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ABSTRACT 

The national policy expects teacher educalion colleges to make their programs appropriate 
and relevant for the second cycle primwy (SCP) education. The plllpose of this study is to 
examine, via one subject (physics) in Gondar College of Teacher Education, the extent 10 

which these expectations are achieved. To increase the study's likely wider applicability, 
reliable and valid sources of data were built in. The sources were 17 of the college's 
graduate physics teachers who have taugh' in SCP schools, the 17 school principals, 3 
physics instructors, college dean, 6 officials at the Amhara Regional Education Bureau and 
Zonal Education Departments, and an expert at the Institute for Curriculum Development 
and Research. Instruments used to collect data were questionnaires, an interview guide and 
observation checklist. 

The findings indicate that the college physics objectives over-emphasize theOlY and are 
narrowly focused; are either strongly mismatched with ETP (1994) and somewhat with the 
SCP schools objectives. There is a fair coverage of content and balance between the topics 
of the college and primwy, but the College '.I' focus is theoretical and inclined more towards 
higher education than teaching physics in SCps. Again the method~ used by trainers do not 
enable teachers to teach primwy physics effectively. The equipment in the college physics 
laboratory is barely sufficient and its use during the training is not sufficient. The duration 
for teaching practice is not enough to prepare teachers to teach physics in SCPS 
appropriately. The physics teachers also needed some support in the early periods of their 
career, but later had confidence and efficiency to teach general science and physics. 
However, they seldom used learner-centred methods and instructional equipment in their 
teaching 

The recommendations include: the college physics course objectives should derive from the 
objectives of the ETP (1994) and of the SCP; the physics courses should relate more to SCP 
than to higher education and emphasis be given to varied methods appropriate to the 
college and primary physics curricula; trainers should use equipment as befits the 
curricula; the college physics laboratOly should be replenished; teaching practice should be 
longer and strong links with primary schools made; school-based staff training programs 
should be organized and stakeholders should assess the training program at regular, set 
intervals. 

v 
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CHAPTER ONE 

INTRODUCTION 

1.1. Background 

Since the introduction of modern education early in the 20th century, Ethiopia had undergone 

through a number of educational reforms in terms of organizational structure, curriculum 

content, teacher training, and others. Through tbe process, the objectives, duration, entry 

leveL and conten t of teacher education went through a series of reforms. expansion. and . 

quality enhancement. This is because tbe place of teachers in the education system was 

considered to be at the beart of educational activities. 

In this respect. it is indicated in SIDA (2000:5) that Educational changes and reforms, 

expected [ 0 take place in the classroom. must also be reflected in teacber education. Teachers 

are expected to be the main facilitato rs of learning. As such they should ensure the best 

interest of the child and know how to adapt the curriculum to children 's needs. Moreover, 

they are required to be administrators and act as the link berween parents and schools. The 

gap between wbat is required from the ideal teacher and the ski lls that he/she possesses 

appears to be widening. In order to enable teachers to meet the various demands placed on 

their profession. it is increasingly recognized that teachers ' skills need to be continuously 

upgraded. 



In indicating how important teachers are in the implementation of any curriculum, it is 

indicated in (S lDA, ibid.S) and in lICBA (1999 :5) that "Teachers have crucial roles to play in 

preparing young people not onl y to face the future with confidence but also to build it with 

purpose and responsibility. The importance of the role of the teacher as an agent of change, 

promoting understanding and to lerance. has never been more obvious than today. It is likely 

to become even more critical in the twenty-first century". 

What teachers learn must correspond to what they are expected tei teach as indicated in SrDA 

(ibid. 6). Therefore, teachers must be involved in defi ning new teacher education curricula. 

Moreover, curricula must be developed in coherence with the school system itself. Teachers 

also need to learn about the relationship between society and school in order to be able to 

cope with the specific learning needs of the children. 

It is currently necessary to produce teachers who co uld provide education that meets policy 

and school objectives. Teachers are expected to facilitate learning, not merely instruct 

predetermined facts and knowledge. (SlDA, ibid.IO) indicated that teachers are nowadays 

expected to interpret, apply, adapt and further elaborate the curriculum; to search for and 

se lect information and contents to meet the different learning needs of the pupi ls. To meet the 

uncertai n and changing future that faces smdents, teache rs must be able to promote essential 

competencies and attitudes among their students (i.e., creativity. critical thinking. problem 

solution. and adaptability to changing situations). Steps need to be taken to reduce the 

increasing gap between the ideal teacher required to implement new education policies, and 

what is currentl y available. 
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On paper. the curricu la at the primary and secondary leve ls and of teacher education 

institutions in Africa are relatively of good quality. However, acco rding to IICBA (ib id. 5), 

there is a significant gap between the intended and the implemented/achieved curricula. This 

gap is widening and thus there is an urgen t need [Q address the problem. 

The training of teachers, according [Q Dove (1986:254-255), must relate to the roles which 

teachers are expected to play. Such role expectations ari se from official policy statements, 

pub li c pressure and professional opinion. Another important source of guidance in planning 

the curri culum of teacher training is the opinion of trainees and new teachers themselves. In 

this respect, much has not been done in conducting tracer studies to gather feedback about the 

effectiveness or limitations of teacher training programs from teachers in the schoo ls. 

When describing this situation (Dove, ibid. 257) stated that "It is a sad fact that much 

research into learning and teaching originates st ill in industria lized countries. It is then 

publi shed in prestigious journal s, which set international fashions. Indigenous. culturally 

appropriate research in developing countries needs to be strengthened". 

The principles fo r se lection of objectives and content of teacher training curriculum are 

policy goals and aims: the characteristics and needs of trainees: the ro les expec ted of 

teachers. and the findings of eva luation and resea rch (Dove. ibid. 257). What fol lows is a 

checklist of questions, which should be asked by those who design teacher training programs. 

, 
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Ben- Peretz in Husen ( 1994:5991) stated that the curriculum of pre-service teacher education 

programs across ditTe rent co untries and cultures may vary in important aspects. such as 

institutio nal context. content areas. time allocations. and the forms of practical ex periences 

fo r students. In spite of th is variab ility, howc\·er. most programs share some common cultural 

fea tures. Curricula of teacher education programs are generally based on subj ect matter 

studies, professional studies, and the practicum (supervised practi ce)". 

Schott ( 1989:57) supported this when he stated. "dissatisfaction with teacher education is 

accompanied by demands for teacher acco untability-demands that teachers be held 

responsible for the achievement, or lack of achievement, of their students. But practicing 

teachers replied that thei r training has not provided them with the ski ll s and strategies 

necessary for insuring student achievement to the degree demanded by proponents of 

accoun tabi I i ty". 

Ben-Peretz in Husen (ib id.5992-5993) further stated that "professional studies may include 

methods courses, curriculum courses, and courses based on knowledge generated tlu'ough 

research on teaching. The common prevailing view concern ing the professional content of 

teac her educati on perceives it to be a component of preparation for which institutions of 

teacher education are specifically responsible. The skills and knowledge taught in these 

courses are supposed to have a direct bearing on professional practice". 
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[f any thing is to be regarded as a spec ific preparation fo r teac hing, priority must be given to a 

tho rough gro unding in something to teach . . -\s Pe ters (1980: 151) asserted, a teacher, in so far. 

as he/she is concerned with teaching, must have mastered something, can be imparted to 

others. 

The issue that teac hing practice is neglected is supported by Ben-Peretz in Husen (ibid .5993) 

when he indicated. " [n many countries . the practicum is the most favourably viewed 

component of teacher education. Tisher (1990) . focus ing on teacher education in Australia, 

clai med school experience to be an extremely importan t, practical, satisfYing component of 

pre-service educatio n. The trainees say the\' gain a lo t ti'OI11 it, it is the most realistic aspect of 

the ir courses . it fos ters thei r practical teaching ski ll s ... they fee l it should be increased". 

The appraisal of the process and content of teacher training has been the concern of 

eval uation studies (Alexander, 1984,p.293) and these are valuable exercises which are 

indi cators of insti tutional validity and a preparedness to evaluate current educational 

practices . re neet upon them . and where necessary. amend their teac hi ng or syllabuses. 

The training of teachers in Ethiopia has been criticized for its lack of relevance in terms of 

content. methodology of training, and exposure of trai nees to school situations (experience). 

Even if components of teacher educat ion (subject matter stud ies, profess ional studies, and the 

praeti cum or supervised practice) are included in the teacher training programs. less emphas is 

has been given to methodology courses and the practicum. 
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[n addition to this, school experience (teaching practice), which is a vital component of the 

training of teachers to be effective implementers of the school curriculum, has been given less 

emphasis and little time compared to what teachers should do. What most teachers lack in 

primary school s of Ethiopia is not onlv content but mainly the how (methodology) of. 

teach ing the subjects fo r which they are trained. Our training institutions sho uld thus give 

more emphasis to subject methodology, which has become the focus of primary teacher 

education nowadays. 

These various studies indicate that teacher education programs have to be evaluated for 

program effectiveness. relevance of training curricula to classroom teaching conditions. etc .. 

from time to time and then improved based on findings of studies. Thus, it is reasonable to 

conduct a study on the relevance of the current teacher training college physics courses for 

the second cycle pri mary (SCP) school (grades 5·8) pln's ics education in the Amhara Region. 

The Amhara region occupies the northwestern pan of the country with an estimated 

population of 14.49 million, an area of 170,152-km sq. , and the administrative structure 

comprIses II zones (AREB. 1997). The economy is mainly dependent on subsistent 

agriculture and nearly 90% of the annual production is fi'om this sector. As indicated in EMIS 

(2000: 4) the gross enrollment ratio for primary was -16.8% for both sexes and 43.2% for 

females whereas it was 8.1 % for secondary education out of which 7.7% was for females. 

There are 2.958 primary and secondary schoo ls. 24,401 primary and 2269 secondary school 
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teachers. two teacher training institutes. one teacher education co llege. one co llege of medical 

science. and a university in the region. 

l.2. Statement of the Problem 

As stated in Marcw (2000: 179-187), "Modern western-type secular education in Ethiopia 

started with the opening of Menelik II School in 1908. Initially the teachers were expatriates. 

It was only in 1944/45 that the Ministry of Education and Fine Arts opened its first teacher ' 

training insti tution." The opening of pre-sen'ice teacher trai ning program for junior secondary 

school teachers was based on the recommendations of the Long Term Planning Committee in 

the Ten-Year Plan of the country. The change of the education system ti'om a two-tier (6-6) to 

a three-tier (4-4-4) system necessitated a training program for the middle schools. especially 

for grades seven and eight. Since then the curricula fo r the trai'ning of teachers have been 

revised. but have been criticized fo r lack of relevance to prepare teachers for the schools. 

The quality and standard of education in a given country is mainly determined by the essence 

of its curriculum and the process of its implementation. The relevance of any curriculum, on 

the other hand. is determined by the extent it meets the educational objectives. In this respect, 

the existing educational cu rriculum of Ethiopia has not been properly developed to meet the 

societal and pedagogical demands. As indicated in Education Sector Strategy. ESS ( 1994:3), 

one ot' its majo r drawbacks has been that the learners' profile and the corresponding 

educat ional structure and inputs to ac hieve it are not well defined. since the educational 

objectives in relation to the societal needs have not been clearly formulated and stated. 
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In the ESS (ibid. 3-4), which was formulated along side the new Education and Training 

Policy (ETP. 1994), it is stated that "With respect to teachers, the prob lem is more of quality 

rather than quantity. The process of preparation of teachers, starting from recruitment right 

through the actual training to the quality and competence acq uired at the end. is 

unsatisfac tory. The training facilities in most of the centres are inadequate and the objectives _ 

and contents of their curriculum lacks coherence and coordination with the curriculum of 

schools that they are supposed to serve". 

The preva lent problems of teacher education in our country have been clearly indicated by the 

IVlinistry of Education (19991) as "Teacher educati on in the past has been characterized by 

its limi tations in recruiting interested and committed trainees into the teaching profession. 

weakness in balancing academic knowledge and professional skills, unequal oppoliuni ties for 

candidates from disadvantaged communities and females. It was also characterized by lack of 

correspondence between the training cUlTiculum and the needs of the schools". 

Regarding the quality and relevance of teacher training, it is indicated in the ISS (ibid.l7) 

that, " The training and professional competence of teachers shall be upgraded \Nith the view 

of improving the quality and standard of education. To this end the teacher training program 

and curriculum will be made relevant to the new educationa l objectives and responsive to the 

curricula of gene ral education. Teachers training institutions sha ll also be upgraded 

diversitied ancl ex panded in line with the requirements of the new educational system and 

service". 
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Concerning the relevance of the training fo r effective teaching in primary schools Yosef 

(1998:3) indicated "Prel iminary reports coming from different co rners indicate that there is a 

mismatch between primary education and the respec ti ve teacher training curriculum. The 

SC P teacher training curri culum was initially deve loped by a task force at the central level. 

The curriculum seems to emphas ize theoretical aspects of education rather that practical ones. 

It is essential that this training be designed to closely match the trainees' needs when they 

become teachers." 

Thus. determining the relevance of the teacher education college physics courses to the 

second cyc le primary education needs investigation, particu[arly in the areas of content, 

training methods employed and problems encountered by practicing teachers in schools. 

1.3. Objectives of the Study 

The study was carried out to find whether the college phys ics courses as conducted at Gondar 

Col lege of Teacher Education are re levant to second cycle primary physics education or not. 

The study focused on second cycle primary (SCP) phys ics teachers in the Amhara Region, 

taking into account the training materials in this co [lege, the college dean, physics course 

instructors, syllabuses of physics fo r the SCP schools (grades 5-8) in the Amhara region, 

teachers and principals of SCP schools in North Gondar. East Gojam, South Wollo and Awi 

Zones in the Amhara region. and concerned offic ials/experts within the Ministry of Education 

and the Amhara Education Bureau. The general and spec ific objecti ves of the study were the 

following. 
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1.3. 1. General Obj ectives 

The general objectives of this study were: 

1. To explore whether the contents of the teacher training co llege phys ics cUITiculum 

address the second cycle primary physics curriculum. 

') To assess if the tra inees are supplied with the necessary k.nowledge and ski U.s of 

teaching physics in grades 5-S . 

J. To examine whether teachers of physics in grades 5-S have problems of teaching 

physics in second cycle primary schools. 

l.3.2. Speci fi c Objectives 

The specific objectives o f thi s study were to : 

I. Examine the whether the objectives or the co llege physics courses reflect both the 

objectives of the policy and primary physics. 

2. Assess whether the scope of training content is sufficient for wou ld-be teachers. 

J . Find OLi t whether the cO Lirses address the second cvcle primary phI/sics conten t. 

4. Exp lore methods of inst ruction freq uently used by instructo rs. 

5. Study the extent of school experi ence (teac hing practice) trainees get. 

6. Examine the provision and utili zation of instructional materials during the training. 

7. Assess the extent to which physics teac hers in second cycle primary (grades 5-S) use 

the knowledge and skill s they acquired during training. 

S. Study the major prob le ms teac hers of grades 5-S faced Ivhe n implementing 

curriculum. 
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1.4. Research Questions 

With the aim 0[' investigati ng issues such as the content of dip loma leve l co ll ege physics 

courses. tra ining methods made use of. and problems encountered by prilici"ng teachers. the 

tol lowing tentative questions were proposed to be answered in the process of this study. 

I. To what extent is the content of the teacher training college (TTC) physics curriculum 

re levant to the primary school physics education? 

o Do the courses address primary physics content? 

o Are the courses developed based on the goals of the TTC/primary physics? 

o Is [here a gap between intended and developed courses? 

o Is the scope of course content suffic ient (proportional to duration)? 

2. Are the trainees provided with the necessary physics teaching methodologies at the 

TTC? 

o Do trainers provide subject methodological training relevan t to primary? 

o Do trainees attain sufficient school experience (teaching practice)? 

o Are relevant instructional resources available at GCTE? 

3. Do phys ics teachers in second cycle primary (grades 5-8) have the necessary 

knowledge and skill s to teach? 

II 



o Do they feel that they have got sufficient training? 

o Are they contident to teach physics at the second cycle primary schools? 

o Do they encounter problems wit h regard to availability of instructional resources · 

and other school conditions at the schools where they teach? 

