 1 1 0 1 0 3 ° 00 0 o 1 0 0 1 o 0 o 1 0 o 1 0 

Provi.es feed back 1 1 0 0 1 0 1 0 4 1 1 0 1 o 1 0 1 5 o 1 o 1 0 o 1 0 

~ives practice drills 1 o 1 1 o 1 1 1 7 ° 1 1 0 1 0 1 0 4 1 1 1 1 1 o 0 0 

~ives Aoae take tasks 1 o 1 1 1 0 1 1 7 1 1 1 0 o 0 0 1 5 1 1 1 0 0 1 1 1 

Applies pro~er classroom man~t·~ 0 1 0 0 o 1 o 0 2 1 00 1 1 1 0 1 5 1 0 1 1 0 o 0 1 

6 97 9 9 6 11 7 · b3 8 89 6 88 7 8 62 88 7X> 6 6 7 5 
-- . - - - - - - -

r-I as 
.p 
0 

[;< 

5 -
3 
5 
3 
3 
5 
2 

2 
4 

7 
2 

3 
5 
5 
4 

58· 
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"'e11e Di~le.a : x2 _ (~~2 + (l-of;~2 + ... + (~2 
~ 0. ,1 o;bI 

lI1'de 9 

Ez.p. -0.61 - (0 •• 1 x 47) + (0.25 x 73) 

- ~a2~ Calculated Value 

:JM.elle Di~lo .. ; x2 - (loe~2)2 + (ooe~~2)2 + ••• + (O;O~~2)2 + (l;OJ~2)2 

~rde 10 

Exp. - 0.52 - (O~44 x 82) + (0.52 x 58) 

- 2Z.~ Calculated Value 

:JM.elle .ec;ree: x!!- 2 2 2 2 
- (l-o~~2) + (1-O~~2) + ••• + (ogo5~2) + (1-0~2) 

6. o. . o. 
Qrdell 

Ex». - 0.52 - (0.52 x 51) + (0.48 x 62) 

- 62.24 Calculated Value •• 1::-
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TAB. L E 20 

- - - - _. -STATISTICAL SUMMARY OF CLASSROOM OBSJ.:;RVA'l'ION OP HETTU S . S . S 

Grade q (Diplolll) Grade 10 (Diplom) irade 11 (Degree -
• • • • • • ';;! ';;! (/l0- .0 • 

Teacldng Techniques O'l o. •• ';;! Ul o • • bO 
...... ri.·.pbO • '.d ,.-t s· • bO • • .Ill ri El t· ·.p 

.p ! l~ o Q) ~ .j.> 
0 .j.> 

~l 
.j.> 0 Q) ~ Ul 0 .p Ii ,.j.> 0 Q)i Ul 0 Q) 0 

nI ·M.... iE Q) 0 .M.d . Ul Q) 0 nI 'M .d iE 
'il::::: ~ O 0 1:-1 ~ o ;.;:j 0 1:-1 ;aM 0 0 1:-1 

-
Ha s a p lan II I 1 1 1 o 1 7 1 o 1 010 1 1 '5 1 1 01111 0 6 
Provid es introduction 01 1 110 o 1 5 1 o 1 0 10 1 1 5 1 1 o 1 1 1 1 0 6 

--
Outlines llain ideas o 100 01 o 0 2 1 o 1 0 1 1 1 0 5 o 0 101 o 1 1 4 

Connec ts wi t a the previous - 11'111 1 1 8 0 o 1 1 1 1 0 1 5 1 1 1 1 0 1 1 1 7 
Defines . ain ideas and concepts 010011 1 0 4 0 1 0 0 00 0 0 1 1 0 000 o 1 0 2 

Gi_yes notes 11101010 Ij 11 0 1 1 1 1 0 0 5 1 0 1 1 1 o 0 1 5 
Us e s ckalka oard 10001111 '5 10 00 0 00 0 1 1 o 1 010 1 1 0 4 

Gives examples and illustrations 1 o a a 1 , o 0 ~ 10 1 0 1 1 1 1 1 6i 00 III o 0 1 4 

Us e s appronriate lIedia 00111011 <; 11 01 1 o 1 1 1 6 1 1 011 o 1 1 7 
"",lroo Questions properly 01110110 Ij 11 1 0 1 1 0 1 1 6 1 1 III 1 1 0 7 
Ha:a4les reSl>onses nroner1v o 1 1 0 o 010 3 10 00 0 1 0 1 1 3 00 110 o 1 0 3 
Provid.es f e ed back 0 010 o 1 1 0 ? o 1 0 1 1 0 1 1 5 o 1 III 1 0 0 5 
Gi v e s nractice drills 11101111 ? 10 1 1 00 0 1 0 1 4 1 1 III o 1 1 7 
~V~8otake~.O.e tasks 1 011 10 1 0 '5 1 o 1 1 1 1 1 1 7 1 1 1 1 0 1 0 1 6 

Appl i es proper classroolll aa£t. 0 010 o 0 1 1 ? 11 1 0 0 1 1 1 1 6 1 1 110 o 1 1 6 

7+ 9+lli6H0t9+llt7 70 8+ 6+-8+ 7+11110 70 ~ Of1otlOr13t9f 7 +11 f8 7 8 
L.-.---~------~ _~-
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Mettu 1Ii:ple •• : ~ ( 22 2 
- 1~~) + (l.X<>~~) + ... + (1X<>~~) 

~ra"e 9 

Exp. - 0.58 - (0.30 x 70) + (0.58 x 50) 

- ~ Calculated Value 

Mettu Dip1 •• a: x2 _ (l-O~)2 + (0-0~)2 + ... + (l-O~)2 o. o. . o. 
~ue 10 

Ex.p. - 0.58 - (0.30 x 70) + (0.58 x 50) 

-21+29 

- ~ Calculate" Value 

Mettu Decree: x2 . 2 22 , 2 
(1~~65) + (1-0~65) + (~65) + ••• + (lgo,;5) o. 5 0.5 o. 5 • 

iruell 

Exp. - 0.65 - (0.19 x 7!) + (0.65 x 42) 

- 42.12 Calew.atri .alue 
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3.2a'. Students Enteri¥ Characteristics 

(a) Teacller's oDservations ana c ... eats 

(i) Tae a&jority o! stuaeats Ilave less iaterest u. 

learniDg tile acadellic suDjeets clue t. lack o! co .. aM 

o! the aHi'WI o! instruction (~lisll) .... lack .r 
pre-requiBi. te knowlrigeu. the prevbus crues. 

(ii) Teacllers insist that larce classes ani teac&iac loaia 

Ilave prevented thea tNa Ilelpl.nc tile le~ers i. tile 

instructioD. of the acaaeaic suijects'. 

(D) Stu-.e.ts attitudes and !eeliy:s 

(i) Stu~ents lack lIotivati •• i. learniac tile acaaellic 

subject5~ For exa.ple, tile,- dislike t. atted 

pllysics, aataellatic., cllelli str;y, ana En€;lisll classes 

iecause these subjects are hard an ••• t clear t. tllea. 

Tlae entering characteristics (Dellav:i.our) refers to tile k::i.d 

of tlli~s (attituaes, feelings, aptitu&es, lIaturity level, etc.) 

tllat tile stucients iring wi til thell t. tile instrnctional si tuatio:«~ 

A.s explioitly put by Shulman (1970) "tile kinci of enteriq 

cllaracteristics of the learners greatly cleteraines stuients learninc 

of a suDject lIatter, the amount aai type of instructio. ana tile 

ll8.ture of tile instrnctional sequence" (pp'.62-63). TIlis is to 

aeaa taat aII0~ other tkincs, the learners level of pllysical and 

psycllological lIaturi ty and their knowledge of tile area in wllicll 

instructi •• aust proceed are key factors in deteraiainc tile learners 

lIotivati.nal patterns in the instructional process. In tllis 

eODaectio., all interview lIade witll sOlie of the teacllers iR Ji .. a, 
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Be4elle,an. Mettu indicates trutt tae aajorit,y ot stuiemts, taougA 

pllysically aature. (aaove 16 to 17 years ot ace in aost eases) seea 

to aave less iaterest ia learning tae acaieaic suDJects. La tAis 

recara, soae students were also aske. to indicate taeir attituae 

towaras tae acadeaic suDjects'. J'or exaaple, a 17 ;years oU. craie 

9 student troa Beielle, ana 3 srade 9 ,ra4e 10, .... craLe II 

students troa Mettu l1ave Ullani aousl;y indicatea taat tae;y Uslike 

to atten. pllysics, matheaatics, caeaistry and Englisa classes, 

Decause taese subjects are difficult an. not clear to taea. At 

tkis point, it seems important to aote that no suDject is 

iDierently Ufficul t to De understooe. Dy the learners. If tAis is 

so thea, Dere does the problem lie? On accouat ot tllis~ a 

iiscussion aaie with teachers of tae aforsentioaea suDjects 

iadicates taat students consistently skow poor perforsaaces ia 

tke above subjects possibly due to lack of ,ooa co .. aa. ot tae 

aedium of instruction (English) ani iue to lack of tae Jlecessary 

intellectual Dackground needed for taese SUBjects ia tae previous 

crades. Froa these discussions wi ta teacliters an. stu4eats it 

could De iaplied that students lack adequate prere,uiste knowledge 

(concepts, Dasic ideas, and principles uaderlyiBC eaca aca.eaic 

suaject) for their present learniDt;. Tae pedagop.cal iJrplicatioa 

of tlds, as aI13 one may agree, woul. De the neea for a.equate 

effort and guiiance by teachers to establish those cOJlceptual 

fouadations necessary to understan. the academic suijects. Once 

taese i:ai tial underpinillgs l1ave 'beea establislted, aost SUD sequent 

instructioas can proceed both more effectively ani aore efficiently. 

However, as the discussions made with some of tae teacaers in tae 

J 

i 



- 112 -

taree scllools iD4icato sucll ana effort an. gui.aace w.r teaellera 

seea to ie aisent in tae sCAools .ue to lack of tiae - tlle lars-ess 

or tao nuaier ot students and aaxt.ua teackinc loais. 

Accori.iJac to a 40cuaent rNa tlle Miaistr,r or lW.ucati.. (1912), 

eacll an. ever,r teacher in sCAools is requirea to iear a loai or 3t 

periol.s per week ana tllose lla.vins less auaier ot perie" (lesa 

tllan 30) are oiUgel. to participate i. other activities, wlletller 

adJIinistrative or instructional to fulfill tAeir .uties. Tao. 

tlle docuaellt or tae MOE shows the .axt.ua load to ie iore w.r 
every teaeller in this country, researcll ill tlle fiel. sll.ws tllat 

aia:iJnul lou tor teachers is signiticaat in enA8Jlcinr; tile teacliliDc 

aU. learnillg ef any subject. As convincingly explainea i,. 

Douglas (1940) tlle quality, or teaclaiac service ana tlle eftectivelless 

or pupil teacller relationsAips are ieterained not o~ w.r coapetence 

and l.eU,ence ot teachers themselves, iut also very larcely i,. tile 

weipt of teacking assigIllllents (pp.217-21B). Further, tlle weipt 

of teaching assignments .~ be detendned b,. worki-c eOJlutions 

wkich ~over.a taea (the ratio of students to teacllers-tlle nuaier of 

students per-class)'~' The largeness of stuclents ill a class, i:atact, 

haaper the teacller from reacAing every student for assistance. 

However, Azei (198,) has convinciDgly presented tlle iaportaa<:eoft, 

aiiUty grouping and re-grouping to diagnose tl\e leaI'llillr; difficult­

ies of students so that the learners coulcl 8e assistea accordinc to 

tlleir needs (pp.88-ll3). This seeas, therefore, to ie 8Jl alternative 

teaching strategy that the teacher can use to provide tlle necessary 

help and assistance to students even when there are larce number of 

students in the class. 



- 113 -

In spite or the above assertions. at the spot observatiens 

ia the three senior secondar,y scaoels aave shown tAat tae nuaber or 

students in each class at all levels is not Ilere than 40 ana tlle 

.axt.ua teacAin, assignment of teacaers in each .r the tAree 

soa.ols was net .ore than 25. Thererere. it appears taat. accor4inc 

te the stanaaras set for leaas by tae MOE. the questien et .axiaua 

teaclling assipuaents 1Il~ not justit,. waat tae teacaers aave 

insiste4. te be tae partial cause ter taeir ina.ill ty te proviae 

tae necessary assistance tor the learners. Ia adittie •• tae 

nua.er ef stuaents in eac. class ef tae three sca.ols. wa •• 

ce.par'" t. taose of other regions (rer example. 10 students per 

class in Yekatit 12 Senior Secondary Saaeol en tae aTer~e i. 