1.5. S ignificance of the Study 

Teacher educat ion in the past in Ethiopia has been charactehzed by its limitations 111 

recruiting interested and committed trainees into the teaching profession, weakness 111 

balancing academic knowledge and professional skills . unequal opportunities for candidates 

li'om disadvantaged communiti es and females. It was also characterized by lack relevance of 

the training curriculum to the needs of the schools. To overcome these and other problems of 

education in Ethiopia, the new Education and Training Policy was formulated in 1994. In this 

po li cy ( 1994:20) it is stated that. "Teacher education and training components will emphasize 

basic knowledge, professional code of ethics. methodology and practical trainings". 

To achieve this the vario us teachers train ing co lleges. in collaboration with the lvlinistry of 

Education, revised the diploma-level teacher trai ning curriculum in 1995/96. This smdy tried 

to assess the re levance of this curriculum. specifically the physics teacher training curriculum, 

for the second cycle primary. Hence. this study was intended to contribute in the fo llowing 

ways. 

I. The tindings of the study may help in suggesting valuable ideas for making the 

teacher training college curriculum more relevant. 

12 



2. The resu lts could provide resou!'ces for curriculum experts and teacher trainers to 

emphasize the content of second cycle primary education when they design or revi se 

courses in the furure. 

3. Finall y. this study may be of use as a source for other researchers who may wish to do 

further researches on the improvement of teacher training curricula. 

1.6. Delimitation of the Study 

Similar diploma level training programs are run at Abiy Adi, Kotebe, Jimma, Adama. 

Gambella. and Awassa colleges of teacher education. Because of time, budgetary and other 

constraints. the study on the relevance of the co llege physics cUlTiculum to second cycle 

primary physics curricula was limited [0 Gondar College of Teacher Education (GCTE), and 

on teachers of second cycle physics in North GondaI'. East Gojam, South Wollo. and Awi 

zones of the Amhara region. There are about one hundred physics teachers who graduated 

ti'om GCTE in the last three years ( 1997/98- 1999/2000). However, it was not possible to do 

the study on al l the hundred physics teachers who are placed throughout the Amhara region 

because of time and costs . 

1.7. Limita tions of the Study 

Originally the study was intended to be conduc ted on twenty sampled second cyc le primary 

phys ics teachers in three zones (East Gojam. "Iorth GondaI'. and South Wollo) of the Amhara 

region. Some of the teachers were found to have left the teaching profession and others were 
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not easily accessible by the writer of this paper since they were in very remote rural areas of 

the three zones. Thus. it was found necessary to include another sample zone and Awi zone 

was randomly se lected in order to get the twenty sample teachers. However, even then it was 

still possible to get only seventeen second cycle physics teachers . . 

Because the study focused on graduate teachers in the last three years. the sample teachers 

had to be recent graduates of GCTE. Recent graduates however tend to be placed in rural 

schools. The sample teachers were thus geographically scattered and. purposive sampling, 

which might have been possible if the teachers had been in urban schools. was not feasible in 

the rea l circumstance. 

It also proved impossible to hold focus group discllssions because of the wide geographical 

dispersal of the schools. teachers and principals. The main reason why the study was limited 

to few sampled phys ics teachers instead of the 100 was that the schools where these teachers 

are placed are wide ly dispersed tluough out the Amhara region. Time pressure was a major 

limitation on the part of the writer because he has to cover his office work fulltime. Distance 

provided another li mitation because the sample physics teachers have few years of service 

and most of them were placed far away ti'OlTI urban areas. 
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1.8. Ac ronyms Used 

AAEB- Addis Ababa Educat ion Bureau. 

AREB- Amharn Regional Educarion Bureau. 

ESDP- Educarion Sec[Qr Development Program. 

ESS- Education Sec[Qr Srraregy. 

ETI' - Education and Training Policy. 

GCTE- Gondar College of Teacher Education. 

ICDR- Institute fo r Curriculum Developmenr and Research. 

rrCBA- Inrernational Institute fo r Capacity Building in Africa. 

[(CTE- [(orebe College of Teacher Educat ion. 

MOE- Ministry o f Educarion. 

REB- Regional Education Bureau. 

SCP- Second cycle primary. 

SIDA- Swedish International Development Agency. 

TTC- Teacher Training Co llege. 

ZED- Zonal Education Departments. 

1.9. Definition of Terms 

Relevance of curriculum - The extent to which the curricu lum is re lated to the real- life 

situations in wh ich the learner may apply rhe learning. 

Second cycle primary school- Part of the pri mary schools (grades 1-8) rhar includes rhe 

upper grades. rhar is grades 5 to 8. 
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I 

What teacher trainers shou ld take into consideration is clearl y indicated by Barnes (ibid. , 20) 

that "What is needed is an integrative conception of teac hing (and teacher education) which 

bring together all of the variables, to create such a conception, those who teach teachers must 

themselves engage in serious deliberations and develop a coherent conceptual framework for 

the curriculum". Trainers should deal with questions such as: what should begilmer teachers 

know. and develop the capacity to do? What shou ld be expected from the beginners to 

understand? Trainers can create clearer and more comprehensive conceptions of teaching 

that provide a fi'amework for identirying the expertise to be developed. 

Schott (i bid .. -1-1), in identifying the competencies that trainees should acquire. stated that 

"The pre-service institution must evaluate the rel ative importance of identified teaching 

competencies and determine which competencies are most amenable to being transmitted and 

successfully acquired by students within the institutional sening. That is. the institution must 

determine the competencies for which it \\'ill accept responsibility" . 

Teachers are central to the delivery as well as the qualitv of education. As stated by Lockheed 

(ibid .. 62-63). the academic and pro fess ional training of teachers has direct and pos itive 

bearing on the quality of their performance and conseq uently on the achievement of students . 

Effecti ve teac hing is determined by the indi l idual teacher's knowledge of the subject maner 

~l11d mastery of pedagogical skills. 
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In describing issues what teachers need to learn SlDA (2000:29) stated "Firstl y teachers must 

be involved in the process of defining a ne\\' teacher education curriculum in order to make 

sure that it responds to their needs and also as basic democratic requirement. Secondly, it is 

essential that the teacher education curriculum correspond to the school c urri culum . In other 

words what and how teachers learn and what the\" are expected to teach must be compatible. 

Teachers need to be empowered with the competencies considered necessary for a modern, 

democratic approach to teacbing that stimulates reasoning. critical thinking, group wo rk and 

se l t~study". 

2.3. Content of Teacher Education Co urses 

Critical to teacber education is the question of the balance and relationship between specific 

subjec t maste rY" and mastery of the cuIHent of the subj ect for teaching. 

2.3.1. Specific Subject Mastery. 

Content knowledge refers to the amount and organization of knowledge per se in the mind of 

the teac her. To th ink properly about coment know ledge requ ires going beyond knowledge of 

the facts or concepts of a domain. Teachers must not onl v be capable of defining for students 

the accepted truths in a domain. They must be able to exp lain why a particular proposition is 

deemed warranted. why it is worth kno\\·ing. and how it relates to other propos itions, both 

within the di sci pline and without. both in theory and in practice (Shulman in Pollard. 1996. p. 

164) 
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2.3.2 . Ma~tery of S ubject for Teaching 

Another aspect of knowledge is pedagogical Imowledge, which goes beyond kno wledge of 

subj ec t matter per se to the dimension of subject matter knowledge for teach ing. S ince there 

are no single most powerful fo rms of representation, the teacher must have at hand a veritable 

armament of alternative forms of representation. some which derive fro m research whereas 

others originate in the wisdom of practice. Shulman (ibid .. 65) stated that pedagogical content 

knowledge includes an understanding of what makes the learning of spec ific top ics easy or 

difficult: the conceptions and preconceptions that students of different ages and backgrounds 

bring with them to the learning of those most frequently taught topics and lessons. 

2.4. Methods of Instruction 

The ideal in teacher preparation is recognizing the fac t that there is no one way of approach 

and. recognizing the principle of indi vidual differences, teac her educato rs freque ntl y te ll their 

students to adjust the content and objecti\es of their lessons in the light of variab les in the 

characte ristics of the learner. Just as children differ. so do begi1U1ing teac hers. As Schott 

(ibid .. 59) stated. there are those who wish a more theoretical approach. while others demand 

a more 'how to' approac h. whil e still others are excited by exploring alternative frameworks 

lor viewi ng teaching. 

As indicated in Callahan and Clark (1988:9) and Schott (ibid .. 54). the educatio n staff are 

commonly charged with maki ng onl y limited use of instructional techno logy. relying 

primaril y on the lecture method. which. for some pedagogical critics. has limited 
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effectiveness. The mode of learning determines what is learned. One does not learn to write 

by parsing sentences. Ne ither does one learn to swim by li stening to lecntres. Much school 

learn ing is superficial because the teach ing methods used are not rea lly appropri ate for the 

understandings. skill s and att itudes desired. To make learning real to pup ils. teachers should 

use direct. realistic experi ences. wheneve r poss ible. All of these could be achieved if only 

teachers themselves are trained by participatory methods in order to address stude nt learning 

needs through the development of kno wledge. real experiences or skill s. and attitudes that 

will lead to expected learner outcomes. 

Direct Instruction and indirect Instrucl ion 

Instructional approaches could be generalized or grouped into two major categories, i.e., 

di rect and indirect instruction. Both direct and indirect (sometimes ca lled experiential) 

teac llings have a place in the repertoire of teachers. Direct instruction is primarily large ­

grou p. teacher-di rected. highly structured expository teaching focused on academic content. It 

features lecture and explanation, contro ll ed practice. and question-answer sessions as well as 

other highly teacher-d irected activiti es. Teachers maintain virtually complete control of the 

con tent, pace. sequence, and the processes of di rect instruction. As Callahan (ib id .. 11 ) stated, 

indirect or e.xperiential teaching is more student-centered than direct teaching is. Teachers 

attempt to gd the students to tind out and think out things themselves. Among these 

app roaches are open discuss ions. inquiry and disco\'ery, action learn ing:. indi vidual and small­

group wo rk. \'ari ous projects. and many ll1ulti task activities in which students controL mainly, 

the conduct of their learning. 
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The better way to train science teachers. especially physics. who could use various teaching 

methods in pri mary schoo ls is to equip them with know ledge and ski lls that wi ll enhance 

their ab ility to provide students with opportunities to learn. In thi s respec t Hargreaves 

( 1993 :2) statcd that Deeper knowledge of and greater confidence in teaching their subject(s); 

and being aware of and becoming proficie11l in new teach ing methods like cooperative 

learning can certainl y help teachers increase thei r pupi ls' opportunities to learn. Teachers 

who are sk il led and tl ex ible in using teachi ng strategies and IUlowledgeable about the subject 

matter are more able to improve the achie\'ements of students. 

On the issue of putting students at the center of learning and problem-solving. Barnes (ibid., 

14) asserted "[n recent years. the traditional view that knowledge could be transferred more or 

less i ntaCl from teachcr to learner has been challenged by a view of learning that reaffirm s the 

place 01' the learner at the center of an ac tive learning process. Learners are seen as 

cons tructi ng l11eaningtlIi understandings as a result of engagement in activities within an 

instructional situation that takes into account the context. the learners' prior knowledge. and 

their goa ls for learning. 

2.5. Schoo l Experience (Teaching Practice) 

Concerning the issue of teaching practice. Kirk (1988:28) has asse rted that "Generations of 

students have bemoaned the irrelevance or theoretical perspectives wh ich courses have . 

sought to develop and have regarded " teac hing practice" as that part of the period of 

proress ional preparation which was most val uable. even if the theoretical part of the course 
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did not impinge directly upon it. Indeed. rile li terarure on teaciler education internationally 

has demo nstrared a cont inuing dichotomy berween theoret ical and pracrice components of 

programnles. 

Slones in Dunkin (1988 :681 ) has described practice teaching in lile following manner. 

Pract ice teaciling is one of a varie ty of terms applied to that part of a student teacher' s 

professional trai ni ng that involves the student in trving to teach pupils. Practice normally 

takes place in school and although arrangements are sometimes made for students to teach 

pupils in college. the use of the te rm pracrice teaciling implies rhat rhe activity takes place in 

school. Other terms used tor rhis aspect are teaciling practice.' school experience. student 

teaching. field experience. and pracricum. 

Positive expe ri ence underlines the importance of learning by doing, i.e. teaching practice. 

Self-retlecrion on personal pedagogical prac rice in order to improve and adjust reach ing is an 

example of rhi s pracrice-oriented modality of teac her education. Critical and svstematic 

retlection on practice is necessary . Without tilis. reaching practice does not necessarily mean 

professional deve lopment (SIDA. 2000.p.21). It is if teachers of SCP physics teachers do 

practice teaching before placement thar tiley could effectively teach without faci ng many 

problems. 

Schott (ibid .. -15) has supported this view when he stressed that provision should be made 

ea rly on in the teacher training program for tield experiences through which prospective 

teachers can. on their own. determine their sui tability tor teach ing. and. provided with 
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articulated, sequential practice, have the opportunity to eliminate weaknesses and enhance 

strengths in a cooperative arrangemenl of shared responsibili ty between uni versity and 

college supervising personnel and teacher associates within the school placement. 

As regards the methods of effecting teaching practice. Dunkin ( 1988) and Miyat in Rajput 

( 1996) stated. "Approaches to the development of professional skill s and competencies in 

pre-service teachers revolve around the provision of gu ided expe rience in school or school -

I ike situations. Almost uni ve rsally thi s involves the placement of student teachers in actual · 

schools or classrooms for varying periods of time and at varying stages in their preparation." 

In primary schools they gain an experience of the actual classroom situation. practicing in 

simulated teaching or microteaching, as a method of teacher preparation. they develop certain 

teac hing competencies and skills in the college itself 

Describ ing the purpose of superv ising the teaching practice conducted by trainees. Miyat in 

Rajput stated that "The practice teaching lessons may be supervised to locate weaknesses of 

trai nees and ass ist them in the improvement of teaching; to hei p them to so lve their 

difficu lties: to help them with the techn iques and methods of teaching; to help the m face 

ditfere nt c lassroom situations; and to see ,,·hether the v adopt the methods taught to them in 

the traini ng institu ti ons. Overall. the purpose of superv ising practice teaching is !O evaluate 

the performance of student teac hers in the class and help them improve upon their 

performance by o lfering sugges ti ons". 
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Another important issue that should be given consideration is the trend in shifting from 

teach ing practice to schoo l experience. In this regard Kirk (1988:30-31) stated "Firsily, there 

is a change of designation li'om leaching praclice to school experience". This is in 

recogn ition 01" the fact that stuclents' activities on placement should extend beyond the 

practice of leaching skills such as discussion with teac hers on curricu lum. co-cmricular 

activities. and studying schoo l-communi ,y links. Secondly. he stated " it is now ack.nowledged 

that both theoretical understandings and skills are developed across training locations. in 

school and in college through actual practice teaching at schools and through various types of 

simulatio n and micro -teach ing activity" . 

It is thus important to give greater emphasis to teac hing practice. ancl as Schott (ibid. , 49) has 

stated, the main responsibi lity for monitoring the initial development of and personal 

qualities that com prise teaching. sho ul d be in the province of the teacher preparation 

component and a major res ponsibility of college staff. supervisors ancl cooperating teachers at 

the pre-se rvice level. 

2.6. Science Education 

When the human desi re fo r understanding the world is organized into careful ways of 

co llecting. testi ng. and sharing informati on. it is called science (Harlan. 1988.p.3). When we 

offer intriguing science experiences to young children, we nourish their natural. human 

capacity to IU10W. If we do this with sensitivity to their interests, nature, and needs. we release 

and enhance the powerful affective component of knowing and learning. 
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Science education is concerned with developing scientifically or teclmologically literate 

citizens who understand how science. teclmology. and society influence one another and who 

are able to use this knowledge in their everyday decision making. As Carin (1989:70) stated 

Science is more than facts. concepts. and principles. for it also includes va lues. 

In promoting science and technology education. Driver in Layton (1988:59) has stated .. 

Many arguments have been put forward in recent years for broadening the focus of school 

science courses in order to make them more relevant to the concerns of the individual and to 

modern society. Teaching programs are being developed. for example. which present science 

principles in contexts which are in themselves seen to be of practical use, (for example, optics 

in photography. electricity in the home, health science). 

A.s McNeil (1990:335) stated. a major goal ofscience teachers should be to provide students 

with the basic problem-so lving skills they \\ill need to cope with a technological society. 

Instead of teaching students a sing le direct path between questions and answers. teachers 

should teach them to deal with questions that give rise to a number of plausible alternatives. 

In this way child ren could analyze cause and etfect relationships. a technique that has been 

protitab le in the sciences. 

To know science is not merely to learn the lI·ords. the names of sc ience. "Science:' the way it 

has often been taught, emphasizes what is known - the naming and the labeling of certain bits 

and pieces of information. Such an approach is unidimentional. moving from what is already 
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known into the heads of the pupils. As Wassermann (1988:5) stated this picture of science 

teaching is that of a body of knowledge, well delineated and utterly without equivocation, 

ti-om which all the profound implications of hypothesizing. of tentatively held concepts. of 

experimentation. have been extinguished. There is no margin for error; answers are either 

right or wrong. 

Approaches of leaellj/lg 

There are many ways to teach science. According to WaSSermaIUl (ibid .. 80). the way one 

chooses to teach is very much tied up with what one considers imponant in teaching the 

subject. as well as with the instructional st:ategies one chooses to ensure that those important 

learnings are effectively realized. It is also helpful for teachers to acknowledge what they 

consider to be the important learning goals they are after and to devise teaching strategies that 

are most likely to bring them to those goals. 

Didactic teaching, sometimes called direct instruction. according to Wassermann (ibid .. 80). 

is probably the most popular and widespread means of instruction in science. In direct 

instruction, the emphasis is on students' learning the /cICIS of science. Direct instruction puts 

the teacher at center stage: it is the teacher who plays the more active role. The students are 

more passive: they listen and respond to the teacher' s cues and are otherwise expected to be 

quite. 
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Science acti vity can also be described in terms of the methods or processes for carrying out 

scienti1i c acti vity such as designing investigations. obse rving. experimenting. inferring, 

interpreting. and constructing explanations ti'om the data. It is qu ite possible fo r children to 

become protic ient at using the science processes. while at the same time gaining concepts 

through prac ticing discovery act ivities (Harlan. ibid .. 25-26). One o f the best means of 

helping ch ildren know the world at hand is to organize materi als so that they can explore, 

question, reason. and discover answers through their own physical and mental activiry. 

Discovery: Anv teacher who is capable of maintaining a class room atmosphere of warmth. 

acce ptance. and nouri shment has the basic qual ificatio ns I'or "oung child ren in discovery' 

science. A positive attitude toward science. and the ability to ca rry Ollt the consul tant. and 

fac ili tator ro les are needed fo r good teaching. Describing how students could learn science 

using the di scovery ap proach, Harlan (ibid .. 250) stated in discovery science. learners actively 

seek info rmation. Regardless of level of sophisticat ion. be it in the research laborato ry or in 

the preschoo l. science is a way of thinki ng and gaining knowledge that cons ists of fou r steps: 

Become aware of a problem. Hypo thesize (propose an exp lanation). Experimen t. and 

Communicate the results. 

Presentation (demonstration): Another approach to teachi ng SCIence. acco rding to 

Wasse rmann (ibid .. 80). may be called "presentallon Such an approach combines 

inlormation dispens ing with "showing ho\\· ... The teacher may do much talking. but 

demonstrations of how things work are also included. Teachers who choose thi s approach 

implicitly or exp li citl y see the acquisition o f information and comprehension of certain bas ic 
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scientific principles as primary learning goals. The etfectiveness of this approach depends 

largely on the teac her's ab ility to present with style . 

It is flrrther stressed by Wasse rmann (ibid .. 83-84) that an effective sc ience program is 

dependent no t only on the teache r" s awareness of the differences between act ivities that call 

tor students to tlmction at lower or higher cognitive levels but also on the incorporation of 

higher-order tasks into the science clU"riculum. Higher-order tasks are inquiry-oriented (open-

ended) . and do not lead students to a predetermined. correct answer(s) . On the other hand 

lower-order tasks generally lead to ··correct" respo nses. and the purpose is to help pupils 

arri ve at tha tans \-ver. 

Problems of teaching science 

One of the most important reasons for the fail ure to implement new curricula, as indicated by 

Harlan in Lel.li)' ( 199 1 :909), might be that ne"· mate rials requi re teachers to introduce new 

conte nt and al so to adopt an unfamiliar rol e in teaching. For a majority of teachers this 

requires a major change ti·om the established role of teachers as providers of information. 

Such a change CaImot be made quickly and not easy to expect teachers to take a great step in 

too short a time. 

To lea rn sc ience the acti ve discovery method lVould be better than the lec ture method. which 

limits students to be pass ive recip ients of information. Supporting this issue Harlan ( 1988:27-

28) stated that more than 300 compJrati l·e performance studies in recent years have 

confirmed the superiority of the discovery to the lecture method. Yet it appears that primary 
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teachers conti nue to use the less effective methods . The most common reaso n teachers give 

fo r not offering hands-on learning activities is their conviction that they lack enough science 

background to be ab le to answer children·s questions. The open-endedness of problem 

so lvi ng bothers them. and they feel uneasy when more than one so lution can be appro priate. 

Sirategies to overcome problell1s oIteacllillg sciellce 

Teachers should be trained with curricula rele\ant to the level they teach. As Harlan (ibid. , 

910) indicated. studies of implementation strategies have shown that those consisting 

principally of the production and distribution of teaching materials have little effect on 

classroom practice. Since pri mary teach~rs generally lack skill s and contidence to make use 

of new sc ience programs. some training is required to deve lop sk ill s and pos itive attitudes 

before ideas can be implemented. 

2.7. Phys ics Education 

One o f the most exciting discove ri es concaning science is that all of it is tied together by a · 

few simple and ti.ll1damental mathematical re lationships. There are laws that are basic to all 

the sc iences. The sc ience that examines these ti.mdamentallaws is called physics. It examines 

the relationships of matter and energy. In physics we try to have a total understanding of how 

the un iverse operates. As Murphy (1982: 3-51 stated the d iscovery process moves at an eve r-

increasing pace. Ideas that were sheer speculation a few years ago are common knowledge to 

todais physicist. Fo r example. are we the on ly intelligent beings in the universe~ We can 

speculate from the latest scientific ev idence that probably we are not. 
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Phys ics is characterized among other things by the formal system of relationships that have 

been establi shed between variables. Everyday th inking is not characterized by such a formal 

system and thinking is characterist ically closely tied to experiences. As Driver in Layton 

( 1988:72) stated . in learning physics. students have to learn how to redescribe physical 

si tuations in terms of the formal system, then perform manipulations within that sys tem, a fter 

wh ich they have to redescribe the product of those manipulations in terms of the physical 

situation again. 

In Sears ( 1980) and Lewy ( 1991) it is further ind icated abo ut physics that it is an empirical 

study. Everything that is known about the phys ical world in which we live and abollt the 

principles that govern its behavior has been learned through observations of the phenomena 

of nature and generali zations fro m these observations. Thus physics is a science of 

measurement. The rationale for teaching physics is to provide experiences for some students 

to reach the li'ontiers of physics and other natural sciences. and to prm'ide a general 

understanding and reasoning for students \\'ho will learn science that is sufficienr for 

enlightened ci tizenship in a technological age. 

Sc ience curricula responsive to societal prob lems are nowadays being advocated in our 

country. and physics is one o f the ;ubjects that should address these needs and prob lems. In 

thi s rega rd Lunetta in Lewy ( 1991 :93 1-932) asserted the importance 0 f physics when he said 

"Phys ics curricu la are now respondi ng to a growth of info rmation, to changing perceptions of 

the nature of the phys ics discipl ine. and to a variety of factors in .the community and soc iety. 
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Environmental problems are becoming more visible. causing further de mands fo r relevance 

in sc ience teach ing from groups both within and outs ide the physics teaching profess ion. 

Subsequentl y. groups all over the world have advocated the use of societal problems as foci 

for study in sc ience". 

Physics and practical activities 

There is evidence that students often acquire a simplistic view of science through science 

curricula. a view that is iso lated ti'om their reality and from the reality of sc ience progress. 

Yet, over the years many have written that the physics curriculum should reflect the nature of 

physics. and developing an understanding of the nature and process of science has been 

among the more important goa ls of physics teaching. As Lunetta (ibid .. 932) stated. a primary 

concern of educators is to communicate that physics is more than a collection of facts and 

static concepts and laws; it is a growing, dynamic network of evolving models and conceptual 

schemes. 

As Lunetta (ibid .. 933) has described , over the past 100 years. there has been an exponential 

growth in knowledge about the physical world. Concurrently. there has been great growth in 

the apparatus. material resources, and media availab le fo r physics teaching as well. With 

relatively simple though not necessaril ,· inexpensive apparatus. students today can easily 

o bse rve some of the tlll1damental phenomena of phvs ics such as motion in almost fr ictionless 

condi tions and interfe rence effects in light. 
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The Education and Training Policy (1994) hJS given emphasis to sc ience education. In grades 

5 and 6 of second cycle primary, physics is integrated with other science subjects whereas it 

is given as a discrete subject in grades 7 and 8. Offering physics in this way in these two 

grades is justified (ICDR: 1996) by the fact that students should be made academically and 

psycho logically ready by their experiences in the preceding grade levels. As a science subject, 

phys ics should be taught not only by teacher-centered methods but also mainly thro ugh 

approaches that encourage students' acti ve participation so that they could develop a variety 

of scientitic skills in planning and designi ng. in observing and interpreting data. 

When one looks at the si tuation of SCP schools, most are not equipped with the necessary 

facilit ies and equipment and hence require replenishment or full supply. As stated in the ETP 

(1994) "Inadequate fac ilities, insufficient training of teachers. overcrowded classes. shortage 

of books and other teaching materials, all indicate the low quality of education provided". 

Findings of the studies of the college training curricula. specifically physics . made by Gondar 

and Kotebe Colleges of Teacher Education (KCTE) and their recommendations are di scussed 

below. The studies were conducted on rhe newly deve loped (1990) college level teacher 

educat ion curricula based on the new ETP (1994) objectives and second cycle pnmary 

curricula. Findings. conclusions and recommendations are included here under. 
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2.8.1. S tudy made by Gondar College of Teacher Education 

As indicated by the Amhara REB (1998). a study was undertaken to assess the pre-service 

SCP Teacher Train ing Program in GCTE. The study was intended to identify problems in the 

training program. the profile of teaching staff, and adequacy of physical fac ilities in order to 

review the curriculum and other facto rs related to improve the quality of teacher training 

program in GCTE. The findings related to th is study are the following (AREB. 1998. pp. v­

vi): 

• Although most instructors agreed that the courses offered at GCTE had link with SCP 

schoo l curricu lum. some of the GCTE instructors disclosed that the training curricu lum is 

linked more to higher-leve l teacher education program (secondary teacher training) rather 

than preparing teachers for the second cycle primary school. 

• Major problems encountered by GCTE instructors were lack of reference books to 

prepare teaching materials, and lack of adequate laboratory equipment, chemicals for 

science courses. and inadequacy of rooms for instructors. 

• Classroom activities mainl y adhered to lecture method do not give options for trainees to 

be acquainted with other alternative methods. It is obvious that teachers teach the way 

they are taught. Lecture method is incompatible to the new primary school curri culum. 
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CHAPTER THREE 

METHODSOFTHESTUDY 

3.1. Research Design 

To study the relevance of the TTC physics curriculum of Gondar College of Teacher (GCTE) 

to second cycle primary schoo ls, tlll'ee major research questions were proposed to be 

answered: 

o To what extent does the content of the teacher training college (TTC) phys ics 

cU tTiculum address second cycle primary phys ics educat ion? 

o Are trainees provided with the necessary subject teaching methodologies at the TTC? 

o Do physics teachers in second cycle primary (grades 5-8) have the necessary Imowledge 

and skill s to teac h? 

To get rel evant and suffi cient information on the research problem. it was vita l to identify an 

appropriate research design. For thi s a quantitative research method (the desc ripti ve method) 

was used for the acq ui sition. quantification and description of data gathered from primary and 

supplementary sources. 

The primary sources of data were phys ics teachers who graduated from GCTE and teaching . 

in SC PS in the sample zones of the Amhara region. Supplementary data sources were a 

curriculum expert at ICDR. and concerned officials at the Education Bureau and fou r Zonal 
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Even though the pilot study was conducted in a different region from where the actual study 

was conducted. due to time constraints on the pan of the researcher. participants of the pilot 

study were appropri ate to give useful information or feedback. This is because all those who 

were invo lved were similar in terms of the leve l of the education offices or institutions they 

work. in thei r status and responsibilities. and also in terms of the fields of study on the part of 

co llege instructors and second cycle primary physics teachers. The fOUf physics teachers who 

participated in the pilot study were trained by courses similar to those given at GCTE in the 

last three yea rs. 

All participants in this pilot study were tirst informed about the objectives of the p ilot study 

and on how to till. evaluate . and give feed back on the re levance of content. item length. types 

of questions, layout, etc. of the questionnaires. Respondents were given one week to review 

questionnaires and provide feedback in wh ich all of the m did. Based on their suggestions and 

comments instruments were improved I some rele\'an t items added and o thers removed, 

lengthy items shortened. item responses increased. unclear ideas restated) fo r use in the main 

stud y. 

3.5 . Sample size for the main study 

The major so urces of data for the study were sep physics teachers who graduated from 

GCTE and teaching in the Amhara region. The graduates of the physics depanment of GCTE 

in the last three years were not more than a hundred. Even tho ugh thi s number seems to be 
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Program output 

o Achievement of program objectives in preparing teachers 

o Adequate performance of graduates on the job 

o Problems in the program and increasing its effectiveness 

The above cri teria were used to evaluate and compare whether there is match or mismatch 

between the objectives, content, instruction methods of the college and SCP physics courses, 

and to assess the availability of resources. 
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CHAPTER FOUR 

FINDINGS AND INTERPRETA nON 

In this section. all the data that were collected are presented in different tables. Data were 

co llected from questionnaires distributed to different target groups; from the document 

anal ysis of both co llege leve l ancl SCP school physics contents and objectives of ETP; from 

interviews with an REB official (curriculum expert) and one college instructo r. and from the 

obse rvation macle at the GCTE physics laboratory. The data are then fol lowed by 

interpretation in order to answer the research questions of the study indicated in chapter one. 

4.1. Findings 

4.1.1. Demographic characteristics of the respondents 

Tables 1-3 present the summary of the qualifications. age, sex. and years of service of 

instructors of physics courses ancl the dean of GCTE in Table I. physics teachers and 

principals of sample SCP schools in Tab le 2. curricul um experts and education officials at the 

Amhara Regional Education Bureau and sample zo nes. and that of a curricu lum ex pert at 

ICDR in Table 3. 
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Table 1: PCl"Sonal Data of GCTE phvsics instructors and dean 

Respondents 
Item Sub-Item 

Instructors Dean of College 
Frequency Frequency 

Qual i tication M.A. - I 
M.Sc. 0 -J 

Age 31 -40 0 I J 

Sex Male 3 I 
Female - -

Service Years Current Post 
1-5 0 I J 

Other (5-20) - 1 

All tbe three pbysics instructors at GCTE have a master ' s deg ree (iVI.Sc.) in physics (A pplied 

Physics or Geophysics) and the college dea n has a Master of Arts (M.A.) qualification in 

TEFL. Both the pbys ics instructors and the college dean have indicated that they had no 

teaching experience in primary scbools. The college dean had been an instructor fo r five years 

befo re he was appointed as a dean. It can be seen from the tab le tbat there is no female in the 

sample. 
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Table 2: Personal data of phYs ics teachers and principals in sample SCI' schools 

Respondents 
ltem Sub-Item 

Teachers Principals 
Frequency .1 Percenta"e Frequency Percentage 

Qual i ficat ion BA/B.Sc. - - 4 ?.., - ..... 
_-' ,).J 

Diploma 17 100.00 12 70.59 
Certificate - - I 05.88 

Age 21 -30 14 82.35 6 35.29 
3 1-40 

, 
17.65 1 I 64.7 1 ~ 

Sex Male 16 94 .12 17 100.00 
Female 1 05.88 - -

Service 1-5 14 82.35 5 29.41 
Years 6-1 0 - - , 

17.65 ~ 

I 1- I :i -
, 

17.65 - ~ 

16-20 -' 17.65 4 ?" .- ..... _J, ).J 

21 -30 - - 2 11.76 

As can be seen above in Table 2. all the school principals are qualified as teachers fo r the 

level at which they work as principa ls except one primary school (grades 1-8) principal who 

has a certiticare qualitication. Out of the seventeen schoo l principals. four (23.53%) have a 

Bachelor of Arts (B.A.) quali ticatio n. They are principals of secondary school s to which four 

01' the seventeen diploma-holder phys ics teachers are cu rrently transferred to teach physics 

ti·om second cvcle primary schools. All four teachers had previous experience in second cycle 

physics teaching. 