Addis A'aba) seems to be manageable. Further.ore. teacaers ot tae 

aCHenc subjeets seem to have the necessar,y training ana teacAing 

skills (see table 2 - qualification). Therefore. teachers in 

Jiama. Betelle. and Mettu seem to 'e unable to provide fer concerns 

of the learners not due to lack of time but due to other reasons 

which could possibly be either lack of interest and self iaitiation. 

lack of ·concern. lack of adequate followups. or due te improper 

selection and recruitment. 

3.2.2. Lesson Presantation 

(a) Teacher's e.servatiois and comments 

(i) Alaost all the teachers observed in the tAree schools 
censistently failed to employ the lesson presentation 
techniques as required (see tables 18. 19, and 20 throughout). 

(ii) Oral presnetation (lecture) was the predoainant teaclDint; 
procedure employed by the teacaers. 
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(iii) TAouga tae directors ~at17 expect teackers t. proviae 

'I lecture notes for studeats i:D. tile su.jeots tk~ tauckt, 

teacllers, in tkeir tura fix tRis expectati •• •• students 

eve. wilen there are no enouck copies .f text •• oks. 

(.) Stuaeats feeli1ll!js ana attitudes 

(i) TAe learners, ill ~ost all tile lesson •• servea, were 

passive. 

(ii) The stu4ents were aot attentive and Rot ful17 engar;ea ia tile 

instructional progra.ae. 

(iii) In alaost all tile classes o.served, the learners were not 

responsive to tae teacher's questions ana aeRanls .ecause 

tlle,r were not clear to tllea. 

(iv) Students were o.serv ... squackiag desks and. ta.les a.uri_ 

tile lessons to sllare copies of textlDooks aaollC their peers'. 

The Ileart of the instructional fuBetion of tile teacaer ia 

teaclliDg 8.DJ su'Dject is a well articulated. preseatati ••• f a lesson. 

Systeaatic presentation, first ana fer Rost, .egins wi ta good. 

introductio.. For example, in intoraation lessons; eitaer q~estion­

iJLc, visual aias, or d90nstration could. De used. to stiaulate 

iaterest (Rarskall facts fro. previous knowledge), to focus :J 

attentioJl, ana. to give a clear iElea of what is wanted. respectively'; 

It is in tRis part of presentation tllat tile teacller als. aakes tae 

objectives of tlle lesson clear for students'~ As Ta'ba has stated, 

clear understanQing of objectives of tile lesson aelps students to 

organize their own efforts and activities for tae accoaplisoent 

of tlle iaportant instructional intent (pp.197-l9S). Further, 



- 115 -

illtroductioa also kelps to relate tile .sia ideas to \e learne .. 

witll tile previous material and as Goo&ld. lias stress"" "tile 

teacller _st see to it tkat what tile student seeks to mow .uilis 

rea&i~ on wllat Ae already knows~ (p.190). Moreover, wllat is 

\eiBc learari aust \e adaptri to -nat Ilas .een learJlH. III like 

.anaer, tllat wkicll Aas \een learne .. ill tile past BUst \e relatH to 

nat is .e~ learned. in the preseJlt. It is wi til tllis waderstandi.Jlc 

tAat Uaas (1958) writes by sa;rinc n ••• what is learnea. Ilas new ' 

meanjng Ilere ana. now, and fUrnishes ' a toundation tor future 

learni~ (p.107)~ 

An iaportant principle ot learainc is to ,0 trom tile known to 

the unknown. Tllis means that the teacller introduces tile lesson ~ 

connectiDf; it with what Ile knows and witll wAat tlle students already 

know that Ilas to do with the new lessom. In this regard, o~ a 

liaited nuager ot teachers observe .. in the three scllools were tound 

prOviding introduction, that is, so.e providing oral questions 

whicA could .rusll the memory ot stuaents (see ta.le l! - grade 10 

Englisll, History,and Geography teacllers ot Ji_a, ta.le 19 - grade 

11 Englisll, Clleaistry,and Physics teacllers ot Bedelle, table 20 -

grade 9 Englisll, Mathematics, Biology,ani Chemistry teacllers ot 

Mettu), and otllers revising the maia poimts tro. tile previous 

lessons and then conneecting thea witll tlle new lesson. For 

example, ~a"e 11 mathematics instructor tro. Jilllllla (see ta~le 

l!p \efore presenting "the divisioll of polynoaial functiollS as a 

new lesson, first explained the division of rational functions, 

linear equations, and quadratic equations, and thea proceeded to 

tile &ivision of polynomial f unctions. Such a systematic approacll 

I 
I 
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to intro4ucti •• seems to have a dual purpose. In tAe first place, 

it kelps tae learners to recall tae previous knowleqe, and 

secGn~ it reainis thea of that tAe new lesson is Basei on waat 

tae learaers aave alre~ covered. TAis is the saae as saying taat 

systematic illtroduction maintains tae sequence an .. ute!,;ra .io •• f 

a su~ject sa .. taerefore keeps its i.ternal logic. Nevertheless, 

oBservations aave shown that except few, teachers'efforts were 

ailliaua in tns regard:~ 

A aost of other activities that characterize lesso. 

presentati •• are outlining and explainillg iDiportant ideas ana 
concepts, using variety of exaaples and illustrations, providiJag 

coaprehensive and clear notes for stwlents. In particular, waen 

a new lesson is presented. the provision of handouts and or 

lecture notes for students is very iaportant'. To this end Davis 

(1981) notes taat note taking and class handouts play a great deal 

in facilitating students learning. TAis is because that notes 

an .. kandouts contain selective points and concepts collected, 

other tllan text'gooks, from various sources to Be referea. a ::-4-

mastered. 'Dy students even when tltey are out of scaool. Corrolary 

to classroo. explanations and note taking, the use of relevant 

autio-visual aids, <ielllonstrations, verBal and appropriate gestural 

experessions, and movements from one corner to tae other to 

intentionally focus:; the attention of the learners to tAe lIaterials 

Deing present are earnestely needed to give life to the lesso. and. 

save tae learners froll boredomo AzeB (PPo68-69), Wallin(pp.420-421) 

Perrot (PPo28-29), and a host of other educators kave underlin&i the 

) 
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iaportance of tl:lese teaclling teclmiques. However, \t'tserva~;ioJlS 

in the taree seRior secondar,y schools kave sAOwn quite a iifferent 

picture. 

In alJIost all cases, teachers o'tserved. have 'teen usiDc lectures 

in preseDtiq their lessoDS'; For exaaple, a graile 11 p~sics 

instructor froa Mettu was observei usinc lecture .aea presentiBc a 

new lesson on tke aovement of souni waves. He neitaer outlinet 

"asic cODcepts related to the lesson (wave, troup., crest) •• the 

caalk 'toari nor explained thea "y ieaonstratiac concrete 

instructi •• al siis (see table 20). Tae result was taat students 

were passive (diC!. Dot responC!. to tae teacaers CluestioJlS), n.t fully 

enr;aged i. tae instructional prograJlllle (solle waisperint; ani others 

aoing their aathematics assignment) an4, therefore, were not 

attentive. 

A short discussion lIade with tile instructor atter tile eni of 

t.e perioC!. indicates that students were expecte4 to prepare tl:leir 

own lecture notes from text books ana there were no relevant 

teacbing aiis for the lesson. However, observations aave sAown 

that there were no sufficient copies of student texts since 

students were seen sharing one book for ti ve ani in soae cases for 

aore. Reporting on this matter, tae director of the scaool has 

noted that absence of enough copies of text'tooks i. su'tjects like 

paysics ani aistory and shortage of otaer instructional aU.s are 

crucial pro'tleas in all schools, and .. ecause of tllis, teachers are 

urged to provicie lecture notes fn students and use aaterials 

availa'tle in tl:le surrounding. TAis statement .. y tae director seeas 

to confOI.'ll wi til the data presented on ta'tle 8. Nevertlleless, 
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tae teacaer OUCat to aave given clear lecture aotes t.r ta. 

stuieats, iea.astrated tae aoveaeat .t wave aoti.as usi-c • r.pe, 

aDi s.o~i aave either taken a tew ai.utes t. ,. are ... tae class 

.ace quiekly .r aaie appropriate eye e •• tacts vita st.4eats t. 

assess wketaer .r not they were tully e-caged i. tae less ••• 

hotaor craie 11 iastruetor trea Ji_a was •• serYei proseati-c 

a 1essoa o. tae nCreatio. ot tae ••• k- (stuieat text, PJ.188-1.,). 

Tae stu.e.te were .us;, 1a resc1hc .rally tae passace ••• ~ •••• 

H.wever, tae iastructor neitAer usei tae caalk •• sri .or exp1aiaei 

iaportaat iieas in tAe passage (see ta.1e 18). TAe renl.t was 

taat stuieats were not a.1e to cODBtruet sentenees usiac tae woris 

".ri tt1e, aspiratioD.s, pita, c1UJ1SY, ani scri.es", si.ee taey aave 

a.t clearly UJlierstoo. tAea. TAus, tlle teacAer, alter A.viae aa4le 

tlle stuie.ts reai the passage, sllouli llave exp1ai.ei key co.cepts 

ui woris 1a tlle passage, and then askei students t. construct 

se.tences uBi-c their own words. It otllers vise, tlle stuients 

.ay not ieve10p their comprehension capacity ani voca.u1ar,r 

capabili t,. t .ut remain in the vicious circle as recar4ls tlleir 

competence i. tae EngliSA language. 

3.2.3. Teaching-Learning Activities 

(a) Teallcer's ollservations and co_ents 

As at tlle spot observations have sllova 

(i) teaellers' classroom oral explanations sai oral questions 

ani answers were the major teacAing-1earniac aotivities 

(uri-C tae instruction ot tlle acaaeaic su.jects. 
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(ii) a few auaaer of t eaeaers were seea siTi-c classreoa 

iril1s aDd take aoae tasks. 

(iii) teacaers insist .. that tae~ failei to ea,sce taeir 

stuieats in activities like olassrooa tiscusioas, wri ttea 

,uestioas ani. a:aswers, class reviews .... reports, t170uts 

.... etc. a.ue to (1) lack of tiae to COTer tao 1J;T1luu 

(2) tae larseness of tae auaDer of s~eat ..... (3) Que 

to tae sRift aystea:. 

(D) Stuieats feUiMs aM attitul.es 

(i) Stuieats have in4icatei taat oaly a few aataeaatios aaa 

lancuace instructors give sa.rt assignaeats .... class rooa 

exereises'~ 

(ii) ia alaost all the classes oDserv"', stueats were aot 

aotiTatei to respoD4 to tae teacaers questioas aai ieaaaa.s. 

It is ,eaerally stressed that st.ieats leara aost reatil7 

tarouga taeir ow. activities ana. aot oaly tArOucA teacaers' 

aetiTities. TRis aeans taat taere is a aeei for teaeaers to e-caee 

taeir stuieats i. a wiie r~e of activities. TRis aarks tae 

quali~~tae perforaaace of cood teaeaers. Ayres (19Ii) writes taat 

"cooa. teacaers fiad ways to activite stuients, f.r ta~ kaow taat 

1earDiag requires aative engageme.t Detwee. tae SUD~eet .... oDject 

aatterJ'(p.50). Aaiden (1976) is re:portei tG aave intioatei taat 

classrooas ia wAich there is a 1ar,e percentage of questi.a aski-c, 
stuients respoad.1Dg and teachers reiatorc!ag haTe ai~ficaat~ 

creater acAieveaents tau classrooas ia wAica taese eoatitioas are 

present to a lesser extent (Adeae ~. !!. 1989, ~.83). It aeaas, 

taerefore, taat efficient 1eamine a.epena.s on well caose. ani 
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well aanacei activities. A good teacller will alw~s use activity 

as a means te all ena ancl select wi til care tile activities lae uses 

so tlaat they serve Dest tlae process ef 1earnin~. 

Thus, activities like informal class discussions, writt&ll 

CluestieDs ana. answers, and oral que stiens and answers, class 

reviews ani etaers help in clarif'yiJIC cencepts ani iieas; specific · 

assignaents, tryouts, written reports, projects ani collll1.ttee werk 

laave a great role in helping students apply tile concepts learaei. 

App1icatien of wRat has 'been learnei lle1ps students te realize tlae 

importance ef scllool 1earni~ in real lite si tuatiens. :For 

exaap1e, as put ay Pollak (1970), application of mataematieal 

concepts ani principles serve three relatively iistinct enis;- they 

i11uainate situations in every day life, taey a~ laelp in tile 

ieve10pment of other disciplines and tlle7 may ~e ef value ia some 

etlaer aranca of matheamtics (p.311). In connectie. wita Pe11ak's 

view of a atlleaatical applications, i t a~ Be possi ale te 

4eaonstrate aow mathematics can 'be appliet in everyd&7 life - wlaicla 

is the first and most obvious kind of application. It is iapertant 

to realize that not only arithmetic, aut, also algebra, geeaetry, 

ani infact most of elementary and secondary mathematics are likely 

to ae involved. It is also interesting that sucll everyday 

applications ~ Be exact or approxiaate, as in tile case fer 

example, when we say "did he raise or lower the price of toaacoes?" 

Thus, when we check the computation of sales tax, try to 

figure out Iaow lIuch paint it will take for the living reoa, au;r 

a skirt of tile right size or plant a certain nuaoer of t oaatoes, 

we ~ using mathematics in everyday life. Proaleas of tAis kint 

Ilir;ht naturally appear in the textbook. The cun: ef the 

matter is w.ether or not teachers 
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aelp stuieats to apply taea at least ia tAe scaool or 1a tae 

surrountiac. 

W&ea seea ia relatioa to tae aotioa of actiTities &at tae 

particular ilQ.rtance tae;r aave ia relatiac classN.a iastructioa 

wita real lire situatioas, tae case wita tae taree senor 

seconi&r,1 acaools see.s to ie 4itfereat. Oiservatioas &avo sAOw.a 

taat tae ioainating teacking-lear.a1-c activities are teacaers 

elassro.. oral ecplanatioJlS aD4 oral ll11estions a.. aaswers~ ~ 
a few aataeaatics instructors (graie 10, and ~aie 11 iastructors 

fr.a Jiaaa, Beielle anQ. Mettu respectively) were oiserv'" gi~ 

elassroo. exercises and take hose tasks (see tale 11,19,an4 20). 

Aa iaterview aaie with soae of tke teaeaers SROWS taat tae aeRior 

second.s.r7 saool prograJUle is ve~ tipt and. taere is a. tise to 

eBesce stuieats in projects and other activities. TAe larcness of 

tae nusier of students ani the sAift syste. were atker reasons 

aenatioaei 'ey tae teachers 8.IJ tae partial causes hr restricting 

teac~-learai~ activities to oral eacounters .&ly. 

Ia fact, larce classes could preveat adequate isterest in ani 

aelp fer tae ia4ividual pupil, hillier tae cordial pupil-teacaer 

relationsAips wAick are essential for effective (Uiiance, aa_ 

aii tile nua'eer of jobs to ie done iuriac instructioa aU. especially 

to tae &souat of energy and nervous teasion require( ia teac~. 

HGwever it seeas that the shift .-tea couli ie use( as .. 

alternative aecAanisa to kelp stuieats aad e~ out a wite raDCe 

of teacAi-c-learning activities like saort trips, suijeet .atter 

cluis, projects like lIeasuring iistance, .easuri~ tae area of 

I 

I 
I 
I 
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tlle sebel e.lIp.a", colleetillg spedmems,aM. oricimal .~jeGts 

aai tlle like-simee ~otll teacllers eat students will ~e tree iuriac 

eitller tlle first or tAe second llalt .f tlle .~. O~servations llaTe 

slI.own tllat teacllers ettorts were aiaiaua in tlds recari.. 

Bucll activities as classroom 4lrills aM. tests m~ llel) i. 

acldeviac less •• o.jectives, tll.e a~ilit7 t. c • .,.te :na~ors -a¥ 

tisures, ~.a.*ract a seatence or .. etiae a vora at tlle e •• • t a 

cive. less... Jut, tlleir value ia eall.aaci~ retenti •• eat tlle 

attain.e.t .t tlle progrsaae objectiTes i. tlle lome r~e woul .. ~e 

q.esti •• a~le. For exaaple, one ot tlle o~jectives .t tllo 

matlle.atics ~ro~aaae states that tlle student woul.. lte a~le t. 

apply Dowle.,e of matAe.atics in ld. every 4~ proltlems" (hrrieulua 

Departae.t, 19&4. p.195). The attai:aaeat ot suell .... jeotive 

neeis more activities taaa mere classroom drills. To,etller wita 

class activities and rills, proltleas taken out Qt real lite r;earea 

to tlle applieation of wAat has bee. learnea are nee.e. if tlle ala 

is to promote tae transfer of traiaiac. 

3.2.4. Classrooa Setting an.. Classrooa Discipline 

(a) Observations and comments 

Thougll. tae tAree senior seeoD&&ry se.ools are locatei in gooi 

setting (sultur. areas) and tree froa ellvirOlUlental iist1Zr.anees, 

tae elassrooa ·setting of the tlLree scaools were .ot conducive since: 

(i) tae winiows of the classrooas in aajor part were .rokeD. 

(ii) alaost all tae walls ot tlle classrooas were free froa 

iisplays of wUl-charts. ,000. pictures. B.ll. specille:a8 r; 

to create a deep impression ia tAe learners. 
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(iii) fie classrooms were dirty 8Jli lack oivious necessities 

like a waste paper basket or places to put iusters. 

(iv) Some of tlle teacllers o.serTH were usiato illapprepriate 

tecllaiques of classroom maaacement. 

(i) Stud-eJlte feelings and attituies 

(i) Ia mest of the classes o.servH stuients were iaattentive 

ana restless due to distruiaaces and noises coai-c to tlle 

elassrooas througa tlle irokea win~ows sai were seea q;anging 

tlleir seats to avoii the resultiag disceaterts. 

(ii) Stuieats seemei to De frustratei since some teacllers 

teaiei to aake thea take up aa uncoaforaa.le position for 
~ . 

a period of tille during imstructiom for every iitr; of . 

classroom 4!sOriers'. 

hoag otller tlli~s, the classrooms and tlleir surrouaii~s, 

tlle walls of tlle classroom, the compouai, tlle streets,aai tlle 

sllops of town tllat tile school builii~s stani aext to are !aportaat 

factors intlueBcing instruction. Davis llas put that ease ani 
," a 

comviaien~e of 10catioJl, size and ~~e of the rooms, climate, 

'illuainatiom and audio-visual aids, seating and viewiag patterns 

aai flexi.ility of arran&ement,(p.l08)~e iDportaat aspects of 

classroom settiag whick add to the proper structure of ,ooi 

lea.rJliJlc enviroaaent. It the struet\l.re of the room is ur;~, 

sellSitive aimis would ie inlliiitei aai iistracte4. Tlle result 

couli ie iaeffective learning .ut serious classroom aisiellaviours!. 

Ia tllis coaaectioa, tile tlaree senior secondary scllools are lecatei 

ia tlle su.uri areas and thus, in maj or part, see. to ie free fro. 
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(istructive seuaas aai noises createi Iy tAings like tke eity 

(tOWJl) traffic cOlIPlicatioas. However, tke classrooa eavirolllleats 

ot tae taree scaools were found to Ie aot coniueive. Alaost all 

tile will"'ws (aue up of Ilass) ot tae classrooas ia tae taree 

. sca •• ls were lrokeD.'. TIle classro.as were dirty (twll ot iut ~ 

serQ papers). Tae walls of tlle olassreoas were tree troa 

(ispla;rei aU.s wuca couli Ilelp stuieats leara Ullcoasciously. TJle 

result is taat Doises and spurious souaiB and li,llt couli easily 

eoae to tae classrooa taroug& tae lroke. windows. Notta; tae 

.egative effeets of sucll classrooa environments Rer.aa (1968) states 

taat "just as poorly written Dooks or aa iaproperly workia; pell 

caa retari tae process of eG.uCatioll, a iratty, leak;y, aai Ilois,. 

classrooa iapei taat eQucational process" (p.380). IR support .f 

Rer.8JlS view, Ronal .. states that "spurueus sowaas or .01ses can 

aask iesiralle sounds and prevent or reiuce tlleir pereepti.n~(l97l, 

p.406)~ o.a account of tkis, students were not attelltive lut were 

.Iservei caaag1llg their seats .y squeaki Ilg d.esks to avoii the lipt 

ani distI"lllaJlces coaiDg to the class tllrough tae will4ows. 

Furtller.ore, in rare cases can ODe finG. aaps, (i~raas, 

ellarts anel tlle like hanged or fixed. Oil tae walls to &4i t. tlle 

acoustic ellvirollllent of the classrooa. On the otller aani, in tlle 

COIIPOUlld. of tlle tllree schools one finis colourfull slo,ans ani 

pictures of socialist patriots (Marx and others) wllica aake one 

feel surrOUllQea. DY Zebras. A disscussioD made witll tile iirectors, 

ieputy directors, and unit leaders of tile three senior secondar,r 

scaools indicates that there is an acute shortage of fund tor 

scllool maintenance. to ~&r clearners, and to make availaDle tlle 
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necessary .aterials for tile proauctioa aai utilizati ••• f 

illStructiOllal aicls. In fact, shortage of material 0" fillancial 

resources are tae llajor proDleas of ."ucatioll ia tkis countr,r_ 

However, if taere is a will and concera for tAe proDle., teacaers 

an .. aQaiaistrators in tae school coul ... reative~ tackle tae 

proDlea ia suca cases as, for exaaple, collectia& speciaeu oj. 

orp.nal oDjeots whick could help as instructioaal db, .oDilizi~ 

students t. produce models froa .ua aad froll ~a~er .aeAies, t. 

cleara taeir classrooms and the like. Tae scaool ••• ;Jlistrati.a 

caulcl. estaDlisa student service centers like tea rooas t. ceaerate 

funel, rataer tllan letting students *0 out fro. tae scaool cOllpouni 

to clri.nk tea and coffee during 'ltreak tiaes (Beielle seBi.r 

secondary seaool deserves a typical example in tAis recarcl.) - a 

fact wAica could worsen classrooa disciplines like late coain" 

aissiKg tae after Dreak classes,ancl. etc. 

As aas Deen mentioned earlier, students lack of atteat ioa 

od iaterest ia the academic sUDjects "ue part~ to poor 

coapetence ia the English language and lack of adequate teacAi~­

learning activities added to the conditions of classrooa settinc. 

classroo. aisDeaaviours were observei ill the majority of tae 

classes oDserved. Normally, when a concept, iiea, or procedures 

of ioing assi;naents are not clear for students, tae learaers aay 

act feel coaforta'llle, m~ Ie frustrate" and aay aisDeaav!o1Ph1s 

coul .. enc.urage classrooa aisbehaviours furtller. TAus, it is 

Detter to 'reaedy the cause first. To tAis end, Martaa (1977) aas 

stressecl. taat "resnect for students, consistency and fairelless, 
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keeping iip.lIity and self discipline" (,.23) .,. tlle teacller c01ll.i. 

tacilitate cooi classroom disciplines. Tllus, cooi discipline i4 a 

classrooa is a jeint strategy of .etll tlle teacller aai tlle s~eats. 

Studeats ceuli also distv~. wmen tlle,. are not .us.r er wkea tlle 

teacller ioes aot keep an e;ye on tlle pletoraasace et eacll ,.,il 
(like tlle llister,r instructers ot leielle ani Jiaaa vke were ver,r 

.us;y ia civiac notes tor stud.ents Oil tlle cllalk hari. aut were IlOt 

paying any attention to wllat the stuiellts were ieiac) (see taDle 11 

ani 19). Tllis llappens when students are iUe. As repertH .,. 

:Jiiille ani Dnwkin (1974) "tlle teacller sllouU aake stuiellts .usy ani 

actively eacagei in intellectually relevant activities" (p. 35) • 

Taus activities like additional exercises for the tast learaers or 

cllallenfP.nr; questions could aake BtuG-ellts .usy ani, tlleretore, 

proaote discipline in the classrooa. 

Eventually, SOlle of tae teacllers oDserve' were see. u~ 

poor teacllinques of classroom a anqea ellt. For example, a craie 9 

Biology teacller troa Mettu was abusing tlle stuients .,. sayinc 

"stupids, keep quietl~ where as grade 11 Chemistr,r teacller trea 

Beielle aate a student kneel down inforat of the class (see taDle 

19 and. 20). Tile teacher has reportei tllat tllis is tlle usual w~ 

of aanagiUf; students and unless tiley are pllysicall;y punsllei 

students ia tllis school are untolera.le. It seeas iIlportaat te 

aote tllat pllysical punishments ani llandling classrooa ais.ellaviours 

ia an iaproper aanner have Decome tlle culture ot tlle scllools. 