All of the respondent school principa ls are male and there is onl y one female physics teacher. 

IOo urteen (82.35%) of the phys ics reachers are between the ages of 21 and 30 whereas only 

three ( 17.65%) are be tween 31 and 40 years. Only six (35.29%) of rhe schoo l principals are 

between 2 1 and 30 years where as the majority (64.7 1 %) are between 31 and 40 years of age. 
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Regarding service, fourteen (82.35%) of lhe physics teac hers have teaching services of five 

years or less whereas the rest three (17.65%) have sixteen to twenty service years. The service 

of principals in their current post is spread ti'om one to twenty e ight years. 

Table 3: Personal data of REB/ZEO officials and [CDR expert 

Respondents 
Item Sub-Item 

REB/ZED offic ia ls ICDR expert 
Frequency Percentaae Frequency 

Qualification B.A.lB.Sc. I 6 100.00 I 
Age 2 1-30 I 16.67 -

31 -40 4 66.66 -
41-50 I 16.67 I , 

Sex Male I 6 100.00 I 
Female - - -

Service Years Current Post 
1-5 6 100.00 -
I 1- 15 

I 
- - I 

Other (5 -20) 6 10000 I 

Table 3 sho ws that all of the REB and ZED officials and the [CDR expert have qualifications 

of B.A. or B.Sc. Almost all of the regional and zonal education officials (83.33%) except one. 

and also the ICDR curriculum expert are below lhe age of fortII' . There \\'as no fema le 

respondent ti'om th is group. The service of the REB and ZED officials in their CUlTent 

positions ranges li'om one to five years. They also have service in other positions for a range 

of five to twenty years . The ICDR expert had been a teacher for ten years and ,vorking at the 

MOE fo r tifteen years. 
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4.1.2. Co mparison of objectives 

In order to compare to what extent the objectives of the ETP ( 1994) and the SCP phys ics are 

retlected in the objectives of the physics courses at GCTE, data have been co llected from 

co llege dean. the phvsics courses instructors and the physics expert at ICDR through 

questionnaires (Table 4). and from the discuss ion held with one of the instructors. A 

document analysis of the syl labi of both the college phys ics and second cyc le primary physics 

and science courses has been conducted and comparisons made (see Table 5). 

Table 4: Comparison of Ob jectives (ft'om questionnaires) 

Item Sub-I te m Frequency of res ponses 

Instructors College lCDR expert 
dean 

Frequency Frequency Frequency 

The po licy objectives are Yes I I I 

retlected in the objectives of the No 2 - -

phys ics courses. 

The extent that these policy Adeq uately - - I 

objecti ves are rellec ted It1 the Panh· - I -

physics courses Little I - -

The general and specific Adequately - - I 

objectives of college physics Partially - - -

courses are related to those of Very li ttle I I -

second cycle pri mary 

The objectives of the trall1ll1g Yes I I I 

courses are defined clearl y [0 No ") - -

audress learning needs of trainees 
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As it cou ld be seen in Tab le 4 above. one of the three physics instructors. the dean of GCTE 

anellhe physics expert at ICDR replied the general objectives of the ETP (1994) are reflected 

in the objectives of the college physics courses . Two instructors replied they are not reflected. 

It should be noteel. however. that the three who replied the policy objectives are reflected in 

the physics courses. ra ted difTerently the extent the policy objectives are reflected in the 

physics courses . The instructor repl ied the" are little reflected. the co llege dean rated it as 

partially. whereas the ICDR expert repl ied that the policy objectives are adequately reflected 

in the college physics courses. Even if these respondents agreed that the policy objectives are 

reflected. they differ in their views on the extent of reflection and . on balance. suggest that 

the connection is not a strong one. 

In table 4 it could be further observed that one instructor and the college dean responded that. 

the general and specific objectives of the co llege physics courses are related to second cycle 

primary physics syllab i. but only very linle, where as the [CDR expert replied they are . 

adequately related. 

Whi le two of the three phvsics instructors replied that the objectives of the training courses 

are not defi ned clearly to address the learning needs of trainees. one instructor. the dean of the 

college and the ICDR expert replied affirmatively. 
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From the table it could be generalized thar two of th~ three instructors disagree that the new 

Education and Training Policy and second cvde primary objectives are reflected in the 

college physics courses, whereas one instructor. the co ll ege dean and the physics expert at 

ICDR believe that the objectives are more or less reflected. 

A discussion was held with one of the GCTE physics course instructors on the match or 

mismatch of objectives. the relevance of th~ college physics content to second cycle primary, 

methods of instruction and teaching practice. This instructor has expressed hi s view that there 

is a match between the course objectives of college physics and of the second cycle primary 

physics. 
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Table 5: Comparison of objec tives (document analvsis) 

Educati on and Training Policy 
(ET P) general obiectives 
I. Deve lop the phys ical and 

mental potenti a l a nd the 
problem so lv ing capacity of 
indi viduals by expanding 
education and in particular 
by prov iding basic 
education for all. 

2. 

, 
J. 

4. 

Bring li p c iti zens who can 
take ca re of and utilize 
resources "v ise ly, who are 
tra ined in various skill s. by 
rai s ing the private and 
socia l bene fit s of educat ion. 
Bring li p citizens who 
respec l human rights. stand 
for the we ll being o f people, 
as we ll as for equality. 
.i lI stice and peace, cnclo\\ 'cd 
wit h democrati c culture and 
disc ipline. 
Bri ng li p 
di ffe renti ate 

ci ti zens \\ "ho 
harm ful 

practices "j'olll lI se ru I Oll es, 
who seek and stand fo r 
truth , apprec iate aesth eti cs 
and show pos iti ve attitude 
towa rd s the development 
and di ssemination of 
sc ience and tec hnology in 
soc iety. 

5. Culti vate th e cogn iti ve, 

Genera l co llege phys ics 
course objectives 
I . Prepare teachers who 

will serve in the second 
cyc le primary schoo ls 
with suffic ient 
theoretical background 
and a know ledge of 
appropriate use o f 
equ i pments 
ex perimenta I 
techniques. 

and 

2. Deve lop a kn owledge, 
apprehension and 
apprec iat ion of physics, 

3. 

4. 

its phys ica l 
s i g llit~can ce and 
re lationsh ips wit h other 
SC Iences . 
Deve lop skill s III 

sc ientific observa ti on, 
measurell1ent and 
ana lysis . 
Develop an aware ness 
of the vital ro le and 
va lue of experiments 
and mode ls in sc ientifi c 
st ud ies. 

5. Deve lop the ta lent to 
cOllvey thi s knowledge, 
skill and understanding 
to sc hoo l children in 
particu lar and th e 

creat ive. producti ve and 
apprec iat ive potential of I 6. 
c it izens by appropri ate ly 
relat ing educa t ion to 
environment and societa l 
needs. (ETf' . NY'/' 7-8). 

community in general. 
Equip teachers with the 
necessary theoretical 
and practi ca l 
knowledge that enable 
tltem to pursue 
ad vanced studi es in the 
count ry and elsewhere. 
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Summary of Primary physics 
obj ecti ves 
I. Get know ledge and understandin g 

about and be able to exp lain about 
physica l bodies, force, light, heat, 
e lectri c current, electromagnet 
induction and electroni cs, pl ants, 
the environment, human 

respirat ioli. reproduction , di seases, 
compounds 

2. Deve lop the abiliti es and skil ls in 
measuring phys ical quantities; 
observin g and describing physica l 
phenomena; applying knowledge 
to practi ca l problems; conduct 
ex periments; conserv Ing 
environment. ident ify in g different 
compou nds, 

3. Deve lop hab its and altitudes of 
protecting the environment, 
consciousness ill observing and 

experimenting; habits in handl ing 
devices: proper eating habits: 
interest in phys ics and technol ogy. 

4. Understand bas ic sc ientifi c 
concepts, facts. regularit ies. 
pr incip les and la ws that are 
in1portant to the society'S act ivity 
in the immediate environment; 

5. Appreciate and ca re for th e 
processes and phenomena in th eir 
environment: 

6. Be willing to cha nge or deve lop 
themse lves in accordance with th e 
need o f th e processes anci 
phenomena occ urrin g In the 
en vi ron ment ; 

7. Apply tlt e sc icnti fi c methodtn 
so lvin g practical problems and 
socia l problems, measu re physica l 
bod ies 



As indicated above. G compari son of the general objecti ves of the new Education and 

Training Policy (ETP. 1984). the general objecti\es of the pbysics courses. and the objectives 

of the SCP science Gnd physics subjects \\GS made. Comparisons have been made. firstl y. 

between the :feneral objectives of the GCTE physics courses and tbe general objecti ves of the . 

ETP and, secondly. between the GCTE set and the objectives of the phys ics course for grades 

5-8. 

Comparison of objectives (1): CCTE physics courses Ivitll general objectives of ETP. 

College physics courses objective I prepares teachers with theoretical background and 

knowledge to use equipment and experimental techniques. [t matcbes objectives I and 5 of 

the ETP in de\eloping mental and cogniti\e potential. Developing problem-solving skills and 

relaring education to en\i ron mental and societal needs is not clearlv indicated in the 

objectives except that botb of these are included in the specific physics course objec ti ves of 

one course. 

Col lege objec tive 2 is specific [0 knowledge and appreciation of physics ancl how it relates to 

other sc iences. Thi s objective matches \\ ith ETP objectives I and 5 in developing "mental 

and physical potentials" Objective 3 of the plwsics courses is concerning the de\'elopment of 

skills in scientific observation. measurement and analysis. [t matches with policy objective 2 

in c1eveloping "various skills" only and omits especially "can take care of and utilize 

resources wisely": matches with ETP objective 5 in c1eveloping "cogni ti ve potential" only. 
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College object ive 4. on awareness of role and value of experiments and models in science, 

does nor map. unless again wirh ETP objecriyes I and 5 in developing "mental potential" and 

"cognitive poremial" respectively. Co llege objective 5 IS concerning the development of 

talent to communicate Imowledge, etc .. to chi ldren and the community. It matches with ETP 

objective 4 in the "dissemination of science and teclU1ology" but omits "differentiate harmful 

pracrices ti'om useful ones" especially. Colkge objective 6 is about giving teachers enough 

theoretical and practical knowledge. and pursuing advanced studies. It matches with ETP 

objective I regard ing "mental porential" and with objec ti ve 5 in develop ing "cognitive 

potential" only. 

Sum",,,,y. 

The college physics objectives are dominated by theoretical kno\\iledge. appreciation of 

physics. scielllitic skills . value of experiments and models in science : and practical 

knowledge. The matches are principalh on developing "mental potential" . "cognitive 

potential". "various sk ills". "dissemination of sCience". etc. Omissions are significantly 

"pl'Oblem so lvi ng". "care ancl Utilization of resources wisely". "differentiate harmful 

practices !'i'om useful ones". There is noth ing on broad citizenship areas concerning ETP 

object ive 3. whilst it would be unreasonable to expect that the objectives of the ETP (1994) 

should be comprehensively incorporated into those of every course. nevertheless the 

mi smatc hes that have been noted are of concern in the area 0 f physics. 

61 

I 
I 



COlllparison % bjectives (2): second-cycle prillllllY lVitl! ovemll GCTE pllysics. 

Comparing primary sc ience and physics object ives [0 the objectives of college physics, 

objectives 1.:2 . and J of the primary sc ience and physics and of the co ll ege match 

comfortab ly. Objectives 4 and 5 of the primary which refer to "understanding scientific 

concepts ... Iaws·'. match with college objec ti ves 1,2 . and 5, but the relevance [0 soc iety and 

enviro nment is missing except in the specitic object iws of "Earth Science", Objectives 5 and 

6 o f the primal'\' sc ience. which focus on the appreciation. care. for processes and phenomena, 

change and self-development with aspects o f env ironment. are miss ing in the college course , 

obj ectives except in the objectives of "Earth Science" , Objective 7 of the primary set matches 

with co llege obj ectives I and 3. except O!l social pro blem-solving, 

SUI1IIIlUlY oj'cumpo/'isons o/ubjec{ h'es ( I ) ((nd I l J, 

It can be said that the co ll ege course objecti\'es are narrowly foc used. and therefore, are 

mismatched wi th the general ETP objectives, and the objectives of second cycle primary 

science and physics, The most serio us mismatches are : ignoring mention of practical 

problem-solving: ignoring the environment (except [0 some extent in Earth Science) and 

importan t associated issues such as "diffe relHiating harmful practices ti'om useful ones'" 

overly-emphasizing academic content. knowledge and theoretical understand ing, 
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Comparisoll oj objectives (3): allalysis oJtlre objectives oj 11 GCTE physics courses. 

In order to conl·inn, or otherwise. the tindings I'rom these two lots o f compari sons. it seemed 

advisable to look in greater detail at the objecti ves of the indi vidual phys ics co urses at GCTE. 

Such an examination could help to validate or to invalidate these concl usions suggested from 

the above comparisons: that the general objectives, and so by implication, the course as a 

whole emphasized theoretical knowledge at the expense of practica l skill s and activities; that 

its primary conce rn was with the academic content and the teaching of that content was very 

much a secondary consideration: that there was heavy emphasi s placed upon "cogniti ve" and 

"mental potential"; that the objectives tended largely to neglect the cOlmections with and 

applications to the school students' li ves and envirol1ll1ents and that these general objectives 

ignored the broad areas of ethics. citizenship and democratic li ving. 

In order to carry out this next search. the sets of objectives fo r eleven of the physics courses at 

GCTE were examined and the follo wing characteristics emerged. 

In one course. " Ealth Sciences". 4 out of the 5 stated objectives lay emphasis on: .. thinking 

scientifically": .' .... can contribute to their countrv in teaching how to preserve it (t he 

oil11osphere) unpo lluted": "To associate them (the troinees) with those information (sic) 

which they can teach in grades 5-8"; " . . . to make them (ihe trainees) partic ipant in advisi ng 

our people how we are unknowingly atfecting the stability of that corner of the earth with 

cultural ways of interactions (sic)." The effect of these objec ti ves is that they mention areas 
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that either we re omitted or only lightly pre sent in the general objectives, Specifically, they 

mention: connect ing to the env ironment and caring for it, relevance to the schools' sy llabus, 

In another course. "Experimental Physics", 4 out of the 8 objectives either indicate or suggest 

an emphasis on practical investigation by the trainees, For example, "Give experimental 

analysis based on the co ll ected measurement and dara,", and "Measure electrical quantities 

such as vo ltage. current, resistance , etc," These and the other unquoted examples refer to ' 

some activity on the tra inees' part in experimental procedures, 

For a third one credit hour practical course. it is surprising that objectives are main ly about 

theOlY and content k.nowledge. but one objecti ve says, "Use some of the laboratory 

, apparatuses (sic) found in the schools where they are going to be 'assigned to teach," Another 

object ive begins with. "Encourage their kids (s ic) to learn by themselves. with a little bit of 

help ti'om them (the rrainees) .. ," and suggests a focus on learner-centered. active learning, 

But. the objective then stares ..... , in trying to understand the theoretical knowledge given to 

them," The second part of the objective seems to contrad ic t the lirst part because it suggests 

lecture methods, So. in this course. either I of the 7 objectives refers to the school situation 

and another is not clear. although some words suggest an intention to encourage the trainees 

to encourage independent learning, 

Finally. in another course , "Heat and Thermodynamics" , out of 5 objectives, 3 are about 

academic content. but the others include: .. ," ski ll and methodology of applying the 

knowledge they (rrainees) are given when lea\'ing fo r work, ": "To develop in the mind of a 
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youngster (sic) a scientitic way of thinking. reasoning ,. ," But thi s one also ends with a 

puzz le as it savs next. " .. , rather than spi rituali zing about the inter-molecular world: what 

they are: what they help for: etc." However. the re are mentions of applying the knowledge 

gained and of scient i !'ic think ing, 

(No te : In all orlhe "hove, Ihe 'Fords in iwlics und in hrackels are inserted hy this ",riler,) 
, , 

The above examples are almost all of the exceptions as the rest of the objectives are about 

academ ic content; mainly "cognitive and mental potential." A di fferent way of presenting a 

summary or these objectives is that out of a to tal of 69. 59 objectives are about academic 

content and theoretical understandings, In a few cases they do contain words that could 

suggest practical activity. but the true meanings are not clear and. often words like 'discuss', 