TAerefore, Sarasen (1985) is not wroac wllen he s~s "it we .. t to 

cllaage tlle scllools, we have to chance tlleir culture, Ilot just tlle 

i ndividuals, the programes, er the external policies~1 (P • .312.) 
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3.2.5. The x2 Distribution of the Data Obtained b;r Observations 

It has alrea~ been indicated in the precediJlg section of this 

stu~ that one of the primary purposes of at the spot classrooa 

observations was to find out whether or not there is a significant 

difference between teachers of the academ.c subjects in aplo;yiDg 

appropriate teachiIlg techniques during instruotion. As table 

2(qualitication) indioatei\ alaost all the teachers of the 

academic subjects in the three schools possessed satisfactor,r 

academio certifications (Degree and Diploaa) and were assigned to 

teach in the va40us grade levels on the basis of their 

qualification. Though teachers might be sUilar in (1) their 

qualification, (2) in the grade level they teach, and (3) in the 

subject they deal with, they ~ or may not be similar ill d8llOnstra­

ing appropriate instructional techniques in teaching due to either 

self initation and concern for effective curriculum implementation 

or failure to ettectivellJ applJ the pedagogical skills and 

techniques acquired during their training. Hence, there is a need 

to statisticallJ identity whether or not teachers in the three 

schools differ in employing appropriate teaching techniques during 

instruction, and it was because of this that the stu~ made this 

as one of its tasks. 

In this section of the stud;y, the data collected through 

observations was analJzed using the i!- test since "the data were 

expressed as frequency counts rather than as measurementsn (Paul, 

1980, p.2(4) and since the data were recorded observations of 

subject behaviours, in this case, the teaching techniques ot 

teachers ot the academic subjects in J1mma, Bedelle, and Mettu.' 
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A total of 24 classrooa oaservatioas (incor,oratiac iiploaa 

teackers of ~aaes 9 ana 10 and .e~ee teacaers of ~~e 11) were 

aa4e ia eaca of tae taree senior seeoaaar,r scaoe1s. Data were 

.ollect .. a~ iieotoaiz1nK tae teacAiac tecAaiques . eaoastratea ~ 

teacaers of tae academic suaje~ts auriac iastructioa (. ~ei,at of 

lip for tae ~es all. a weipt of "G" for tlae ao was givea),. 

Taales 18,19, and 20 present the tata collecte. tar_up oaservationtr. 

lPurtaereaore, tke overall SUllaar,r of tke calculatH values of :x2 
are pre seated in taile 21 as follows. 

Scaools 
Ji_. 
:leaelle 
Mett1l. 

TA:aLR 21 
SUMMARY aF' THE CALCULM.'ED VALUE aF' X2 of 

TAB.Lm 18,19, AND 20 

Di:01oa. DeEree 
(O;rue 9 Gr~e 10 ;raae 
5'7.44 62~24 51.'7i 

46'.92 57.44 62.24 
50 50 42.12 

11 

Tlae X2 iistriaution of tae data collectea tkro~ c1assrooa 

oase~atioas indicated the followi-c results. Tlae oaaerv" values 
2 (calculate. values) of X for all ~a'e 9 teacaers in tae three 

scaools (Ji_a, Bedelle,and Mettu) were 57.44, 49.92 ani 50 

respectively, waere as those of the (rsae 10 were 62.24, 57.44 

and 50 respectively. In addition, tae oaservea values of X2 for 

grade 11 teacllers in the taree scaools were 58.76, 62.24, ana 

42.12 respectively. On the other llaU, tile taalea value of i!­
at 98 aegree of freedoll with 0.05 contiiellce 1evel(~'~:'~s 124.34 

for all tAe taree schools. By definitioll, when tae calculated. 
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values of x2are less taan the ta~ulate. value, there is •• 

significaat aifference aaonc the characteristics of the subjects 

i. concera. Hence, in tkis case, as taDle 21 inaicates, alaost 

all the calculate. values of x2 Detvee. the graae levels aaa 
Detweea the school levels, in .ajor part, were less than halt of 

124.34. Tkis .eaDS that tkere is •• sigaificaat aiffereaee 

Detween the teacking teckniques of (i) teackers of the saae grate 

level on tae one haDd ana (ii) teacher of the different graie 

levels in the taree schools on the other. Theref're, it appears 

that, even though teachers of the acaaeaic sUBjects possess 

different certification standards and, on tkese Dasis, assignea 

to teach ia the different grade levels, the quality of their 

performances as regards the employaent of appropriate iastructional 

techniques see.s to be similar. On the other hand, the aiscussions 

. ate under section 3.2 of this study have esta~lisAed that, 

except so_e, .ost of the teachers of the acadeMic sUljects in the 

taree scaools were observed employing ineffective instructional 

tecAniques during the lessons of the academic subjects. It couli 

De iaplied, therefore, that thouga teachers of the acadeaic 

suajects possessed satisfactor,y certifications to teach in the 

senior seconiar,y scaools, it see.s that .ost of thea failed to 

apply what they were trained in and, thus, there still re.ains for 

thea to do what they were taught to do through professional 

eaucatioa course5~ 
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"IV. SUMM4RY, CONCLUSION, AND RECOMMENDATION 

In this section ot the s~, tile aajor tinuDgs ot tile 

iiscussions ade under part tlLree sri Slmaarized.'. Under tile 

c •• clusion part the basic questions raisea in p~ one ot tile s~ 

woula .e anawerea:. Finall\r, suggested. solutions are give. under 

tlle reco_euatioD. seotion. 

TAe aajor findings derived !roa tl:le analysis ot 4ata under 

part tl:lree ot the study are presented. as follows'. 

l~ The aajority ot teacllers of 'the acad.eaic subjeots use instruct­
ional planning to facilitate curriculum iJlpleaentation (84%). 

2. The oorres»ondence of the curricular aDjectives witll tlle other • 
oOllponents is found to be lIIoderate (the:l aU t of tile 
responses consistentl\r fall witlrln tae rangel.5 to 2.4) ancl 

teacllers of the academic subjects seea to maintain this mod.erate 
condition tlLrougll further reading and w.r consulting the 
curriculua authorities'. 

3. The oontents of the academic suejeets were, in major part, 
organizea vertically (~~) and to some extent ioth verticall\r 
and horizontall\r (29"~). 

4. Teachers maintain the vertical ana Ilorizontal organization ot 
tae contents of the subjects they teach by enricAin, tile 
oontents tkrougA further reading (4~) and iy using resource 
people as required (24%). 

5. Other tllan textbooks and references, teaching-learning materials 
were feun4 to .e sonsistently low in the three scllools (t scores 
were 0.43, 0;32"and 0.45 for all tl:le three schools respectivel\r). 

6. The aajority of teachers depend. on their respective scllools 
(61.~) for all the neoessary teaclaing learning materials. 0nlJ 
a few nuaeer of thea produce them (12%) and or ;eek for a 
suDati tute fro. the surrounding (18.8%)'. 

J 
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7. WAen seen as a whole, teachers of tile acadeaic susjeots tena to 
cieJloAStrate a less frequent use of illportant lIetllods 8114 
techniques tkat coula facilitate curriculum illplelleJltation (I 
scores raage frell 0 to 1.5). 

8. It seells tllat teaellers failed to ellploy various lIetao(s ana 
teeam.ques in instruction due to lack of tiIIe (~7.~) aU. lack 
of resources (~~6%)'. 

9. Taougll a consicieraile numier ot teacaers participate in tae 
life of tile community (6~) only a liaited numier of tllea (5%) 

were fOURa to ie ieneficiaries in usiag co .. UJlity resources to 
tile aclvantage of instruction. 

10. A consiaeraile number of teacllers indica~ed tllat tile participationl 
of teacllers in the community could negatively affect instruction 
in s~llools (35%). 

11. Teachers provide for students conditions and probleJls using 
informal ways (56%). 

12. As at the spot observations and discussions with teachers, 
students and directors have shown 

(i) students have less interest in learning the acadeaic 
suijects due to lack of (a) command of the English language , 
(i) minimal prerequisite knowledge from the previous grades 
ana (c) adequate assistance by teachers. 

(ii) alaost all the teachers depend on oral presentations 
(lecture) rather than employing varied teaching procedures 
and tecb.niques. 

(iii) though the school directors expect teachers to provide 
lecture notes for students, teachers failed to fulfill 
tus expectation. 

(iv) the classrooms of the academic subjects lack a considerable 
nUllier of question asking, students' responding and. 
teachers reinforcing. 



- 1~2 -

(v) though the three scaools were located iR conviBieRt areas 
ot the towns, the setting ot the classrooas were •• t 
cOJli.ucive since (a) there was JlO .ainten~ tor the .rokeR 
wini.ows and doors, (a) the walls of the classroGas were 
clevoid of displa;y materials wnch couli. Hi. t. tke acquistic 
eJlviroDaent of the class, ani. (c) the aajori~ ot teachers 
were using inappropriate tecluliques ot classNoa a8llsceaent 
aad. as a result of tus students were not at ease .ut 
restless and frustrat~d during the teacBiDC and learning of 
the academc subjects'!:ir: t r.<;: • : .' ~ 

(vi) eventhough teachers of the acadeaic subjects ill the three 
schools possessed different certifications (Degree and 
Diploaa) and on these basis assigned to teach iJl the various 
grade levels, their perfo~ances regardiDg the e~loyaent 
of appropriate instructional techniques and procedures were 
not significantly different (the observed. values of X2 for 
all the three schools at 98 it. with ~-O.05 .. e.d24.~4). 

4.2. ConclusioJl 

On the .asis of the major findings derived froa the report, 

analysis, and interpretation of the data collected through questionaire 

o.servatiollS and interviews, the following conclusions were aade'. 

1. The result of the present study indicated that the nghest 

percentage of teachers of the acadeaic subjects in Illu.a.or 
senior secondary schools use instructional planniJlg t. facilitate 
curricula iaplementation (84%) and promote tl:1e correspondence 
of the curricular objectives with other components (~ scores 
range tNa 1.5 to 2.4) through further reading and .,. cOlllllunicat­
ine; with tlle curriculum author! ties as re~uire4. Tl1erefore, it 
appears that, in line with Johnson's aodel, teachers 'of the 
academic subjects in the senior secondary schools ot Illuba.or 
seea to do a good job in planning their day to day instructional 
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work an4 in selecting, structurlag, 8lIla organ1z1~ tlle curricul.ar 
contents of tAe subjects tae,r teach so taat instructioa could. De 
facili tated.. 

2. Tlle stu~ furtker evidence( tllat in eases wAere tlle cGntents ef 
acadeaic sUDjects show improper or,aDizatioD (4Q% vetical sal 

29% Dotll vertical and aorizontal) teacllers of tlle acaae~c subjects 
in IlluDaDer senior secondar,y scllools aake a reaarkaD1e effort 
to fit tlle curriculua of the suDjects tlle,r teacll te tlleir' pupils 
DY enriclliDg the contents throup further reatiDl (4~) aU. .,. 

usiD(; resource people in their vicillity (24%). TAis, as 
thi~ 

JohnsoDB .0d.e1 suggests'A1mplies tllat teacllers of tlle aca4~c 
subjects in I11uDabor senior secondary schools are flexible i. 
deal;n, with the curriculum of the subjects they teacll, that is, 
to some extent use their creativity and individual styles to 
decide what they teach and how to or4er what taey teacll. 

3. In spite of the meagre nature of teacaing-1earaing .aterill1.s 
in I11uDaDor senior secondary schools (! scoresLD.5) only a 
limited number of teachers of the academic subjects in tae 
region endeavour~to acquire tile necessary aaterials in their own 
(~~). The implication of this, therefore, is that too many 
teachers of the academic subjects in the region see_ to De 
unconcerned about the shortage of these important means of 
instruction' in thiir respective subjects, and thus, fai1ei to 
make the little effort they could to promote tlle acquisition of 
these materials to facilitate curriculum imp1e_entation. 

4. The resul. t of the study indicated that the highest percentage 
of teachers of the academic sub~ects in IlluDaDor teDded to 
demonstrate a less frequent use of iaportant aetllods ani 
techniques of instruction in tlle subjects taey teacll (t scores 
range between "0" and "l.~. TAis condition, as IllfJ' oae could. 
imagine, SROWS that teachers of tlle academic sUDjects in 
IlluDabor senior secondary schools failed to effectively apply 
the professional knowledge and teaching skills tlley llai acquired. 
d~ their training and thus, depend upon verDal presentations 
as the predonnant teaching procedures rather than using tlaea as 
d.eparture points for effective instruction. 
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5. Tae Ilichest percentage ot teachers ot tae acaiellio sua.1eets ia 

Illuaaaor senior secon_ar,r schools saow participati.a ia tae 
lite .r the coa.unity (6~) aut o~ tew teaohers (~) seea t. 
ae aeaeticiaries ill usi:ag coJDUai t)- resources t. tae uTaatqe 
.t illstractioa. It goes witaout s~a" taeret.re, that 
teachers .t tae acadellic su~jects ia tae reei.a •• a.t .se taeir 
surrouaiiq earironaellt tor auca .t taeir teacAiac. hrtaemore, 
a eoasi.eraale uuaber ot teachers tailel t. earer.ll1 i'eatit~ 
aa4 catalocue taose resources aai tacilities aTailaale ia tae 
ce_uai t)- u' WhiCA llave relevaace to tae teaclliq 0. learai~ 
.t tae aeaaellic subjects ~ll tae seaior secoalar,r sca •• ls. 

e. Tile stuq lellt support to tae stateaeat tllat tile proTisieas 
aaae tor cOlleerns of tile learRers a~ teacaers .t tae .e"ellie 
suajects ia Illuaaaor senior secoaaar,r seaools were aiaiaua 
(oal.;y iatoraal acirice 8lld ellcouracellellt (56%). Hea .. , it 
appears tllat teachers of the acaaeaic suajeets ~ Illuaaa.r 
semior seeondar,r schools seea aot to ao wllatever til.., co t. 
avera.lle tile aeep social and eaotioaal proaleas tllat ... erlie 
tlle learaiq titticulties of tae stuteats 8Jla w1l1cll, ia 

every case, aake success impossiale. 

7. Tae result ot the stu4y further illucatet tllat teacllers or tile 
aca4ellic suajects in IlluaaDor seRior seconaar,r seaools 
adllerea t. strict veraal encounters aurill, illstractioll rataer 
tltan proriting man;y apportunities fer sensory experiellce rigllt 
in tae classroom and also seell to fail ill llski a, taeir 
studeJlts learn from real-life experiellces. 

8. Senior secondar,r sCAool students or Illuaaaor seea t. AaTe 
less interest in learning the aeadeaie sUDjects siaee (a) tlley 
lack gooa co_and of the media of iastructioll (EnClisll), 
(a) aost .f the teacb.ers of the acaaeaie suajeets use( t. 
eaploy .arcasa in 4eali~ with proalea studellts ana 
(c) teachers seea to aake no prorisio. for the eateriq 
characteristics of tae learners. Tllerefore, ualike what 
Jo~soa aotes ill his aodel, a(equate uagllostie actiTities to 
clearly iaentify the learners' eaotional contitions, tlleir 
intellectual aaturi ty, ani stucieats' bowled,e of tile area ia 

J 
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wAica instruction .ust proceet seea to ie uaterSCGrea i7 
teacllers or tile acade~c subjects ia Illuiaior seaior secontar,r 
schools ia tile course of instructioa. 

9. No sipificaat Ufference was oiservet in tile teacAiq 
teckaiques e~loye4 by teachers or tile acaie~c suijects ia 
Illuiaior seDior secontar,y scllools (oiservet value of x2 
at 98 Df. witlq(=O.05.: 124.34 for all teacllers ia all craie 
levels). It see.a evident, taererore, that Urrereaces ia tae 
certification standards of teacllers of the acade~c suijects 
in Illuiaior senior secon4ar,y sellools has not indicate4 tae 
presence of a significant disere~aAC7 ietweea De,ree ant Diploa 
teacllers of the academic subjects ia tile regioa in eaployinc 
relevant instructional techniques ia teachia,. In otller worts, 
as tile preceding conclusions coult inlicate, all teacllers of 
tile acate~c su~jects in Illuiaior eenior secoatar,r scllools 
seea to ie iaeffective in carefully applyin~ wllat tlley were 
trainet in, tllat is, they failet t. eaploy tile arts, tllatis, 
the aetllods and tecaaiques underl7ia, their suijects or 
speciali ty turing teaching .-ue to tile aisence of self i~ tiation 
ant or lack of adequate follow ups. Hence, tile teacuq ant 
learninc of tae acadeaic subjects ia Illuiaior senior 
seconiar,y scaools seeas to m~ survival a aore urcent concern 
than scaolarsup. 

On tae iasis of the preceding conclusions, tae followinc 

recoamentations are made with the view to iapeove the teacunc 

aJui. learning of the licadeaic subjects ia the aerior secontar,y 

scaools of Illubaior. 

1. In a poor country like ours sopusticated teacua, ant 
learniag aaterials like electrically operatia , teacuac aits 
aay not ie aciequately available ia scllools. Taose wuca are 

I 
I 

I 
I 
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availa'He ia little aaouats a~ ut evell ie euucla tor all 
soAools. III suclt. a case, 8lI. alteraative strate", is to 1188 

iaa1c resowrees - tlt.e proiuctioa ot wlt.iclt. eatails a creater 
preporti.a ot local aaterials. Suelt. resources like ao.els ~ 
vall clt.arts couli ie preparea troa local.lJ availaile aaterial.s 

like paper-aaclt.e, local aaterial.s ot woojy or tiierous aature, 
lipt clotlt., It.eav,r olotlt. ana tlt.e like. Tlt.eretore, teaelt.era or 
tlt.e acueaic suijeots in Illuiaior ceul. ie aivisN to 
reoo¢ze, vi tll increasiJlg force, tlt.e eduoatioaal. val.lle as well 
as tlt.e eco.oaio visioa et oreatiq tlt.eir Od teaclt.iq ai.a 
troa tlt.ese aaterial~. Furtller, teaolt.ers ani adaillistrators couli 
aoilize talelltN stue.ents froa eV87 olass so tlt.at tlt.ese students 
coul. proiuce charts, .odels, collect speciaeat,ad or1p.aal. 
o'rljeots troa tll.eir surroundinr; to ereat displq aaterial.s ill 
t.eir sclt.ools. In ioing this, stuients oa tlt.e Olle It.ani leara 

vi tit. entlt.usiasa, silloe in aost cases, aore learaillg is ieri vei 
froa doi.~, aJ1d oa tlt.e ether aai, ienetit taeir selt.ool ill 
preduciag iastructional aid.s troa local. resourees. If tlt.is is 
iOlle, teaclt.ers can aave aore opportullities to Var.T tlt.eir 
approaclt.es ia tlt.e teaclt.iJlg of tlt.e acaiellic suijeets. 

2. III tlt.e aisence of adequat teachiag 8lI.i learDia, aaterials ani 

facili ties ill sohools the surrouaiia, COIllllw:U. t;r couli ie 
utilizH iy teachers. For exaaple, audio-visual aaterials like 
projectors and slides could be iorrowei from Governaent ani 

aaJ1ucipal estalishments. Studeats could use protessiollal. 
inatitutioas like the Jimaa Healtlt. College to iorrow reterence 
aaterials suclt. as books ana jounala. Industrial eatablislutenta 

like Beielle Beer Factory and state tBrllS like GUIlaro Tea 
PlrufatioD. could be visited by stucients to experiellce tlt.e .. 
application of the subjects they learn in scaools ia real-life 
situations. Tkese would be possi_le only if teaclt.ers tlt.easelves 
are aware of their community to ie helped by its aiuadant 
educative resources. Thus it would ie useful if teacllers of the 

acadeaic subjects in Illubabor seDior secondary sclt.ools are 
advise. to identity and use comauaity resouroes in their teach­
in~to tll.e advantage of effective curriculum iaplementation. 

j 
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3. In view of tile variety of teacllings. to De carriee Oll a:ai of 
tile situatiollS ud resources appropriate for tlleir pursuit, it 
Decoaes clear til at tile variety of teacAing tasks iesirei for 
effective curriculua iapleaentatioa a~ not De fOUlli ill oae 
perSOll. Taus, there is a nee4 for scllool directors alli tlleir 
ieputies of the senior secondary scllools of Illu.a •• r to 
ievote illcreasei tiae ani enercr ill Ilelpine teacllers locate 
ani aake effective use of appropriate instructiollal aiis ani 

suppleaeatary aaterials. Furtaeraore, it seeas llecessary for 
tllea to learn enougll about tAe coatellts, .etllods ani tecBniques 
unaerlyiag tlle teachiJlg of the aeaaeaic subjects so tllat tlle;r 
could (a) aake periodical followups to test tlle iapleaentation 
of the curriculua plan in tlleir scllools ani also to aake 
(witllout llesitation) significant referents to tlle liaitatioas 
of teacllers 8JlQ (D) encourage .otll teachers a:aQ students for 
cooperative intellectual work. 

4. It is oDvious that problems in eiucation are social proDleas, 
ani teacllers alone can JlOt solve social probleas. Taus, tlle 
society ia ,eneral and the comauaities in wllicll tile sclloals 
exist in particular are accountaDle too. Hence, wilen til ere is 
a neei to provide maintenance services in sclloo1s, DuH; tlle 
necessary eeucational aaterials, equipment, a:ad facilities ani 
supplies tile w~s and lIeans to create sources of fn .. ca:a De 
designe4 Dy tlle community in collaDoration witll teacllers a:ai 
adlli.aistraters. Thus, parents couli occassionally De askei to 
raise fWl4 or could co-Qperate wi til s cllool personnel ill 
estaDlislling student services like lounces a:ai welfare 
prograaaes for students who COlle froa rural areas. Tile scllool 
cOllll.uni ty can De servee froll sucll pro,raaaes ani ill a wq 

coula raise aiequate fund for instructional purposes ill tile 
long rBllge. Further, students, partirularly tile p.rls couli De 
aODilizei DY lleans of llome econoaics ana Ila:aicraft teacllers to 
produce salaDle goods to generate fUll .. for tile sellool. TRuS, 
tlle directors ana their 4eputies ill IlluDabor senior seconaary 
schools couli implement these strategies in tlleir scllools, 
rather tllan re-itterating by s~.,., as the airectors aIli 

their ieputies have indicated, "we Ilave no lloney to rouad 

I 
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erf tke ceraaors, tear out tAe walls, or introiuce ORe w~ 
,lass widows. ~ 

5. It is ,eaeral~ elaiaei that a teacker in tke eatiro se~ue.ee 
or instraetie., taat is, a teacaer wko does BOt kBow tae 
suiject .atter, or wao is UD8,1Bpataetic an~ wao .rfe.~s tao 
stuieats aai aurts taeir selt respect can serieus~ iaaq;e, or 
per.aaeat~ iestroy, a stude.t's leve ror taat partieular 
suiject. Qace a student dislikes tke suiject, ae .~ .. t care 
to recari it ia a rational manner. Oa tae etaer aaai, a teaeaer 
wao aas learaei tAat ae aust ,et acquiatance wita oaca stu4eats 
iniiviiual capabilities and allows eack ftudent tG retaiB so.e 
selt-respect, taat is, he will not wouna the pri~e of Ats 
students two a.eeply as Jae is lei iato explori-c Ats ow. 
capaiilities aneil. limitations. Furtker, carefully traine" 
teacaers in the principles ana tecABiques of .oier. teacAiac 
woul4 act as artists because taeir teaching act woul .. produce 
studeats' aai teachers 'behaviours' wAick are truely acieptaile. 
Suca teacaers demonstrate an artistic _lend of skillful 
technique ana. a discerning sense aiout tae uaiquiaess er tkeir 
students. This type of teachers are also cogniti~e artists and, 
tkerefore kelp their students grapple witk i.portant ideas ani 
aot wi tk tae trivial facts ani iDi'or.ation. Teacllers of tus 
sort 1lave clearly grasped tJae critical difference ietweea 
kaowleige and intellectual skills wkick make knowlei,e useful. 
Tais aeans tllat such teachers build upon me.ory and stress the 
Aigner aeatal functions so well .. escribed in eiucatioBal 
literatures. The classreoms of tus sort of teachers are not 
characterize .. by sporadic assignaeats, or occasional assignments 
only Dut .y various daily activities, classroo. discussions, 
croup alli individual works, projects, oral ani writtea reports, 
and others. On account of these assertions it is kere 
reco_enie' that the Ministry of Education, in collaioration 
witk tile Department ot Curriculua ant Instruction ot tlle Addis 
9aia Uni versi ty, could organize works.ops and occasional 
prograaaes for teachers of the acade~su~jects so tllat tlley 
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couU. Ie equippee. with the principles and tecl:miques (/It aeaers 
teaching. Further, there seems to exist a nee .. to live ,teater 
ellphasis OD the tecaniques and proce.ures of teaching the 
iniiviiual aeaieaic subjects in the training prograaaes give. te 
the weu1a Ie teacher students. If other wise, teachers will 
frequently aiAer to their orthodox approaches and will Dot very eften 
use cenventional procedures in teackinc. 