'explain' and ' ve ri fy ' seem to be equivalent to 'show understanding ' . In other cases it is not 

clear what the meaning is. However. even if a few changed category. the clear balance would 

still show that the re sult of thi s further analysis supported the resu lts ti'om the earlier sets of 

compari sons of objectives, 

-1,1.3. The relevance of the college phys ics cun'iculum 

REBIZED o!ficials. the physics teachers, the principals. college ph\'sics instructors, and an 

expen at ICDR were requested to determi ne whether the GCTE ph\'sics courses are rele\'ant ' 

to the SCP physics content or not. Their responses are organized in t\\'O tables (tables 6 and 7) 

below, 
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Table 6: T raining curriculum releva nce (REB/ZED officials, SCPS teachel's and 

principals) 

Respondents 
Item Sub-Item 

REBI 211d cycle 2'''' cyc le pri ncipals 
ZED offic ials teachers 
No. % No. % No. % 

Content of primary Highly I 16.67 8 4706 
physics ,eflected 111 Mode,ately 5 83.33 6 35.29 N/A N/A 
colleoe physics Low - - , 17.65 J 

Ex le11l of training to Strongly - - 14 82.35 3 17.65 
prepare trainees fo, Mode,ately 6 100.0 , 17.65 12 70.59 J 

prima,y schools Lav\' - 0 - - 2 11.76 
-

The leve l of difficulty High - -
of the courses Meets standard N/A N/A* 17 100.00 N/A N/A 

Low - -
Adeq uacy of time to high - -
cover cou rses adeq uate N/A N/A 17 100.00 N/A N/A 

low - -

Practical acti vities More than enough - -
and exercises put in Suffi cient N/A N/A 12 70.59 N/A N/A 
th e co urses are Insufficient 5 2941 
What t,ained teachers Content , 50.00 I 05.88 J 

lack Lesson plann ing 3 50.00 N/A N /A - -
Methodology - - I 05.88 

Area 111 which Content 2 33.33 13 7647 9 52.94 
tTa ining should focus Methodology 4 66.67 4 23.53 7 41.18 
more Teachi lltT practice - - - - I 05.88 
So lution to ove rcome Increase content 
lack of effic icncy in and duration I 16.67 5 2941 5 29.4 1 
leaching phys ics Foclis training 0 11 

pri mary 5 83.33 8 47.06 6 35.29 
Strengthen 
teach ing practice - - , 17.65 3 17.65 J 

More practica l 
activ it ies - - I 05.88 3 17.65 

• (N/A= Not Applicab le) 

As could be observed in Table 6 above, from among 6 REB/ZED officia ls and 17 teachers 

respondents, only one ( 16 .67%) ZED official and e ight (47 .06%) physics teachers responded 

that the contcnt of the second cyc le primary physics is highl y reflected in the co ll ege phys ics 
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courses. The majority (83 .33%) of the REB/ZED officials and a significant number (35.29%) 

of the teachers replied that it is average ly (moderately) retlected. 

The proportion of respondents who believe that the train ing at the college averagely prepared 

the trQinees to teac h in SCP sc hoo ls is 100% for REB/ZED officials and 70.59% for the 

school principals but onl y 17.65% for the physics t each~rs . On the other hand. 82.35% of the 

physics teachers and few (17.65%) of the principals have the view that the training prepared 

the trainee teachers strongly whereas two secondary school principals have a negative 

response to wards it. 

All of the respondent physics teachers repl ied the le vel o f difficulty of the courses is neither 

high nor low, but it is to the standard (adequate) . They also responded that the two years' 

duration is sufficient or adequate to cover all the courses . The physics teachers were 

requested to rate to what extent practical acti,·it ies and exercises are included in the physics 

courses. The majoritv (70.59%) replied that they are sufficient whereas on ly five (29.41 %) 

said they are insun·icient. 

The respondents were also provided wi th three alternative items with regard to what trained 

teachers lack and the so lutions to overcome them. 50% of the REB/ZED o fficial s and one 

schoo l principal replied that the trQined physics teachers lack academic conte nt or knowledge . 

0[1 the other hand. 50% of the REB/ZED officials and one school principal responded that 

these teachers lack lesson planning sk ills and methodological knowledge respectively. 
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They we re asked to suggest so lutions to ove rcome thi s prob lem. 33.33% of the REBIZED 

offic ials, 76.47% of the teachers , and 52.94% of the school principals replied that the training 

should focus mo re on subject content. The majo rity (66.67%) of the REBIZED offic ials, 

23.53% of the teac hers. and 4 1.18% of the principa ls responded that the traini ng shou ld focus 

more on methods. Only one school principal stated that emphasis should be gi ve n to teaching 

practice. 

To overcome lack of effic iency in teaching physics. the most favored response from each 

group was that the training should foc us on primary physics content: 83.33 % of the 

REBIZED ofticials. 47.06% of the physics teachers and 35.29% of the school princ ipals. The 

proportion of respondents, whose suggested so lution was to increase the duration of training 

and content depth, was 16.67% for REBIZED officials, 29.41 % for teachers and 29.41 % for 

school principals. 

Strengthening teaching practice is much less suggested as a solution. whereby onl y three 

princ ipals and three teachers recommended it. The majority of all the respondents, 100% of 

education offic ials and 82.35% of the teachers . have the opin ion that the physics traini ng 

cU(Ticula have moderate and high relevance. On the other hand. it is suggested by 83.33% of 

officia ls. 47.06% of teachers and 35.29% of principals that emphasis should be given to 

subject malter trai ning that is more re lated to primary content. 
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college physics instructors stated the practical activ ities and exercises indicated in the courses 

are sufficient whereas the other one has the ,'iew that it is insufficien t. 

SUI11I11CIlY responses to upen-ended questions 

Tables 6 and 7. which give responses to the closed quest ions, indicate a shared view that the 

duration was enough. That view is expressed bv all the teachers . all 3 instructors and the 

ICDR expert. HUlVever. in the open-ended responses. a ditTerenl se t o f views emerges. Most 

of the teachers reported: the content is "too "ast": there is pressure to cover the syllabus, the 

pace of teaching was too fast and not enough assistance was given by instructors; concepts 

were hard to understand and some instructors could have made more efforts to help. In 

addit ion. one teacher and a school principal suggested raising the length of the courses to two 

and half years. Another teacher recommenci ed reducing time given to other courses. whereas 

one instructo r suggested increasing time gi" en to major and minor courses and cut time fo r 

protessional courses. 

Such differences require some explanation. One part of the explanation is that whilst the 

closed questions force a choice. the open-ended allow fo r qualification of responses. more 

personal izat ion and greater detail to be provided. The open-ended ,'iews are thus probablv 

closer to what the teachers real ly thought of the courses. In other words, the duration is 

probably insufficient or alternatively. the content is too great. 

The curr iculum expert at the Amharn REB and one instructor recommended that the modern 

ph" sics course should be reintroduced: that is. more content is necessary, Another education 

ot1ic ial stated that the content should be given in depth, An instructor. t\\ 'O teachers , one 

principal and one education official ha,'e the opi nion that the content is closer to higher 
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educa tion than to the primary curri culum. and thus they suggested that the content should be 

interre lated with and the training based on second cycle pri mary content not on pure physics. 

Table 8: Training curriculum relevance (content analvsis) 

A document analys is of the sy llabi of both the co llege physics courses and those of the 

second cycle primary science and phys ics was made and summarized in the fo ll owing tab le. 

Summ a ry uf the content of second I SUlllmary of the content of college phys ics courses 
cycle prima,'y syllabi 
Phys ical bodies and Bas ic Fund amental , deri ved, sca lar and vector quantiti es: Laws of 

meas urement; Motion , Laws of Illotion; Impu lse and momentum; Rotati on; Equilibrium. 

moti on; Mechanica l work, energy Fluid mechanics; Motion; Mechanical wo rk, energy and 

and power; Force; I power; 

Heat energy, Heating things; Temperatu re and heat~ Fluid Stat ics; 

Pressure: 

Sound; Light: 

\OVave Illotion: sOllnd waves: optics: electromagneti c waves; 

Eleclri c charges. lIeld . and pote ntia l; Capac ito rs and 

Magnets, e lectromagnets; Electr ic di electrics; Electric current and c ircuits; Alternat ing 

energy; EleclTonics; current: Measurin g vo ltage; Induced electromotive force; 

The so la r system and major group of Wheatstone 's bridge; 

stars; Di odes; Rectifiers; Rectifier and filter circu its; Equiva lent 

Weath er and cljlllate ~ Basic I ci rcuits; Vacuum tube; Semiconductors; Tra nsistors; 

environmenr: Conservation o f I Modula ti on and demodulation ; 

reso urces; Magnetic fie lds; Electromagnetic induction and inductance; 

I-Iuman respi rat ion; i-Iuman nervo us Magnclism; Electrical measu ring in strument"s; 

system; Hormones; Reproduction In The so lar system; Stars & galaxi es; 

an ima ls; Plants; Reproduction III Atmosphere of the earth ; Geology of the earth 

p lams; Conservati on of resources; There are a lso two courses (each c redit hour) 

Diseases; 

C lass ificalion 
Conljlo und s; 

of 

experimen tal phys ics courses which include 19 

substan ces; I experiments 
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Concerni ng the ba lance of content between the co llege and primary. in SCP physics content, 

the re are 6 units on Mechanics: 5 units on Electric ity. Magnetism and Electronics; 2 units on 

Heat: I unit for Sound. Light. and Weather each. On the other hand for co llege physics 

courses. there are 2 courses and one experimental c.ourse on Mechanics: 2 courses and one 

experimental course on Electricity. Magnetism and Electronics; one course tor each of Wave 

and Optics. Heat and Thermodynamics. and Earth Science. There is also one General Physics 

course meant tor giving general knowledge about physics. There is a fair balance of depth 

and treatment between the primary and college physics courses, and thus. the two match 

fairly_ 

The physics teac hers are expected to have some knmdedge about primary phys ics and -

sc ience content. However. there is no memion of the link between the college and the second 

cycle primary curricula in any of the college physics courses except in one course content, 

that is. Earth Science. There is al so no mention or inclusion of the primary student textbooks 

within the course content or as references. E\'en if the courses of the college match to the 

primary syllabi. the course contents are more inclined to theoretical phvsics and higher 

education than to what they were meant for: that is. to produce physics teachers for the 

I prImary. 

I 
j There are some topics that are specific to biology and chem istry ti-om the grade fi ve and six 

content that are meant for equipping trainees lor science in grades 5 and 6. These are handled 

b\- the courses that the trainees take from biology and chemistry departments_ 
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Thus in te rms of content both topics of the college physics and the primary phys ics curricula 

fairly match, but there is a gap in making the college physics curricula retlective of primary. 

4,1.4, Methods of Training 

The resu lts obtained from respondents (instructors. dean of college. and teachers of second 

cycle primary) and Ii-om content analysis of both college and primary physics syllabi. 

regarding methods used for the tra ining (If phvs ics teachers at GCTE, are presented in the 

following two tab les (tables 9 and 10) and then analysed. 
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Table 9: Res ponses of instructors, 2nd cvcle teachers and co llege dean on training 

methods 

Item Sub-Item Respondents 

Instructo rs Teachers Dean 

No. % No. % No. 

Physics courses are designed to Yes - - 2 11.77 

encourage learner-centered No 3 10000 15 88.23 N/A 

methods 

The extent to which Highly - - -

instructional methods used Averagely 3 100.00 N/"\ N/A I 

match curricular object ives Low - - -

Use of va ri ed instructional Always - - I 05 .88 -

methods in the training process Averagely I "'~ ..,,., 9 52.94 I J-'.J") 

Rarely 2 66.67 7 41.18 -

The level of trall1ees Usuall y - - ') 11.76 1 

involvement III the classroom Averag~ly ') 66.67 1 I 64.71 -

i llstruction Seldom I ...... "'..., -l ?'" --", -.)J.J..) _ J,)J 
I 

Instruction methods used could Strong ly - - 3 17.65 1 

enable trainees to effectively Fairly 3 100.00 12 70.59 -

utilize recommended methods Not much - - :2 11.76 -

Frequency of assignments Most ly - - - - 1 

and/or projects given to trainees Sometimes 3 100.00 13 76.47 -

Rareh - - -l ") ..., ~..., 

_J.)J -

As shown in Table 9, all the instructors and 88.23% of the teachers replied the college 

physics courses are not designed to encourage learner-centered methods. All the three 

instructors and the college clean belie\e the instruction methods used averagely match 

curricular object ives. 66.67% of the instruc to rs and 41.18% of" the teachers answered that 
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varied training methods are rarely used. whereas one of the instructors, 52.94% of the 

teachers and the co llege dean responded "aried methods are used averagely. One teacher 

asserted instructo rs always use varied methods. 

According to the responses from 66.67% of the instructors and 64 .71 % of the teachers, 

ti'eq uency of involvement o f trainees in the classroom instruction is average. One of the 

instructo rs and fo ur (23.53%) teachers have the view that it is se ldom that trainees are 

invo lved in the teachi ng learning proce,s. However. contrary to what the majority of the 

instructo rs and most of the teachers responded. two teachers and the college dean asserted . 

that trainees are always invo lved. 

All of the three instructors. the co llege dean and 70.59% of the physics teachers have the 

view that the instruction methods used could fa irl' enable trainees to effective lv utili ze 

recommended methods in the primary s;lIabi. Three ( 17.65%) teache rs believe that the 

methods used at the co llege were strongly llseful, where as only n,vo (1 1.76%) stated that the 

methods were not that much useful to them to teach in primary schoo ls us ing methods 

indicated in curricula. 

Regarding hOIl' ti'eq uently the instructo rs give tra inees assignments and projects . the three 

instructo rs (100 .00%) and 76.47% of :he physics teachers responded that it was done 

sometimes; fo ur (23 .53%) teachers replied that it was rare ly done; whereas the dean of the 

co llege has the view that it was mostly that trainees were given assigrun ents and projects . 
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It cou ld be retlected ii'om the above table that: the majority of the respondents have the view 

that the training curricula were not suf1iciently designed to effect partic ipatory methods: 

inst ructo rs averagely used different instruction methods; trainees involvement was moderate 

bu t trained teachers we re fairly prepared to teach in SCP schools. 

Teachers and education officials provided suggestions and recommendations to the open­

ended questions on methods of instruc tion at the co llege. Teachers commented that 

presentations at the college were not based on second cycle content. they were mostly teacher 

centered and le ft little room for learner paniciparion. They did not give trainees enough time 

for di scussion and also were poorly sequenced fro m simple to complex to build on what the 

trainees knew. The REB and ZED officials suggested the training duration should be 

increased to use practical-oriented and learner-centered mcthods, and also each principle, 

theory and concept shou ld be taught in relation to local contexts. These officials further 

commented that the course is more content-based and emphas is should be given to practical 

activities and subject methods; it should be more group and project-oriented for trainees to 

present the ir fi ndings and hold group discussions. 
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Table 11: Methods of instruction for five college physics courses 

Courses Percentage o f usage of instructi onal methods 

Lectu re Di scuss Short Solving Doing A ss ignment Diagram 

Ion note problem experiment 

Mechanics-I 28.20 28. 20 28.20 12.83 2.57 - -

Electricity and 28.4 7 28.47 28.47 11.67 2.92 - -

Magneti sm 

Gen. Phys ics 25.5 8 25.58 25.58 16.28 5.42 - 1.60 

'Nave & Optics 
..,.., .... .., 

4.55 
..... .., ..,.., 

27.27 - 1.52 -J .J . .JJ J.J .. L) 

Bas ic 33.00 2.00 33.00 31.00 1.00 - -

Electronics 

As shown in Table I I. 65. 15% to 69.23% of the time is devoted to lecturing, discllssing and 

so lving problems. One fourth (25 .58%) to one third (33.33%) o f instruction time is used for 

short notes . Only 1.00% to 5.42% of the duration is lIsed for experiments in four courses. It 

is on ly in Wave and Optics that giving assignments are suggested for only ( 1. 52%) of the 

time. These data indicate that teacher-centered methods are mainly suggested for the majority 

of the courses. 

4.1.5. Availability and usage of instructional materials 

The availability of instruction materials such as books and equipment and the status of their 

usage at the coll ege are shown in Table 12. The college phys ics laboratory was observed 

lI sing a checkli st and discuss ion he ld wi tll the laboratory technician and a phys ics instructor. 
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Tab le 12 : Availabilitv and usage of instructional materials at the co llege 

Respondents 
Item Sub-I tem 

Teachers Instructo rs Co llege dean 
No. % No. % No. 