i. It is ,eneral~ accepted. tltat no two stuients are exaet~ alilce'; 
In scaeo1s, therefere, one finds stu.ents af iifferent ea.tiena1 
an. secial prel1eas anci prospects. For eX8Jlp1e, a stu'eJlt .8\1 
extreaely Ie sllJ" and may not want to expose himself in tae class er 
develop friendship wita his school mates. Another student aay Ie 
starved of affection at home and consiier himself as unwaatea ana, 
thus, aeve10p worrying syaptomes of aaladjustment such as 
a",ression or wi thirawal. Some students !lay even aeve1ep aal'juste" 
lehaviours in schools when the lesson does not appeal te thea in 
such cases when they lack pre-requisite kn0wledge for their present 
learning, when they are unable to un4erstand what is taught or 
when the teacher's approaches do not confOril with the learni-c 
speeds of students. These factors (social and eaotional) can have a 
d8JIa~ng effect on the progress of the learners. In the alsence of 
a specialist lIelp, teachers are requiree. to take proapt an. 
apprepciate action for remedial measures - rellledi'il instruction, 
group or individual consultation, differentiating tasks an. 
activities ana what have you. To de this teachers thease~Tes neaa 
te have llliniaal skills in guidance and counseling. Therefore, 
i. senior secoodar,y schools like those of Illula90r trainea 
personnel in guidance and counselling are meagre as comparee. to 
the growing nuaber of student population every year in all 
schools in this country. An alternative strategy ceuld Ie t. 
provide subject teachers with some knowledge of guidance an. 
c.unselling IY aeans of workshops and selllinars to that the;r could 
help students with learning problems in tfteir schools. 
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? In tlle final anal,ysis, tile selectien and recrui taent ef 

future stuaent teachers must cap~talize en interest ia tlle 

prefessien ana mastery of teacltinc snlls .y aeans ef llicre 

teacltillr; pro~aJllDles during ~ctual training. 

Eventually it seellS wertb;y to Ilite tllat e«ucatiell is a 

co-operative enterprise and a joint venture 'eetween teacllers, 

parents, adainistraters, government orr;anizations ana tlle 

cencerned eaucational agencies, and the students the.selves. Tausq 
in no w~ can one escape froa acceunta1»ili ty wllell tile prograaae of 

scllooling .eceaes ineffective and loose. Therefore, tlle cencernea 

autllorities and individuals in Illu'ea1»or need te find .~s te 

previde assistance to classroom teacRers. The~ neei t. accept 

fully and whole heartealy that education is a shared respensi'eility 

aaeng all whetller policy makers or executers, teachers or 

adainistraters and intellectuals or the lay citizens. Hence, they 

neea to previae the necessary assistance and coneern for tlle 

quali ty of schooling in general ami ef i.plementing tile curriculua 

ef the acadeaic subjects in partiCUlar. If otaerwise, tlley would 

.e headea tewar4s increased confrontation. 



- 141 ~ 
BIBLIGORPHY 

Ademe, et.al. (Sept. 1989) " Does Students Class Activity Indicate 
Their Acadellic Achievement?" The EthbpiaJI 
Journal or EducatiGn, 11 :1 

Amare A. (1988), Med;a and COWID'n;cat;on; Prepared for the Workshop 
of Teaching Materials Preparation, CHE, Addis Ababa 
(Unpublished) 

Amiden H. (1976): Interaction Analysis, London: Addis-Wesley 
Publishing Co~. 

Ayalew Gebreselassie, "Thirty Years Experience in Education" 
Ethiopian Observer 8 : 1. 

Ayres V. (Feb. 1986 ), Teachers and the Curriculum: Harvard 
Educational Revies, 56:1 

Azeb Desta . (1984), Aresource Hando-ok of Strategies for Improving 
Ter t iary Level Teaching, Canada: Queens University 
(Unpublished). 

_____ • Elements of General l1etheds of Teaching. Addis Ababa: 
Addis Ababa Univers ity. (Unpublished). 

_____ • (Sep. 1989) " I s Ability Grcmping A Threat T. Pupils 
Self Concept? " The Ethiopian J lIurnal of Education, 11: 1 

Bellack, A. (1964) " The Structure of Knowledge and the Structure 
of the Curricultllf," In Heubner, (eds ) : A Reasselllent of 
the Curriculum. New York: Teachers College, Columbia 
Univers ity. 

3estere, A. (1965) II Educat i on for I ntellectual Dis cipline," In 
Philip Phenix Eds . Philltsophies of Educaticm. New York 
J ohn I' iley and Sons, Inc. 

Biddle and Dunkin, (1974). The Study "f Teaching. New York 
University Press of America . 

BOVlen, D.J. (1976) " Hi s hrical Background of EdUCation in Ethiopia" 
in Bender et.al (eds. ) Lanb~age in Ethiopia. London 
Oxford University Press . 

Bramel ed , 'rheoderQs , (June , 1972) "Educat ion as Self Fulfilling 
PrQffessy" Phi Delta Kappan) LIV : 1 



- 142 -
______ (1965) " A Reconceptualiat View of Education" In Philip 

Phenix Eds. Philosophies of Education. New York John 
Wiley and Sons, Inc. 

Brown, J. et.al, (~964). Ai Instruction-Materials and Methods. 
New York Me Graw Hill, Inc. 

Bruner. J. (1966). The Process of Education, U.S.A. larvara 
University Press. 

Ca tes, ".M (1985) A Practical Guicle to Educational Resarch. New 
Jersey: Prentice-Hall, Inc. 

C1eg)', A. Anna,l. (March, 1970) " \~hat does Tollays Teacher Neecl to 
Knew and to do?" Educational Leadership. 27:6 

Cohen, D. (Feb. 1984) " The Conditions of Teachers Work", Harvard 
Educational Review, 55: 1 

Counts, George (1952) Education and American Civilization. New York: 
Teachers ColleSE, Coluab1a 0n1Vers1ty. 

Curriculum Department, (1981), Curriculum Guidline, First Draft. 
Addis Ababa (Unpublished). 

Curriculua Pannel, (1984), 11athematics Syllabus. Grades 1 to12. 
Addis Ababa: filM)A. 

Davis Ivore, K. (1981) Instruct ional Techniques: New York: McGraw 
Hill Book Company. 

Devis , 0.1. (June, 1963) " Organized Knowledge Influencing Curriculum 
DecisiGns" Review of Educational Research. 33:3 

Dewey, John (1956) The Child and the Curriculum and the School and 
poci ety. Chicago: University of Chicago Press. 

(1959). An Introduct ion to the Philosophy of Education. 
New York: The Macmillan Company. 

Ebel , Robert . (June , 1972) " iihat are Schoolll for? " Phi Delta Kappan. 
LIV: 1. EngliSh Pannel (1974) A Detailed Outline of 
Engli sh Curriculum. Addi s Ababa : EMPDA. 

Farrant, J.S, (1981) Principles and Pract ice .f Educat i on. London: 
Harrison and Gi bb L+D. 

Foshy, A. (Hay , 1961) " A Hodest Proposal" , Educational LeaderShip. 
Vel. 18. PP. 506- 516. 

Finn, J.D. (Oct. 1962)" A "ialk on the altered Si de" Phi Delta Kappan. 

Gage , 

Vol . 44 , PP . 29-30 . 

N.L. (Oct. 1984) " I.hat de 
Phi Delta Kappan. 

'he Know About Teaching Effectiveness?" 
661:2 



- 143 -

______ -,-_ (1976) n The Psychdegy ef Teaching Methed.s n: The 75th 

Year Beek ef the Natienal Seoiety ef the Study ef ~ucation. 
Chicage: University ef Chic age Press. 

Gilkes, P. (1975) The Dying Lion: Feudalis. and Hedernization in 
Ethiepia . Lendon: Juain Friedman Pub. Ltd. 

Gi rms. Amare, " Aias and Purpeses ef Church Educa ti~n in Ethiepia . n 
Ethiepian J eurnal ef ~ucati.n. 1:11 

Goed, Carter, V. (1973) Dicti. nary ef Educatien. New Yerk: McGraw Hill 
Compa~. 

Goedlad, J. (1966) Scheel Curriculua and. the Individual. Londen: 
Blaisdell Publishing Ceapa~. 

Gronlund, N. (1970) St ating Behavieral Objectives fer Cl assroem 
Instruction. New York: The Macllillan CCllapany. 

Hass, G. 

He i ght, 

(1971) ~eadings i n Elementary Teachi ng. Betsen: Allyn and 
• Bacon, I nc. 

G(1968) The Art of Teaching. Londe.. Hethe. and Ce. L~. 
Hess, R.L (1970) Ethiopia , the Medrni zation of Autocracy. 
New York: Cernell University Press . 

Jackson, p. (1968) Life in t he Classroom. New Yer k : Helt ~enehart and 
and Winis t en. 

Johnston and J oans (Feb. 1985) " Parent Part i cipat i on in School s , are 
the Benefits \'orth t he Burdens?n Phi Delta Kappan, 66 :6 

J ohnson, (1964) " I ssues i n Education" An AnthCllefjY Clf Centroverey. 
(Ede). USA : HClughten and Mifflin Company. 

Johnson , M. (1981)" Ne dels in'. Curricul um Theer y n in Gin ux , et .al eds . 
Curriculum and I ns truction. Berkeley, Cali forn i a : Me 
Cutohan Publishing Corpor at i Gn. 

Ki ng and Bro,mell, (1966) The Curriculum and the di sciplines of Kno~!ledse: 
A Theory of Curriculum Pr actice . New York: J~hn Wiley and 
Sons, Inc. 

Lipsky , G.A. (1962 ) Ethi opia : i ts People its Soci.ty, its Cult ure. 
New Haven: Cor n , Kraf Pr ess 

Xaser , F(1984) Pre par i ns I nstruct i onal Objec tives. CalifGrnia 
Pitman Learning I nc. 

l·:arkaki s , J. (1974), Ethiepi a : Anatomy Qf a Traditional Polity. London: 
Charandon Press , Oxford, 

l'icCer :uick , (Oct, 1979) " Teachers 6an Learn t. Teach Effect i vely" 
Educational Leadership. 77 :1 

}icluhan, M. (1964) Under standing Hedi a : The Extens i ons of Han New York . 
NcGr aw Hill. 



- 144 -

Marry. et.a.l (1977) " Give Students TiDle to Respond." Education 
Digest. XL III; 3 

Hilbeura and Gwend.elyn. <'!Winter. 1978) " The Case for Teaching Social 
Skills in the Classroom: A Review, Review of Eaucati.nal 
Research. 48; 135 

MOE (1982) Guideliaes anIi Re a tiell6 
Ababa I Tesfa Printug 

______ (1980) Inferaati •• Paper Oil the Eaucation Systea in Ethiopia. 
Add.1s Ababa. MOE. 

______ (1984) Education ill Socialist Ethiepial 
Strategy for Developaellt. Addis Ababa: 

______ (1949) Year Book. Acidis Ababa: MOE 

Origins Reorientation 
MOE. 

______ (1948) Archive Number One; File Number 98. Addis Ababa 
(Unpaged) 

______ (1980) An Outline of Social Science Syllabus: Grade 1,.12 
CDRI: EMPDA. 

Mathematics Panel (1981) Mathematics Syllabus; Grades 1-12 MOE ~~DA 

Morris: et.al (1970). An IntrGductien to Teaching. New York: 
Randea House. 

Ngeng>!ilIIue . J. (July. 1990) " The Need and Format for Planning English 
LaJ:1gUage Lessens". EngliSh Teaching Iorus. XXVIII: 3 

Ohles. J. (1970 . An Introduction to Teijdhing. New York: Random Iwuse . 

Olsen. E. et.al (195!'). School and COll1llUnity. New York: Prentice 
Hall. Inc. 