A va i lab i! i ty of 21ld Yes 5 29.4 1 0 10000 I 0 

cycle primary physics No II 64.71 - - -
texts in co llege lib rary At department I 5.88 - - -
How frequenrl y Always - - - - -
tra iners use pnmary Sometimes 9 52.94 0 100.00 I 0 

textbooks Never 8 4706 - - -
Availabi li ty of Very adequate 2 11.77 - - -

equi pment in co llege Adequate 10 58.82 - - I 
phys ics laborarory Inadequate 5 29.4 1 0 100.00 0 -
Frequency of usage of Often 7 4 1.17 - - I 
equipment during the Averagely 8 4706 I 

..,., .,., 

.JJ.J) -
tra ining by trainers Very little 2 11 .77 2 66. 67 - , 

As shown in table 12 above. the tlu·ee instrucro rs. dean of the co llege. and 29.4 1 % of the 

teachers said SCP school physics texts are aI·ailable in the college library; 64 .71 % of the 

teachers repl ied on the contrary. One teacher stated the texts are avai lab le at the physics 

department. T hey were req uested to rate how frequently the trainers use primary textbooks : 

52.94% of the teac hers, the three instructors and the co llege dean rep lied they are sometimes 

used while 47.06% of· the teachers asserted primary textbooks were never used by trainers in 

the teaching-learning process . 

As regards the availabili ty of equipment in the co llege phys ics laborato ry, 58. 82% of the SCP 

phys ics teac hers and the co ll ege dean view th at it is adeq uate. The three physics instrucrors 

and 29.41 % or the teachers responued that the equipmen t is inadequate. Only 11.77% of the 

physics teachers be li eve the equipment is more than adequate. Concerning the freq uency of 

equipment usage by rhe trainers duri ng the trai ning. 41 17% of the teac hers and the college 
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dean rep lied that the equipment was often used; one co llege instructor and 47.06% of the 

teache rs responded that it was used averagely. two of the three instructors and two ( 11.77%) 

of the seventeen respondent teachers have the view that it was very rarely that this equipment 

was used. 

To one of the open-ended questions the physics teachers stated that the teaching was no t 

supported by practica l activities and that it was more theoretical. They stressed that the 

tra ining should enable them to use phlsics equipment in primary schools. One of the 

instructo rs I13S commented on th is issue. He just itied that practical sessions are not done 

properly due to lack of laboratory space. shorrage of materials and large number of studenrs 

in a class. 

An observation of the co llege physics laboratory was made and discussions held by the writer 

with one of the phys ics instructors and the laboratory tec hnician. There is only one physics 

laboratory room with a capacity of 24 to .30 students. and a small room that currently serves' 

as sto rage for equipment and as an otlice for instructors. There is no other room where the 

assembly of apparatlls or demonstrations could be rehearsed. 

The instructor and the laboratory technician said it is always necessary to divide students in a 

class into two groups and conduct experiments at different times .. This takes double the time 

required to r trainees to do each experiment. j\ ·loreover. the equipment in the laborato ry was 

meant to r the certiticate leve l teacher trai ni ng program before it was upgraded to a co llege. It 

was purchased almost a decade ago and thus the laboratory needs replenishment and 

upgrad ing to meet the requirements of the course object ives. content and methods. 
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4. 1.6. Teaching practice 

The duration fo r teac hing practice. its implementation. and problem s are presen ted be low. 

Table 13: Teaching practice 

Item Sub-Item Respondents 
Instructors Co llege Dean 

No. No. 

The duration give n to More than suffici ent -
teaching practice Sufficient I I 

Insufficien t 7 -
How often is teachi ng Once every semester - -
practice conducted At the end of 2nd year 

, 
I 0 

No defined program - -
Tasks trainees should Lesson planning 

, 
I 0 

do during teaching Classroom teaching 
, 

I 0 

practice Invo lve in school acti vities I I 

The link with primary During teac hing practice 2 -
schools for teac hing All year with nearby schools I I 
practices No link at all - -
Who supervises Phys ics course instructors 2 -
tra inees during Education office experts - -
teac hing practice Both instructo rs and ex pens I I 

Problems that atfect Time to cover courses I -
teaching practices Il1 Budgetary constraints 2 I 

primary schoo ls Large num ber of trainees 2 -
Programmin" with schoo ls I -

Teaching practice To a large extent - -
enabled trainees to To some extent 3 I 
teach in primary Not at al l - -

The three physics instructors and the college dean have given their responses to the seven 

directed items in table 13. One of the three lecturers and the dean replied that the duration 

given to teach ing practice is suffic ient; the other two lecturers said it is insufficient. .AII of the 

lecturers and the co ll ege dean agreed it is only at the end of the second year that trainees 

conduct teach ing practice. Regarding tasks trainees are expected to do during teach ing 

pract ice, all the respo ndents agreed that trainees prepare lesson plans and conduct acmal 
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The phys ics teachers. school principa ls. educat ion officials and lecturers expressed their 

concerns and gave suggestions fo r the open-ended questions. The primary teachers stated a 

few days o f practice teaching is not enough and makes measurement of perfo rmance difficult; 

and even if there \·,,"ere peer teaching, the time was insufficient and they didn 't get enough 

experience. The principals asserted that to produce efficien t teachers, longer time is required 

for teac hing practice . at least one semester with continuous support and be rescheduled fo r 

second year first semester. The ot1icials replied trainees should conduct teaching practice at 

d iffe rent schoo ls for a longer period. probably one semester, with continuous assess ment and 

feedback to deve lop ski ll s of subj ect teaching. The lecturers stated problems of teaching 

practice consist of shortage of time. ineffic ient organizational arrangements with schools and 

lack of transport for supervision. The lecturers stated enough ti me is given to practice 

teaching relati\'e to ti me given for the courses. 
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4. 1.7. Primary school s ituation 

T able 14 : Genera l competence and attitude of teachers at schools 

Respondents 
Item Sub-Item 

Princ ipals REBIZED offic ials 
'10. % No. % 

Have conlidence Strongly agree 
, 

17.65 2 
... .., .,.., 

J -'.J.J ') 

to teach science 
in orades 5 and 6 

Agree 10 58 .82 
, 

50.00 J 

Undecided I 05 .88 I 16.67 

Disagree 2 11.77 - -
Stronoly disagree I 05 .88 - -

Are etlic ient to Strongly agree 4 ? ' - " _.y,).) I 16.67 
teac h phys ics In 
l(rades 7 and 8 

Agree 9 47.06 ) ., ....... .., , 

.J.J . .J.J 

Undecided ) 11.76 2 
.,.., ..,.., 
.J.) . .J') 

Disagree 2 17.65 I 16.67 
Strongly disagree - - - -

Effecti veness of Can teach on thei r own 5 29.41 

the teachers to Needed some suppor~ 10 58 .82 
teac h when Needed conti nuous 
newly placed at support 2 11.77 
the school? 

- - - -- ------- - - - -- --

As it could be seen in tab le 14, 17.65% of the principals and 33.33% of the education 

offic ial s strongly agree that the teachers have confide nce to teach general science in grades 5 

and 6. 58.82% of the principals and 50.00% of the education offi cials agree about the 

teachers ' contidence. 5.88% and 16.67% of the principals and education officials respective ly 

remained undecided . However. 11.77% or the pri nci pals and one other principal (5 .88%) 

di sagreed and strongly disagreed re specli vely lhat the teac hers have such confidence. Two of 

the three principals who disagreed and strongly disagreed were fo und to be secondary school 
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principals where the teachers are placed to teach secondary physics due to shortage of degree 

ho lder teachers. It co uld be inferred that 76.47% of the principals and 83.33% of the 

education ot1icia ls have the view that these teachers are confident to teach science in grades 5 

and 6. 

As regards the efficiency of the physics teachers to teach physics in grades 7 and 8. 23.53% 

of the principals and 16.67% of the officials strongly agree . and 47.06% and 33.33% of the 

principals and the officials agree. 11.76% of the principals and 33.33% of the education 

offic ials are undecided whether the teachers are efficient or not to teach physics in grades 7 

and 8. Only 17.65% of the principals and 16.67% of the officials disagree that the teachers 

are efficient. The tigures show that 70.59% of the principals and 50% of the education 

offic ials have the bel ief that the teachers are efficient to teach physics in grades 7 and 8. 

Out of the seventeen school principals. 29.41 % replied that when the teachers were newly 

placed at their school, they we re ab le to teach on their olVn effectively. while 58.82% 

responded that they needed some minor support. Some I I. 77% of the principals. who are 

principals of secondary schoo ls. indicated that these teachers \\'ere provided with continuous 

support. 

There is a positive view towards the physics teachers abo ut their general competence in 

teaching science in grades 5 and 6. and physics in grades 7 and 8 and about their effecti\'eness 

to teach when newly placed in primary schools. 
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the principals and 66.66% of the officials are undecided whether the teachers know what they 

teach or not. On the other hand. 17.65% and 5.88% of the school principals disagree and 

strongly d isagree respectively that the teachers kno\\ the subject matter they teach. The 

figu res show that there is a 58.88% agreement on the part of the principals, whereas the larger 

proportion (66.66%) orthe education officials could not determine their positions. 

The majority orthe principals (52.94%) agree that the teachers re late classroom instruction to 

local situations and 23.53% are undecided. 66.67% of the REB and ZED officials disagree 

and 33.33% are undecided. The princ ipals who d isagree (17.65%) are those of secondary 

schoo ls while the single principal. who strongly disagrees. is head of a second cycle school. 

Another item that ,,·as included in the questionnaire was to gather information from 

respondent principals and education officials about the fi·equency of teachers' use of learner­

centered methods of instruction. 23.53 % of the principals agree while the same percent of 

principals are undecided. On the other hand .j 1.18% of the princ ipals and 100.00% of the 

education officials disagree that the teachers use learner-centered methods of instruction 

frequently. The principals who strong ly disagree are one from primary and another from a 

secondary school. 

Regard ing the use of various instruction equipment that are suggested in the curricula . 

.j 1.18% of the principals agree: whi le 35.29% of the schoo l principals and 83.33% of the 

education officials disagree. No one li·om the education officials seems to ha,·e a pos itive 

view about the use of equipment in the teaching learn ing process by the teachers. The 
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I 
I 

I 
I 

principal who strongl y disagrees is Ii-om one of the secondary schools where a dip loma-

holder phys ics teacher is placed. 

Table 16: Resource availabil itv at school 

Respondents 

Item Sub-Item 

I Principals (17) Teachers ( I 7) 

I No. % No. % 

Availability of a ph"sics Yes II 64.71 10 62.50 

laboratory at school No 6 35.29 6 37.50 

Availability of equipment Yes 15 88.23 14 82.35 

in the laboratory No 2 II. 77 
, 

17.65 J 

The extent to which the Highly adequate 

I 
) 27.27 2 11.77 

equipment are available Adequate 10 63.64 7 4 1. 18 

Less adeqLlate -, 0909 8 47.05 -
, 

Table 16 sho\\ s that 64. 7 1% of the priEcipals and 62.50% of the teachers replied there are 

phys ics laboratories at their schools. while 35.29% of the principals and 37.50% of the 

teache rs responded [here are not. Onlv one teac her did not respond. Concerning the 

availabili[y of equipment in laboratories. 88.23% of [he princ ipals and 82.35 % of [he teachers 

responded posi[i vely, whereas few princ ipals I 11.77%) and teachers ( 17.65%) indicated [here 

is no equipment a[ all. Some school s. where there are no laboratories, have indicated that they 

have equ ipment and thi s is not unusual. 

The next item was concerning the extel1l or adequacy o f equipment in the laboratories. 

Almost a quarter (27.27%) of the principals and 11.77% of the teachers thought that the 
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equipment is high ly adequate. whereas the majority (63.64%) a t' the pri ncipals and 41. 18% of 

the physics teachers bel ieve that it is adequate. But. 11.77% orthe principal s and 47.05% of 

the teache rs asserted that the equipment is less adequare. 

Table 16 a lso shows that the majority of the respondent principals ( II of 17) and teachers ( 10 

of 16) indicated that they have phys ics laboratories and equipment in the ir schools. Mo re than 

half of both gro ups of respondents. that is. S8.23go of the principals and 52.95% of the 

teachers have the view that the equ ipment is adeq uate . and even more. to teach physics in 

primary schools. The teachers are less cOlh inced of adequacy: 47.05% stated that it was less 

adequate. 

4.2. Interpretation 

The data that were organized. presented and analyzed in section 4.1. of this part are 

inteqJreted here under sub-headings (demographic characteristics, the relevance of the college 

physics curriculum to primary physics content. prol·ision of trainees with subject teaching 

methods. ava il ab ility and usage of insrructionmaterials . teaching practice and primary school 

siwation). 

-1 .2.1. Demographic characteristi cs of res pondents 

The respondents for this study were. as tables I . 2. and 3 show. SCP school phys ics teachers 

and principals in 17 sample schools of to ur zones of the Amhara Region. zonal education 

ollicia ls in the to ur zones und the Amhara REB. lecture rs of physics courses and dean of 

GCT£. and an expert at ICDR. 
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14 out of the 17 phys ics teachers have 5 \'ears or less se rvice. There is enough experience to 

make their vic\\'s va lid. witho ut loss of recency of college experience. The combination gives 

a so lid basis for valid opinion. School principals. teachers . instructors and REBIZED official s 

are all stakeholders with their own knowledge and perspectives on the issues; they are almost 

without exception appropriately qualified in the general academic sense for their positions. 

There is only one fema le responcienr physics teacher from among the sample teachers. Even 

though it may not be the case with teachers in other schools. it might indicate that fema les 

should be encouraged to become physics teachers. 

All responcienr teachers ancl instructors are qualitied for the levels they teach or train; the 

education officials. the dean. the [CDR expert. anci all the school principals except one who 

has a certiticare are qual itied fo r the positions the\' are placeci. The sample teachers and 

principals are spread across the four sample zones and thus have a representative nature. 

Thus, it is the wri ter' s belief that the data co llected fro m the diffe rent groups of respondents 

are valid and reliab le, 

4.2 .2. The releva nce of the co llege phys ics curriculum to primary physics content 

A comparison of objectives and contelll was made through data collected by questiorUl aires 

from instructors (lecturers). the dean of the college. REBIZED officials. from physics 

teachers anci the principals 01' 17 sample schools. anci :\11 ICDR expert. ,..\ document analysis 
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of both the objectives and the content was made. The fi ndings are d iscussed and presented 

here. 

Comparison of objectives 

Pratt (1980: 139-140) defined an objective as a statement ofa specific change to be brought 

about in a learner. Derebssa (1999: 134) further stated thm objectives are mo re specific than 

goals . and this spec ifi city increases in the progress ion from general curriculum objectives to 

un it objectives and lesson objectives at the classroom level. To alleviate the problems that the 

Eth iopian education system has faced, a comprehensive Education and Training Policy 

(1994) has been fo rmulated. This po licy document has clearly indicated the general and 

spec ific objectives that should be used as the guiding h·3mewo rk for the deve lopment and · 

implementation of strategies and programs on speci tic areas such as teacher education. The 

diploma level teacher education curricula have been revised to produce teachers who could 

teach the new curricula to students . 

The procedure of comparing sets of objectives shou ld, therefore. re\·eal information of some 

value that can add to or modify those obtained !"i·om the other sources . [n terms of 

compari sons of objectives, the followi ng sets of data were scrutini zed to provide information: 

1. Data Fom questionnaire responses contained in tables 4 and 5: college physics 

objectives compared with ETP general objecti ves and GCTE physics courses 

co mpared with objectives of the second-cycle primary sy llabi. 

2. DawFom docwJ1e!1/wy ana/vses I.-I) of the GCTE phys ics course's ovemll objectives 

with the ge neral ETP objec ti ves . 
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3. Da/a Fom documenlary analyses (E) of the objecti ves of the GCTE phys ics courses 

( I I of them) wi th the general ETP objectives JS a more deta iled sc rutiny. 

-I. Da/({ Fum docul71en/aty analyses Ie) of the objectives o f the I I GCTE physics 

courses with the objec ti ves of the second-cycle primary physics sy llabi. 

Ques/iunnaire Dala. 