Paul. J.E (1976) " George Collnts After 50 Years of College Teaching 
Phi Delta Kappan. XLV III: 10 

Pankhurst. R. (1955) Ethiepia: A Cultural History, Essex: Lalibela 
House. 

Paul. L.D (1980) Prac tical Research Planning and Des i gn (3rd ed). 
He>! Ynk: Hacmillan Publishing Company. 

PHAC (1974). Educational Policy Guidelines. Addis Ababa : 
Berhanena Selam Printing Press : 

Perrot, E (1985) Effective Teaching. London: Longman Heuse. 



145 -

Pheaix. P.B. (Agril, 1960). " The Topography of Higher Liberal Learning". 
Phi Delta Kappan, 41, P.307. 

_____ (1965) Philosophies of Educatiu. New York: John Willey 
8.Jld. Sons, Inc. 

Pi:Gar, w. (1975) Curriculua Theorizing. Berkely, California: McCuchan 
Publishillg CerperatioD. (Ed). 

Pollac, E. (1970)"Applicatien of Matheaatics": 
Instrui!ioD. Chicago: U1iversity 
The 69 Year Book. 

In NSSE elis. Mathelltatics 
of Chicago Press. 

ResUer, (1964) " Matheaatical Models iD Ed.ucation ", III NSSE elis. 
Theory of LearDing aJ>d bstruction the 63r d. Year Book. 
Chicago: University of Chicago Press. 

Robert, F. et.aJ. (Nov./Dec. 1983) " Assess ing Teachers Planning Abilities": 
Journal of Educational. Res earch. 77: 2 

Rober t, H. et.aJ. (1985), Instructional. 11edia and the Hew Techno1og;ies ef 
Instruction. New York: John Willey and Sons. 

Roger, K. et al (1980/81) II Needs Assesselllent." Educational Leadership. 
38: 1-8. 

Rosen, S. (1971), Educa tion and Modernization in the USSR. Massachusetts: 
Adison-V: esley Publishing Co...,any, Inc. 

Rugg, B. et al (1969), The Child-Centered School. New York: 

Sarason, S. (August, 1985) " The Problem .f School Change". Harvard 
Educational Review. 55:3 

Science Panel (1986) Physics Curriculullt Guide Grade 1-12, ~~E . Bole 
Printing Place. 

(1989) Curriculum Guide for Chemistry Gr ade 11. 
Addis Ababa: HOE. 

(June, 1984) Curriculum Guide for Chemi s try Gr ade 9 
Addis Ababa : CORI. 

(June 1986) Curriculum Guide, Chemi stry Grade 10 
Addis Ababa : CDRI. 

Saylor, G.et.al (1981), 
Learning. 

Curriculum Planning for Better Teaching and 
New York: Holt Rinehar t and \';iniston 

(1966), Curriculum Planning fer Hodern Schools. New York: 
Holt Rinehart and \' inist •• 

Schramm , Ii . (1977), Big Media Little Hedia : T ... ls and Teachnclo::;ies of 
Instructicn. London: S~ge Publications , Inc. 



- 146 -

ShulJlan. (1979) " Students Entering Characteristics: In NSSE ods. 
The 69th Year Book. Chicago: Univers ity of Chicago Press. 

Skinner, B.F. (1961), " Why we Heed Teaching Machines", Harvard 
Educational. Revie\;. 31. 

(1950), Fundamentals of Curriculull Developillent. New York: 
World Book Company. 

Stenhouse, L. (1983), A~ Introduction to Curriculum Research and 
Develop.ent. London: Biddies Ltd. 

Strat.ayer, F. (1965), " Education for Life Adjustaent " I. Phenixeds. 
Philesophies of Education. New York: Jo~ Wiley and Sons, 
SOIlS, Inc. 

Sushter. (1955) " Professional Eaucation and Teaching" Journal of 
Teacher Educatisn. PP. 258-262. 

~ba, H. (1967) " ~estioning-An Elellent of a Teaching Strategy": 
Encyclopaedia of Education. Vol. II. U.S. A. Free Press 

(1962) Curriculum Develooment: Theory in to Practice. 
New York: Harcourt Brace and World, Inc. 

Talbo, D.A (1950) I moerial Ethiopian Hinistry of Educat i Bn Year Boek 
(ed). Addis Ababa : MOE 

Teshome ',iagaw (1979) Education i n Ethiopi a . AIlJl, .Arbor: Hichi gan 
Univers i t y ~ress. 

Tucker, S. 

Tyler, R.' ; . 

Drucker, P. (Feb. 1988) " Knowledge "': ork 
of Sch.ols " Educati .. nal Leadership . 

and the Structure 
77 : 1 

(Dec . 1986/Jan. 1987) " The Five Host Significant CurriculUII 
Events i n the 20t h Century " Educat i onru. Leader ship . 4:3 

(1949) Basic Principles of CurriculUIll and Instruct~. 
Chicago University of Chicago Press . 

',;'allin, H. et.al (Feb . 1986) " "(hy Teachers \ion't Teach" Phi Delta 
Kappen. 67.6 

',;igginten, E. (Mar. 1980) " The COllullunity Scheels " Education Digest . 
XLV: 8 

',dt trock , N. (1986) Hanbook of " esearch on Teachi r:6 : A Project of the 
American Educat ional Research i.ssociations. Ne", York: 
HacDlillan Publishing Co. 

, J 



10\' 
Definition of Terms and Szmbols 

The following terms are used in this thesis projeot as thq 

are defined below. 

J.ssesSlIlent • • The process by which as .~ data as possible are 

gatherd and used to evaluate a person (s) more 

accurate~ (Good, 1973,p.~3). 

J.udio-rtsual. : 1. ganeric te1'lll referiDg to experilne.s, equip.ant, 

and materials used for c01ll1l1Jl! i cation in instruction. 

Implies techniques based upon practices u~lised. in 

education and training (Irown,et.al 1964,p.f65). 

A.udio materials: Instructional I18.terials that use listening as the 

primary process of COllllllunication. In this catego17 

are ph8llograph records, recorded tapes, sound tracks 

from motion pictures, sound fro. television, and 

other reproduce« sounds (Ibid). 

Community Resources: 

Discipline: 

J.Dy materials, agencies, activities or persons in a 

community that may be utillized by a school program 

to provide learning experionces (Ibid). 

An organized body of knowledge about aunique domaine 

of things and events (the facts, data, ob~rvations, 

sensations, pereceptions and sensibilities) that 

constitute the basic elements of knowledge or from 

which knowledge is derived (saylor, et • .!!, 1966:p.l64) 

Hidden Curriculum: The croweds, the praise, and the power that 

combine to give a distnictive flavour to classroom 

life cellectively (Jackson, 1968: P. 33). 
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Instruction : Is the implementation of the curriculua plan (Sayler. 

_~ • .!!. 1981: P. S':/?). 

Instructional objectives: ~e descriptions of a performance you want 

learners to be able to exhibit before ,.ou consider 

them competent (Mager. 1984: P.5). 

Learning: Is the process b,. which an indiTidual investes cultural 

content with meaning. there b,. becoaing capable of 

acting differently toward that ita, or another ita 

of Cultural content (Johnson, Ii. 1981). 

Is a personal actiTit;r which each student IIIlSt carry 

on for himself (Ebel, 1972). 

Learning Experience: refers to the interaction between the learner 

and the external conditions in the environment to which 

he can react (Taylor, 1949: P. 63). 

Media :- Are any means b,. which messages may be carried 

between human beings (Farrant, 1981 P. 291) 

Methods of teaching:- Are the different approaches the teacher 

uses and patterns of acts that serve to attaine 

certain outcomes and guard againist certain others 

Model ;-

and tactics used b,. the teacher to control instructioal 

setting (physical end social) and to 

present the learning task, induoe-trial responses, 

correc6ion of trial responses and evaluation of 

the outcomes of instruction (Azeb, 1984, pp.19-20) 

.A. pattern of something to be made or reproduced,. 

representation of an object, principle or idea 

(GOOd, P. 370). 
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Perrormanoe: J.etual accolllplisheaent as compared to potential 

ability. (Ibid. P 414) 

Principles ot Teaching:- comprise a cOlllplete systellAtic theo17 

ot an educativi process under the stimllation and 

control or the teacher~nree, 1968: P. 533) 

Resources: 

Teaching : 

Teaching 

CDR! 

EMPll1 

MOE 

li.R 

HU.C 

S.S.s 

• • 

• • 

: 

• • 

• • 

• • 

• • 

Is an organized. plan of suggestions centered around 

some problea, with objectlY .. s, planning, learning 

experience, evaluation, activities, and materials 

to assist the teacher in planning teaching (.Anderson, 

1956: P. 362). 

Is the systematic promotion ot learning by what ever 

means ( stenbouse, 1983: P. 24) 

It is the process by which one persen interacts with 

another with the intension ot influenoing his learning 

(Johnson, Ibide). 

Techniques : ( 1) Specitic ways ot presenting instruc-

tional material or conducting instructional activities 

( 2 ) The teacher's manner and method ot teaching 

(Good, P. 590) 

SYlIlbols 

Curriculum Development and Research Institute. 

Educational Materials Production and Distribution agency. 

Minstry or Education 

No Responce 

Provisional Military Administrative Council 

Senior Secondary School 
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- INTERNA TlONltL BORDER 
- 80RDER or ADMIlISTMTIV RE610NS 
_ 80RDER Of AUTONOMOUS REGIONS 

A 
PORE AUTONOMOUS 
AND ADMlNSTRATIV 

REGIONS 
BORDER OF :lI'EC.IAL AOMINIiTRATIV RE610f11 . 

z 
< a 
:::l 
(/) 

I • NORTHERN ERITRIA 
Z • SOUTHERN fRITRIA 
3. WESTERN ER1TRlA 
It. TE6RAI 
5. NORTHERN GOt-JDAR 
6. NORTHERN WElLO 
7. SOUTHER.N GONOAR 
e. MeTE~EL 
9. WESTERN GOJJAM 
10. FASTERN GOJJAM 

II. 50UTHER.N WELLO 

• CENTER. OF ADM. AND AUTO. p,eGI6N~ 
o - CENTER OF ':'P'CIAL ADMINSTMTlv RE610N 
• CAPITAL CITY 
to LAKE 

GULF OF AOEN 

11. WESTfRN HARARGH~ 23. EA:,TER.N HAP.ARGHE 

13. OERE OAW" 14 • AR!>I 

14. NOR.n .. \FR.N 5HOA zs. SOUTHERN SHOA 
IS. ASEE!. 

16. WESTEP.N 5HOA 

17. WELLEGA 
18. ASS03SA 
19. (jAM SELLA 
20. I LLUBABOR 
It. ADDIS ABASA 

22. EASTERN SHOA 

26. ~EFFA 
27 • NORTHERN OMO 

28. 510AMo 
29. BALE 
30. Q6AOEN 
.31 • aORENA 

32.. :lOUTHERN OMO 

SOURCE: Inshtute Of 
Addi:; Abt.b& 

Eth\opian 
June 1988 

Na1l0nalit~ Studle 
(Unpaged) 
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• 
OR~ANIZATIONAL STRUCTURE OF 
SENIOR SECONDARY SCHOOLS 

I Autenoao~~ I ... i strati ve 
Educatioa Offic. 

I . 

~- Director. Teacllera 

1- - I ~sci~ae - -- I- Coaaitte 

r 
Assistut 
Directo~) 
Acadeaic 

T 
I -t Reco~ I r uri t Leaiers 1-Office Office 

0 

I I curricUi_ 1-Coaaittee 

. 
I . I tiiIt teilier J-

Ft~aero~1-teacller 

1 
IEXPeri~eJlt8! 

SerVl.ce ~:~; 1-
I I iuU811e e oi 1-I '-f Li.rary I I Teaelaer to- .. Counciliy 

Pedagogl.caJ. I 
Center r 

I cluis I I Co-curricular 1-Coaaittee 

Latour edU~)tiOIl I 
Coaaittee 1 ;;; 

J ~ .... ~~,~ I 

Saurce: Internal structure and Organ1zatioa of Se1l.001s, 
Part One. MOE, EMPDA, 1989, p.94. 
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ADDIS ABABA UNIVERSITY 

DEPARTMENT OF CURRICULUM AND INSTRUCTION 
SCHOOL OF ~RADUATE STUDIES 

EDUCATIONAL QUESTIONAIRE 
DATE ______ _ 

To Ie filled only !y Governaental Senior Seconiart 
Schools of Illulalor 

Purpose of the Questionaire: Tlle primary purpose of tllis 
questionaire is to assess the perfor.ances of governaental seDior 
secondary sCRool teachers of Illu.a.or as they pertain to 
curriculua iapleaentation (instruction) and coae up wit. suggestive 
iieas wAica could help as a springDoari to overcoae proileas 
persisting during curriculum impleaentation (iastruction). Hence, 
your honest response is earnestly neeied and your cooperation is 
greatly appreciated. There is no neei to write your naae. 