These data concerned the atte mpt to compare whether or not the objectives of the co llege 

level physics course object ives match with tllOse of the Policy 's genera l objectives and with 

the primary leve l phys ics syll abi objecti'·es. The comparison made between these sets of 

objectives was presented in Tables 4 and 5. Table 4 revealed. based on the views of one 

phys ics instructor. the college dean and the [CDR expert. the ETP ( 1994) objectives are 

ref1ected in the objectives of the coll ege physics courses. However, they stated that the 

connection between these se ts of objecti"es is not a strong one. Regarding the connection 

between the coll ege and primary school objecti ves. the ti nding ti-om the responses is that, on 

balance the GCTE objectives constitute a partial match and the course objectives are 

designed to meet the learn ing needs of trainee teac hers. These were the opinions of the 

questionnaire respondents . 

Docul17entwy Analyses (Aj. 

A document analysis was conducted to make a comparison between the general objectives of 

the ETP and the objectives of the college phys ics courses on the one hand. and. on the other, 

between the objec ti ves of the col lege and the SCP physics courses. A close r look at the 

objectives of eac h college physics course revealed that most of the co urses. except the two 
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designated as practical and Environmental Physics. give emphasis to the attainment of 

theoretica l knowledge at the expense of practical activ ities and ski lls. Derebssa ( 1999: 165) 

has stressed that the most usefld fo rm for S(::l tillg objectives is to express them in terms which 

identi fy both the kind of behavior to be developed in the student and the content or area of 

life in which this behavior is to operate. However. the co llege courses largely tended to 

neg lect the cOlUlections of the objecti ves with and their appl ications to learners' lives and 

environment s. These objectives also ignored behaviora l objecti ves such as ethics. citizenship 

and democratic li ving. This means more emphasis is given to cogniti ve or knowledge 

de ve lopment than to the affec tive and psychomoror do mains. 

Documen!wy Analyses (B). 

As indicated in Derebssa ( 1999:1 42) careful thought must be given ro the creation of 

ed ucational objectives because objecti ves indicate expected outcomes (end-points) in the 

educatio nal process. Objecti ves should relate ro the goals and aims fro m which they are 

derived . To this end. comparison between general objecti ves of the policy and the college 

phys ics courses was made. Each of the college phys ics objectives matches with some 

elements of one or two of the policy general objectil·es . The matches are predomi nantly on 

deve loping mental potenti al. cogniti ve potential. various skills. di ssemination of science. etc. 

But the omissions are mai nl y in relating education ro soc iety, taking care of and utili zing 

resources wise ly. di ffe renti ating harmIld practices fro m useful ones, etc .. and there is no 

mention of broad citizenship areas. 
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DoclIl1JenlOlY .-Inalyses (C). 

A compari son made between the obj ectives or the co ll ege courses and those of the primary 

physics sy llabi re vealed that. except object i\·es 5 and 6. those of the primary comfortably 

match with the co ll ege objectives. Objec tives 5 and 6 of the primary school sy llabi focus on 

appreciation and care for processes and phenomena and on change and self-development in 

line with aspects of environment. These objecti'·es are missing in the co ll ege course 

objectives. excep t in the object ives of Earth Science. 

These documentary analyses strongly suggest that the col lege physics objectives are 

dominated by theoretical knowledge or ol·er-emphasize academic Imowledge and theo retical 

understanding and are narrowly focused. Thus. the'· are signiticantly mismatched with the 

ETP objectives and at least panially mismatched with the second cycle primary objectives for 

physics ancl science. It may not be reasonable to expect the po licy objectives to be 

incorporated comprehensi ve ly in the co ll ege ph,·s ics courses but the nature of the mismatches 

are of concern in the area of physics. HOWe\·eL the documentary ana lyses can be seen as 

coinciding with the main messages from the questiOlU1a ire data. but have a more prono unced 

negati ve inclination and are also more detai led. 

Relevance o/college physics curricula to secolld cycle primal}" physics curricula 

As desc ribed by Postlethwaite in Lewy (1 977: 51) and Derebssa (1999 : 182) . relel·ance means 

that the curri culum corresponds to an exist ing need in the society. To say that educational 

experiences are functional means that they should have maximal re lation to li fe. Because 
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transfer is greatest when the learning situation is most like the situation in which the learning 

is to be used. contexts must be chosen which enable the learner to make life applications. 

In the matter of relevance. a procedure similar to that used for comparison of objectives 

(above) was app lied: data ti'om questionnaires (tables 6 and 7); and content analysis of the 

GCTE physics cu rriculum and of the second-cycle primary physics syllabi (table 8). 

Que SI iunna ire.fl neli ngs . 

The Ending ti'om Tables 6 and 7 is that one education ofticial. almost half (47 .06%) of the 

physics teachers, 2 of the 3 insu'uctors and the ICDR expert have the view that the content of 

the primary physics is reflected in college physics courses. Five (83.33%) of the education 

officials. 35.29% of the teachers. and one physics instructor responded it is averagely 

reflected. The op inions are that the college physics courses are designed to address the 

primary physics content. 

Another lind ing concerns the extent to \\"hich the teachers were prepared for teaching in 

primary sc hools. 14 (82.35%) teachers. three school principals. one instructor and the ICDR 

expert be lieve that the training strongly prepares teachers. 6 (100.00%) education officials . 3 

teachers, 12 (70.59%) of the school principals. and two of the three instructors stated that it 

average ly prepares teachers for second cycle primary teach ing. It could be summarized that 

there is an agreement amo ng the respondents that the training prepares trainees sufficiently. 

95 



Still another important finding is that the responses !i'om all of the three college instructors, 

the [CDR expert and all of the physics teachers agree that the level of difficulty of the courses 

is neither too high nor low and that the two years' duration is enough to cover the courses. 

However. the majority of the teachers responded differently to the open-ended questions: the 

content is too vast, there is time pressure to cover it, and the lecturers give less support 

because the pace of instruction was fast. Even if they are minority opinions, one instructor, 

two teachers. one principal and an education official commented that the college physics 

content is more related to higher education and pure physics than to primary cUlTicula. 

Content AnalysiS Findings. 

From the content analysis made to check whether there is match or mismatch between the 

college and primary physics courses. it was found that in both college and primary contents 

there is a fair coverage of and balance between different topics such as mechanics, electricity 

and magnetism. wave and optics, heat and thermodynamics. The college physics courses were 

designed to train teachers who would be able to teach physics in second cycle pnmary 

schools effectively. 

To achieve this end it is necessary to make the college training curricula related to those of 

the primary. In relation to this issue Derebssa (1999: 182) stated that because transfer is 

greatest when the learning situation is strongly similar to those in which the learning is to be 

used. contexts must be chosen which will enable the learner to niake life applications; and it 

is only in this way that learning becomes meaningti.11. This is also supported by SIDA 

(2000:29) where it is stated as essential that the teacher education curriculum should 
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correspond to the school curriculum: that is how teachers learn and what they are expected to 

teach must be compatible and teachers must be provided with the competencies for teaching. 

Outcomes. 

However, it was found that there is no mention of the link between the college and the 

pri mary physics curricu la in any of the college physics courses except in only one course 

content namely Earth Science, and that the course contents are more theoretical and inclined 

to prepare trainees fo r higher education than to teach physics in second cycle primary schools. 

[n the literature review it is indicated in SlDA (2000:29) that "[t is essential that the teacher 

education curriculum correspond to the school curricu lum. What and how teachers learn and 

what they are expected to teach must be compatible" . 

This Ending agrees with the outcome of the evaluation made by Amhara REB and UCTE 

(AREB. 1998. p. v) wh ich states that ",-\lthough most instructors agreed that the courses 

offered at GCTE had link with second cycle primary curriculum, some of the GCTE 

instructors disclosed that the training curriculum is linked more to higher level teacher 

education program (secondary teacher training) rather than preparing teachers for the second 

cycle primary school ". 

4.2.3. Provision of trainees with subject teaching methods 

Teachers tend to implement teaching methods that they experienced while they were at 

training institutions. In this regard. fVlarsh ( 1996:93) stated that teachers tend to use 
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predominantly indicated in the primary course content, which include group and project 

work. field study. role-play. practica l activities among others. On the other hand, as indicated 

in Table II . 6800% to 85.41% of the methods of instruction indicated for ti ve courses are 

discussion. short notes and lecture. An insigniticaill [i'act ion of the time. that is less than 6%, 

is devoted to doing experiments or assignmenrs other than the two expe rimenta l courses. Th is 

shows clearly that there is mismatch between the methods that are suggested fo r primary 

physics instruction and those that are ind;cated in the co llege physics courses. As indicated in 

the literature review by SIDA (2000:29) . what and how teachers learn and what they are 

expected to teach must be compat ible. and they also need to be empowered with the 

competenc ies necessary for teach ing primary students using mainly participatory methods 

recommended in the curricula. 

-1 .2.4. Ava ila b ili ty a nd usage of ins t.-uctional mate ria ls 

A result obtai ned ['rom Table 12 indicates that all of the three instructo rs. the college dean 

and some teachers (29.4 1 %) replied that there are primary physics texts in the college library, 

whereas the majority (64.71 %) of the trainee teachers were unaware of their availabi lity. 

Even if these textbooks are availab le. it is only sometimes that they are used by the trainers in 

the classroom instruction according to the majority or the teachers. the three instructors and 

the college dean. Still. 8 of the 17 respondenr teachers have the view that the textbooks were 

never used. From this it could be deduced that the textbooks were not often used to associate 

the instruction to primary schoo l content and methods of teaching, and trainees go to primary 

schools afte r graduation without much awareness about primary school teaching or materials. 

100 



the findings ti'o m the closed and open-ended questio ns reveal that the equi pment available in 

the co ll ege physics labo ratory is barely sufficient. and its use in the training process is not as 

the curricu la demand, 

From the observat ion made by the writer at the college physics labo rato ry. it was fo und that, 

since the demonstration room has a capacity of only 24 to 30 students, it was always 

necessary to divide students into two gro ups for practical act ivities; the equi pment was 

purchased for the certificate program. and thus. inadeq uate fo r the co llege program. This 

linding coincides with that reported by ,--\REB (1998:v) whic h discovered tha t the major 

prob lems encoun tered by GCTE instrucrors were lack of refe renc'e books to prepare teaching 

materials, lack of adequate laboratory equipment. chemicals fo r science courses and 

inadequacy of rooms for instructors. 

-1.2 .5. Teaching practice 

Teaching practice is essent ial in the integration of theolY with practice in the education of 

teachers. As described by Stones and Mon'is (1981:7) the term teaching prac tice has three 

major connotations: the practicing of teaching skills and acquisi ti on of the role of a teacher; 

the whole range of experiences that students go through in schools: ancl the practical aspects 

of the course. as distinct ti'om theo retical ; tuclies. In th is regard. data regardi ng the extent that 

teachi ng practice is implemented and problems encountered in the process were collected and 

ana lysed. It was found that the durat ion gi,'en to teach ing practice is cons idered to be 

sufficie nt by an instructor and the co llege dean . and insufficient by two instructors. 
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As regards the tasks that trainee teachers are expected to do during practice teach ing, it was 

found that lesson planning Gnd classroom teaching are the focuses acco rdi ng to all of the 

three instructors and dean 01' the college. One oC the instructo rs repl ied thar the trainees are 

also invo lved in other school activities; howe,·er. th is might not appear to be feasible when 

teach ing practice is conducted only at the end of the second year. 

Another finding indicates. according to two instructors. that it is only during the practice 

teaching period that the college communicates with primary schools where the trainees 

conduct practice teaching. On the other hand. one instructor and dean of the college replied it 

is through the year thar the college has links with nearby primary schools. However. the 

writer of this paper has the view that it wou ld not be possible to have a strong and profitable 

link between the college and the primar' schools unless a ll the ·instructo rs have a common 

understanding of the activities. On this issue Stones and Morris (1981: 42) stated that 

although colleges depend on schools for teaching practice and schools depend on colleges fo r 

replenishing their statf. there is litt le evidence of an attitude of partnership between the two. 

There is, on the contrary. a fai r degree of ignorance of each other's work. This shouldn·t be 

the case in our institutions. but it does appear to be so. 

As ind icated in Tab le 13 problems encounte red while implementing teaching practice include 

time pressure to co'·er the courses according to the academic ca lendar. budget constrain ts on 

the college to etfect teaching practice in primary schoo ls. large number of trainees who 

should do practice teach ing and prob lem of arranging programs with primary schoo ls. 
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Responses of teachers. principals, and education officials to open-ended questions indicate 

that time given to practice teaching shoul d be increased and continuous support provided to 

produce teachers who are efficient and well exposed to skills of subject teaching and school 

situations. This view is suppo rted by Stones and \ [orris ([ 98 [24) when they suggested 

[anger periods of teaching practice to come to terms with realities of teachers' duties. to see 

their way through complexities of LU1fami[iar organization. to gain familiarity with routine 

tasks. to experience teach ing as a continuous process rather than as a series of expository 

exercises and to tind out abo ut their own strengths and weaknesses . It could be generalized 

that the duration given to teaching practice is not enough. and the [i nk with primary schools 

sho uld be strengthened. 

4.2 .6. Primary school situation 

Concerning the competence and attitude of teac hers . it was fo und from responses of the 

majority of the school principals and e,~ucation officials that the physics teachers do have 

contidence and efficiency in teachi ng general science in grades 5 and 6. and ph\'sics in grades 

7 and 8. Another issue was finding whether the teachers were ab le to effectively teach on 

thei r own when nelVly placed in the schools. As shown bv the majority of the schoo l 

principals (58.82%). the physics teachers needed some support in the early periods of the ir 

piacemel1t. One reason might be the limited school experience or teaching practice they did 

get at the college. Some of the principal s (29.4 1 %) stated that these teachers \\'ere able to 

teach on their own from the beginni ng .. -\11 these show that the principals have a positive 
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view towards the teachers in having a fair contidence and effic iency to teach SCP science and 

physics. Th is tinding is supported by the view of Grossman (1990::29), as indicated in the 

literature review. when he stated new teachers cannot be expected to know everything about 

their subjects before they begin to teach. They al so neecl to be aware of their responsibility to 

acquire new knowledge tllroughout their careers. 

Table 15 indicates that the physics teachers know the content of the subject according to the 

principals, although education officials were less convinced. School principals believed the 

teachers were able to relate the content to local situations. but the officials disagree that that 

was the case. As indicated in the literature revie lV by Callahan ancl Clark (1988:9) and Schott 

(1989:54). the mode of learning determines what is learned. One does not learn to s\ovim by 

li stening to lectures. Much school learning is superficial because the teaching methods used 

are not really appropriate for the understandings. skills and attinldes desired. To make 

learning rea l to pupils. teachers should use direct. reali stic experiences. whenever possible. 

The school principals and educat ion otlicials were asked to give their views about the extent 

or ti'equency of use of learner-cen tered methods by the physics teachers. OveralL the majority 

0" the principals and all otlicials di sagree that teachers ti'equently use learner-centered 

methods of instruction. However. learning science is not merely understanding concepts but 

also observing. experimenting. explai ni ng and interpreting tindings from the real il1\ oh 'ement 

of the learner in the teaching learning process. 
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As regards the utilization of aud iovisual or instructiona l equ ipment by the teachers, suggested 

in the curri cula. a large portion (47,06%) of the principals has a positive view. On the other 

hand, however. a signiticant percen tage (-+1.17%) of the principals and the majority of the 

education otTicia ls di sagree, This on the aI 'erage suggests that the physics teachers do not 

usuall y use instructional equipment in the teaching learning process. Only six out of the 

seventeen sample schools do not have laboratories: almost all principals and teachers 

responded that there is equipment in these laboratories: and the majority of these two group 

of respondents have the view that the equipment is just adequate for the practical activi ties 

suggested in the curricula, 

-+.2. 7. Summary of interpretation 

Objectives 

The finding from the document analys is. done to make comparisons between the ETP (1994) 

and the co llege course objectives. showed that the college courses largelv tended to neglect 

the connections of the objectives wi ,h and the ir applications to learners' li\'es and 

environments; the objectives also ignored behavioral objectives such as ethics. citizenship 

and democratic living, This means more emphasis IS gIven to cognitive or knowledge 

de\ 'elopment than to the affective and psychomotor domains. 

The matches be tween the policy and co llege objec tives are predominantly on deve loping 

mental potential. cognitive potential. vario us skill s, dissemination of science. etc, But the 

omissions are mainly in relating education to soc iety. taking care of and utilizing resources 
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wisely. ditlerenriating harmful practices [i'om useful ones. problem solvi ng etc .. and there is' 

no menrion of broad citizenship areas. On balance. while not expecting to tind rotal inclusion 

of all ETP objectives. the nature of the mismatches, and also of the matches, are sufficient to 

ca lise concern. 