Part One - PreliJllinru;r InfoI'llation 

I. Directioa:- For the following questions indicate your response 
lty making a II VII in the boxes wAicla correspond. to tRell. For 
those having no alternative responses, you are requestei to 
give a sJaort and precise response oa the space provitei. 

1. N8lIIe of the School 
2. Sex Male Fe.ale --
3. Age 20 - 30 years - 30- 40 years--
4. QualifiQatio~ 

5. Year of service in the profession 

6. Year of service in the present school 

70 fie subject(s) you are teaching 

8. Grade level(s) t aught at present 
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Part ~o 

Direction:- Tlle directions given for part one equallJ' app~ 
for part two'.-

1. Do you use planni~ to facilitate classr.o. 
i:astruction? 

Yes _ _ 

2. To wllicll of tlae followl.JIf; iastructio_al plans ... you 
gi ve ellphasis in the suiject you are teacnnc? 

a year~ plan _ 

a semester plan ~ 

3. I. tile subject you are 
ietween the curricular 

aai~ lesso_ plu ~ 
to all of tile aiove -

teaching, the correspo."eace 
oijeetives an .. tile contents is 

laigll (3) _ moderate (2) - low (1) -
4. III the subject you are teacnng, in cases nen tile 

correspondence between tile curricular objectives and. 
contents are low, indicate t lae mechanis.s you use to 
co.iat the problem. ______________ _ 

--------------------_. 
5. Ia tke subject you are teacnng, if tAe contents are 

organized, they are: 

___ vertical~ organize .. (skow consistency fro. one 
grade level to the otlaer). 

___ horizontal~ organized (show relationship vitJa 

other subjects). 
__ organized both vertical~ and l!.orizontal~. 

6. If the contents are not proper~ organized, provision 
is lIade for students unity of thinking wllell planning 
instruction 'by 

enrichiDg the contents tkrougll furtller reaUng. 
___ consulting resource people and teackers in other 

subjects. 
___ Juaping those contents which skow poor organization. 
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7. In tile su~ject you are teachin&. iaticate tlle conti tiOl'lS et 
tlle following teaching learning .aterials (instl'llctiollal ailis) 
~y .aIda, a II vn in the space provU.e':~ 

-
Teacllinc-Learning ~a).~21 .~~·U! ~c!.~a} 

Materials Adequate~ Mo.erate~ Not 
Availa~le Availa~le Availa.le 

S+ ... '.8' ~ 

~cliers . ~.~ '"-.. .1 • 

J I" 
~ 

Menogranhs 
Ch .. ,..+." 

. Granhs 
Mans 
Mod.els 

Cart"" ... ", 
Real o~.ieets 
Lab 

l __ ft_+~ 

~l·sa~Hg~s 
Projectors 
Filas 
Slid.e 
Record.s 
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s. In questi Gn "7" if your response is (c)(aot availa.le). 
i ndicate the aechanisas by wkic. you facilitate tae , 
acquisition of aaterials, at least partial~ .,. aaki~ a 
a a ill tlle space provide4'~ 

Teacaiag I~a~ 
Produce 

Materials 

I~·} . 
Insist the School 

I~C) 
Seek f or a Su.-

Oneself Pure.ase sti tute froa the 
surroundiu 

S'" ... ... texts 
'1' .... " . ........ .,."i oil ... 

'Books 
Journals 
Punalets 

I MOllograplls 

l"llo .. ...+.a 

G,... ...... • .. 

I ManR 

I MoclelR 

Cartoolls 
Real O'&:iects 
La •• equipaents 

I Pro:iectors 
Filas -

Sliis 
Recor4ers 
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9. r.. tae su.jeot you are teaching, indicate tile aetllods au 
techniques ~GU use in the instruc~iGaal process .y usi-c 
a n n • 

Metlloas BAa lS.a) l-) l;-) 
More 

Fre(2~lltly Less(nequently TeclaJli.ques re9-~~ntly 
,.", 

1. Oral C!uestio~ 
c;;.. ~ v v",. 't ....... 

BASwera 

3. Class reviews 

4. i~n!ltHi 

5. Written reports 
i. Projects aM. 

~ WnT'k 
7 Suppleaelltary 

• RAAdiu 

I. Fieli tri"e 
to.Audio-visual aU 

110. Resource visitors 

P.l. Group discussion 

P.2. Outlinllg 
--

r'-3. Suaaarizing 

~4. ProDlea solving 
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leo Ia ~.esti •• "9" fer tae ite.s y •• aave resp •• (e( iy s¢q 
"less frequeatly" iniieate tae reas.. iy ~siac a " " • 

Meta.is o( TecJmiques (a)laek .t (i)luk .t ~e)Lack .t 
. - tiIle Res.~e sld.U 

.1. Qral .~estioDS & answers 

2. Wri ttea questioJlS & answers 

3. Class reviews , 

4. Try •• t and applieatiG. 

5. Written reports 

Ei. Projects & eo.aittee work 
I 

7. Supple.entary reacting I 
s. FieU trips 

9. AudioOvi suaJ. aiis I 
10. Resource visitors I 

11. ~roup discussioa I 

12. Outl1ai~ 
, 

13. Swmarizing 

14. PrQilea solving 

15. Producing aodels of charts 
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11. In wllicll ef tlle following co_uaity activities •• ;ro. 

allow participation? 

(a) ia ;routll or,;aJlizatioJlS 

(~) ia we •• associatiollS 

(c) ia Ke.ele activities 

(.) ia teacaers associatioa 

(e) ia literacy activites 
(f) ______________ __ 

(g) ----------------

o 
o 
o 
o 
o 
o 
o 

12. Ia wllicll of tlle following areas llas sucll co_lai ty illvelveaeat 
~enefitei you? 
(a) ill using cOlllllluni ty resources and lIaterials fer 

instractional purposes. 0 
(~) in co~cating students pro.1eas ani prospects te 

pareats. 0 
(c) in proRoting sclloo1 community relations c:J 
(d) ill learning admjnistrative skills 0 

13. "Whicll of the following negative effects arise frea 
invo1veaeat in community activities? 

(a) takiag your time in p1annin~ instruction. 
(~) sllares the time 'ihicn could, if other wise, ae usei 

in assisting students. 
(c) it results in sudden absentisR. 
(d) all of tlle above. 

14. In tlle sueject you are teaching, wllicll of tlle !ollowi a, ways 
do you use to proviie for individual iifferences aao~ students 
(a) providing remedial instructioll. 
(a) illtividual consultation. 
(c) differentiating tasks and activities. 
( D) informal adivce and encouragement . 
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:w 
OBSERVATION CHECK LIST 

Naae of tile Scilool _______________ _ 
Teacilerls Qualifi&atioa __________________ _ 
Year of Ex:perieaee ______ _ 
Class O.serTea ______________________ _ 
Su.ject O.servea ________________ _ 

Nua.er of Stllaeats in class ____ _ 

1. Teacilerls Beilaviour 
(i) Bas a plaa 

ENTRY 

(ii) Previaes introduction 
(iii) Outlines main H.eas 
(rv) Connects with tae previous 
(v) Defiaes aain iaeas ana ceacepts 

(vi) ~ives Ilotes 
(vii) Uses chalk 30ard 

(viii) Gives exaaples and illustrations 
(ix) Uses appropriate media 

Ox) Asks questions properly 
(xi) Han'les responses properly 

(xii) Proviies feed .ack 
(xiii) Gives take ilollle taaks 
(xiv) Applies proper classrooa aanageaent 

2. Studeatls Beilaviour 

(i) AXe attentive 
(ii) Skow aotivation to leara 

(iii) Ask and answer questions 
(iv) Are cooperative 
(v) Are discip+ined 

Yes(l) No(O) 
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• 
INTERVIEW GUIDE (FOR TEACHERS) 

Naae of tke Sckool ------------------------Qualifieatio. ef tke teacker --------Classes i. wAick tke teacker teackes -------Year of e~eriellce ill the sCAool ___________ _ 

Total year of experiellce ill tlte professio. ___ _ 
Gra4e(s) ta~kt _______ _ 
Suiject(s) taugltt ______ _ 

1. How ao yo~ rate the interest of tae studeats ia tae ~ijeet 
you are teacnng? 

2. If tae iaterest of stu~ents is low, waat possiile reasoas 
aaa causes caa you suggest? 

3. Do all stu~ents attend your suaject always? 

4. Have you ever ieen exposed to a course, a seaiaar or a 
workskop to acquaint yourself (otaer taaa tae .etaeis .f 
teacnac) with tae techniques of teacnllg tae suijeet? 

5. Do you .ake contacts wit. tke iireetor aRi or tke 
a~aistrator to aeal with issues relati~ t. tke i.prove.eat 
of tae instructional programae7 

6. How 4. you fiad the syllaouses, tae teackers ~ies aat 
studellts texts in relation to tae actual realities? 

7. Do you participate in co-curricular activities? 

I. How i. you see the status alId. rele of co-curricular 
activities in your SCAool ill iaprovillg tae instructioaal 
pro,raaae? 
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mTERVIEW' GUIDE (FOR DIRECTORS) 

Hoe of tile Scllool _________ ..;,..._ 

Quali!1eati •• of tile ureetor _____ _____ _ 

Year .f experieace ill tile professi •• _ __ _ 

Year .f experieaee ia tile sCBoo1 _____ __ 

\ 

1. Are tllere atequate iZlStructiO.al facilities aU .ateriala 

(text.eoks, teacnng aids, la.oratory equipllents, etc.) ill. tile 

teaellillg aU. learniDg of acadeaic su'ejeets? 

2. Wllere tile facilities and .aterials are i aaiequate, wllat 

. ecllaais.s io you use to facilitate tile iIlstraetioaal prograaae? 

3. Do you .ake contacts witll tile co .... ;ty outsiie tile scllool to 

t ile i a terest of the instructi.aal prograaae? 

4. How d. yo. rate the perforaaaees .f teacllers .f tile acaieaie 

suDjects ia your scllool? 

5. Otller tllaa tile worksllops ani seataars givea at aatioaal level 

io you aake intra-staff contacts aai .eeti~s ta facilitate 

tile iaple.entation of the curriculua and wllat acllieveaeats 

laave .ee •• ye so far? 

6. What particular concerns io you .ake for tile learaers so 

tllat tlley could carefully respoai to tile i.structional 

programae? 

7. How do you participate teachers aai students ia co-curricular 

activities, i.e. do you randoaly assign thell or proviie for 

indiviiual preferances? 



\ 
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5 

mTERVIEW GUIDE (FOR STUDENTS) 

Nsae of tae scaool -----------------------
Preseat Gracie level of tlle stud-eat ________ _ 

Total year or sta;r ia tlae scaoo1 as a stuaent ___ _ 

1. How.o you see the textbooks or tae acaae~c su.jects? 

2. Wllica or the academc suDjects '- aQt appeal to your iaterest, 

sa. waat .0 you tllillk is tae reasoa? 

3. Are teacaers of the acaa.emic su.jects in yG\U' scao&! 

coapetent enouga in teaching taeir respective su.jects? 

Taat is, io tlaeir methods, tecAniques aai procedures of 

teaclli~ attract and aotivate you? 

4. 9 Are teacaers of the academic suDjects syapatlletie wita 

you, ia tiae of your probleas, waetaer instructional or 

noae iasiie or outside the class to assist you ia overceaiag 

your aifficulties? 

5. Do your teacaers use instructioaal aiis otller tllaa tile 

text'ooks? 

6. Are you alwa;rs encouraged to aake irills ani exercises 

.y your teachers? 

7. Do you let aQditional refereace aaterials ia your scllools 

or froa tlae surroundiIlf;? 

8. 1NlD.at aajor instructional pro.leas ie you tlli:alc exist 

ill your sCAool? 

I 
J 

I 

I 

I 
I 
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The New Structure of Ethiopian Education After 1974, 
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Source: Educational policy Guidelines and Directives . Addis 

Ababa: MoE, 1971 E,C, (Unpublished, Translated from 

Amharic) p. 15 
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