Scrutinv of the objectives of each college physics course revealed that most of the courses, 

except the two designated as practical and EnvirolUllental Phys ics. give emphasis to the 

attainment of theoretical knowledge at the expense of practical acti vities and skills. 

The responses regarding the connection between the college and primarv school objectives 

suggest thar. on balance. the GCTE objectives constitute a partial match and the college 

course objectil 'es are des igned to meet the learning needs of trainee teachers . The college 

course objec ti ves (other than Earth Science) do not comfortabl y match with those of primary 

schools. Furthermore. objectives 5 and 6 of the primary school syllabi are not strongly 

renected. T hese objectives focus on apprec iation and care for processes and phenomena and 

on cbange and se ll~development in line with aspects of environment. 

The document analysis carried out to compare college and primary course objectives strongly 

suggests that the college physics object ives are dominated by theoretical knowledge or over­

emphasize academic knowledge and tl: '~o retical unde rstanding and are narrol\' ly focused. ' 

Thus. they are mismatched with the ETP objectives and at least sufficiently mi smatched with 

the second cycle primary objecti ves for physics and sc ience to raise concerns. 
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Methuds o/illstructioll 

The responses of instructors. teachers. and the college dean. as ilidicated in Table 9. indicate 

that the design of the college phys ics courses does not encourage learner-centered methods, 

and the co urse outlines show that teacher-centered methods are dominant and an instructor 

wou ld have to have very strong commitment to alternati ve methods before go ing against what 

is set down. 

The responses given by the instructors and the college dean reveal that the lack of use of 

varied instructional methods by the trainers does not strongly enable students to meet the 

objecti"es of the training curricula . Two of the three instructors believe that it is rarely that 

the trainers use var ied instructional methods and they also ad mit that it could not be possible 

to effectivel, meet the objectives of the tra ining program by limiting themsel,es to that 

narrow range of methods. 

Again. the trainees' involvement in the classroom instruction was found to be moderate or 

average which means. for roughl" hall.' of the toral instructional time. the trainees are not. 

acti ve l" involved in the teaching learning process. Yet. there is an agreemenr by three 

instructors. 70.59% of the teachers and the co llege dean that the instructional methods used at 

the college could fa irl v enab le trainees to effectively use the suggested methods for primary 

teaching. BlIl most of the instructional methods indicated in the primary curricula require the 

direct il1\·ol,emcnt 01.' students. Thus. there is a mismatch between the training methods used 

a t the co llege and methods that trai ned teache rs are expected to implement for most of the 

instructional time. 
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From the documen t analysis done to compare the methods of instruction suggested in co llege 

and primary phys ics courses. it was found that student centered and pmi icipatory methods are 

predomi nantlv indicated in the primary course content (group and project work, fi eld srudy, 

role-play. practical activities among others) . On the other hand. as indicated in Table 11. the 

dominant methods o f instructio n indicated in the course content of five courses are 

discuss ion. short notes and lecture. Very small fi'action of the ti me (less than 6%) is devoted 

to do ing experiments or assignments other than in the two experimental courses . The findings 

ti-om the questionnaires and fro m the document analysis show that there is mismatch between 

the methods that are indicated in the college' phys ics courses and those suggested for primary 

physics instruc tio n. 

A vai/ability and usage of equipment 

A resul t obtained £i'om Table 12 indicates that the majority (64.71 %) of the trainee teachers 

we re unaware of the avail ab il ity primary textbooks. Even if the textbooks were ava il able at 

the college. they were not often used to rel ate instructio n to primary school content and 

methods of teach ing. and trainees go to primary schools after graduation wi thout much 

awareness about primary school content. materials and teaching. 

Find ings ind icate the availability and ut ilization of instruction eq ui pment at the college 

laborato ry is inadequate to do all of the practical act ivities. From the responses given to one 

open-ended queslion. the instructional process at the college is no t much supported by 

practical ac ti vities and is thus more theorel ical. The reasons. according to one instructor and 
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the laboratory ass istant. are shortage of equipment. lack of laboratory space. and large class 

size (student number). 

Both the findings tiom the closed and open-ended questions reveal that the equipment 

available in the college physics laboratorv is ba relv sufficient. and its usage in the training 

process is not suffic ien t to meet the curricular demand. From the observation made by the 

writer at the college physics laboratory. it was fo und that since the demonstration room has a 

capaci ty of only 24 to 30 students. it was always necessary to divide students into two groups 

fo r practical acti vities; the equipment is inadequate fo r the college program. These findings 

also coincide with that of the AREB (1 998:v), which indicated that the major problems 

enco untered bv GCTE instructors were lack of reference books to prepare teaching materials, 

lack of adequate labo ratory equipment. chemicals fo r sc ience courses. and inadequacy of 

rooms for instructors. 

Teach ing practice 

From the responses of one instructor and the col lege dean it was found that time given to 

teaching practice is considered to be suffici en t. whereas two instructors bel ieve that it is 

insufficient. Stil l anothe r finding ii·om the responses to open-ended questions of teachers, 

principals und education ollicials is that the time given to practice teaching should be 

increased and continuous support should be provided in order to produce teachers who are 

etlicient and we ll exposed to skills ot· subject teaching and school situations. 
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As regards tasks that trainee teachers are expected to do durilig practice teaching, it was 

tound that it is on lesson planning and classroom teaching that they are mainl y in vo lved : that 

the link with primary schools to effect practice teaching is not as strong as it should be, and 

that prob lems were also faced while implementing teaching practice. Causes for the prob lems 

include time pressure to cover courses within the academic calendar; budget constraints on 

college to elTect teaching practice in primury schools: large number of trainees who must do 

practice teaching, and problems o f arranging programs with primary school s. [t could be 

generali zed that the duration of teaching practice is not enough, and the link with primary 

schools should be strengthened . 

Primary school situation 

Concerning the competence and attitude of teachers. it was fo und that the physics teachers 

have confidence and efficiency in teaching general sc iencc in grades 5 and 6, and physics in 

grades 7 and 8. Regard ing whether or not the teachers were able to effectively teach on their 

own when ne"'ly placed in the schools . it was tound from the majority of the respondents that . 

the phys ics teachers needed some support in the early periods of their placement in the 

schools. 

Ano ther linding li'om Table 15 indicates the physics teachers know the content of the subject 

they teach. although questions are raised by officials as to whether they are ab le to relate 

content to local situations or context during instructi on. The principals and educati on officials 

also view thaI the ti'equency of usage of lea rner-centred methods of instruction by the physics 

teachers is lo\\'. 
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Only six o l' thc seventeen schools do no t have a laboratory: almost al l principals and teachers 

responded that there is equ ipment in these laboratories: and the majo ri ty of these two groups 

of respondents have the view that the equipment is j ust adequate to do the practica l activities 

suggested in the curri cu la. Wi th reference to the use of instructional (audiovisual) equipment 

by the phys ics teachers to do suggested experiments in the curricu la . a large po rtion (47.06%) 

of the principa ls has a positi ve view. \I'hereas an almost equal percentage (41. 17%) of the 

princ ipals and the majority o f the education officials d isagree. From thi s it might be 

understood that the physics teachers do not usually use instructional equipment in the 

c lass room instructio n. 
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mismatched with the ETP objectives and at least sufficiently mismatched with the second 

cycle primary objectives for physics for there to be some concern. 

Wi th regard to course contents. it was found that by compming college and primary schools, 

there is a t:lir coverage of and balance bet\veen the various topics and that the college physics 

courses are generally designed to address the primary physics content. On the other hand, it 

was found that there is no mention of the link between the college and the primary physics 

curricula except in one course; the course contents are more theore tical and inclined to 

prepare trainees for higher education than to teach phys ics in second cycle primary schools. 

The design of the college physics courses does not encourage learner-centered learning and 

the course out li nes show that teacher-centered methods are dominant. The document analysis 

shows that there is mismatch between the methods that are indicated in the co llege physics · 

courses and those suggested for primary physics instruction. The lack of use of varied 

instructional methods by the trainers does not strongly enable trainee teachers to meet the 

objectives of the training curricula. There is thus a mismatch between the training methods 

used at the co llege and methods that trained teachers are expected to use for most of the 

instructional time at primary schools. 

Even though primary school textbooks are available at the college, they were not often used 

to assoc iate coll ege instruction with primary school content and methods of teaching. The 

laboratory and the equipment avai lable in the co llege physics laboratory is barely sufficient 

for the college program to do all of the practical ac ti vities and its usage in the training process 
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is not sufIicient to meet the curricular demand. The instructional process at the college is not 

much supported by practical activities and is thus more theoretical. 

The duration give n to teaching practice is no t enough to prepare trainee teachers who could 

teach effective lv primary physics content uSll1g appropriate methods. The link with local 

primary schools is not strong to effect teaching practice. 

The majority of the respondents have the ,·iew that the phys ics teachers needed some support 

in the early periods their placement in the schools . The physics teachers have confidence and 

efficiency to teach general science in grades 5 and 6 and physics in grades 7 and 8. The 

teachers use learner-centered methods inti·equemly in the teaching and learning process. 

There are laborato ri es in almost all pnmarv schoo ls; the equipment available in the 

laboratories is just adeq uate to do the practical activities suggested in the curricula; the 

physics teachers usually do not tend to use instructional equipment in the classroom 

instruction . 

5.2. Conclusions 

Based on the above findings it might be concl uded that: 

First, the college physics objectives over-emphasize theoretical knowledge and are narrowly 

focused: and that they are either strongl ,· mismatched or somewhat mismatched with the ETP 
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and the SCP schoo l objectives respecti ve ly. It was found that there is a fair coverage of and 

balance between the various top ics of the college and primary content but the focus of the 

course contents is more theoretical and inclined ro prepare trainees for higher education than 

to teac h physics in SCI' schools. The lack of use of varied instructional methods by the 

trainers does not strongly enable trainee teachers to teach primary physics etfec tive ly. 

Second, primary school textbooks were not often used by teacher trai ners to associate 

instruction to primary schoo l content and methods of teaching; the equipment in the college 

physics labornrory is barely sufticient tor the co ll ege program and its usage in the training 

process is not sufticient; the training is not much supported by practical activities and is thus 

more theoretical. This shows that even if the availability of instructional resources is a 

I 

I 
necessary condit ion to improve the qualiry of teacher training, it is not on itself sufficient, 

unless it is actually used by both the trainers and trainees. 

Thi rd, the duration given to teaching practice is not enough to prepare teachers who could 

teach primary physics content by effectively using appropriate methods, and the link wi th 

local primary schools is not strong enough to produce effective teaching practice 

arrangements. 

Fourth. it could also be concluded that even tho ugh the second cyc le primary eSCP) school 

physics teachers needed some support in the early periods of their placement in the schools, 

they have confidence and efticiency to teach general science and physics in SCI' schools. On 

the other hancl. the teache rs were known to use learner-centered methods less frequently. 
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Fifth. even if the equipment ava ilable in the laboratories is just adequate to do the suggested 

practical actiyities. the primary physics teachers tended usually not to use instructional 

equipment in their teaching. 

5.3. Recommendations 

The study was conducted on Gondar College of Teacher Education and on selected second 

cycle primary physics teachers who graduated from the co llege in the last three years and 

currently teaching in the Amhara region. Its purpose was to evaluate the relevance of the 

co llege physics curricula to second cycle primary physics syllabi. Even though the study was 

conducted on one college and on school s in one region. the find ings may be applicab le to 

other co lleges and schools in other regions. The likelihood of the appl icability of some of the 

key findings " 'ill have been enhanced b,': the spread of perspecti\'es that were taken into 

acco unt: the relevance. expertise and insights that inrormed these perspectives and the use of 

national pol icy. curriculum and syllabus doc uments. Therefore. recognizing the limitations of 

the study, the following recommendations are derived on the basis of the findings. The 

recommendations require all concerned parties to wo rk concertedlv to achieve the best 

outcomes. 

1. The general and specific objectives of the co llege phys ics courses should deri ve from the 

objectives of the new Education and Training Policy (ETP: 1994) and that of the second 

cycle primary and they should be carefu lly designed to incorporate these objectives. 
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2. The college phys ics courses should be designed to re late more strongly to second cycle 

primary than to higher education. so that trained teachers would be able to relate 

instruction to learners ' life situations. When designing courses. more emphasis should be 

given to the use of learner-ce11lered methods than teacher-centered methods. 

3. In order to provide trainee teachers \lith the competencies of teaching, trainers should use 

varied instruction methods appropriate to the courses and primary phys ics curricula, and 

also ensure more student involvemem in the classroom instruction. 

4. Masterv of sc ience. and specificalh' ph,sics. require the understa nding of concepts, 

acquisition of skill s and the development of abilities to apply these to real-life situations. 

These could be improved if trainers use audiovisual and other equipment as befits the 

curricula as much as situations allow. 

5. The college physics laboratolY should be replenished with appropriate and sufficient 

equipment and another demonstration room with enough space for larger class-size 

should be provided to the department 

6. Teac hing prac tice should not be a one-off experience but instead. it should be a repeated 

activit\· and strong suppon and feedback should be provided to trainees. For this it should 

be given longer duration and strong links with primary schools should be made 

throughout the year, not onl y during the teaching practice period. 

Ill) 



7. To familiarize newly-placed teachers with the school situation and their tasks, induction 

traini ng should be give n. Moreover. lollolv-up and continuous support has to be given to 

these teach~rs bv senior teachers, principals and school superviso rs. 

8. As stated in the ETP (1994:22) teache r training institutions of all levels are required to 

gear their traini ng programs towards the appropriate educational level for which they train 

teachers . In thi s regard, Gondar College of Teacher Education (GCTE), in co llaboration 

wi th Amhara Regional Education Bureau (AREB), Zonal Education Departments (ZED), 

primary schools, and the Ministry ot Education should conduct rigorous assessments of 

the relevance and etIectiveness of its training program at regular, set intervals. 
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SCHOOL OF GRADUATE STUDIES 

FACULTY OF EDUCATION 

(Questionnaire for Second Cycle Primary Physics Tellchel's) 

Appendix A 

The purpose of th is questionnaire is to gather data to study the rel evance of the GCTE physics 

curriculum to second cycle primary (SCP) education. It is intended to gather information 

from pbys ics teachers who grad uated from GCTE on the relevance of the GCTE phys ics 

courses to the SCI' educati on, particu larly in the areas of content, training methods employed, 

and teaching practice that trai nees were invo lved during the training program, and also how 

eflicient they became in teaching the subject in SCP schools. As a v ital SO lJ)'ce of information 

of the teaching lea rning process in the SCP school, the researcher strongly believes that yo u 

will give due consideration to your responses. The answers and suggestions you give are vital 

contributions for thi s study. 

SECTION ONE 

Personal Life History 

Please select the answers for the items with alternati ve responses and complete those items 

that require you to give short answers. 

o N ame of the school ____________________ _ 

oZone _________ _ Worecla ___________ _ 

o Town ________________________ _ 

o Subj ect(s) YO ll teach curre nLl y ___________ -----

o Sex Ma le Fema le Age ___ ____ _ 

o years of serv ice teaching in primary schools __________ _ 



SECTION TWO 

The training at college 

I. Did the training at the col lege suffi ciently prepare you to teach in second cycle primary? 

a) adeq uately b) to some ex tent c) none at all 

2. The training you got focu sed more 0 11 

a) acadcmic content c) school experi ence (teaching practice) 

b) teaching methods d)other~ ___________ _ 

3. While at the col lege, were yo u aware of the challenges you might face in schools? 

a) we ll informed b) fai rly informed c) T had no awareness 

4. To what ex tent did the training at co llege provide you with add itionallulowledge? 

a) it was high b) adequate c) it was low 

5. On which o f the follow ing professional areas did you get adequate training? 

a) lesson planning and presentat ion b) c lass room organization and management 

c) continuous assessment d) other _______________ _ 

5. On which of the fo ll owing, do yo u think, should the training should focus more? 

a) academic knowledge c) teaching practice (school experience) 

b) teachi ng methods 

6. To what ex tent are the college physics teacher training courses relevant to SCP physics? 

a) high ly relevant b) moderately relevant c) hardly relevant 

7. Were the second cycle primary phys ics textbooks available in college library? 

a) yes b) no c) other ________ _ 

8. How frequentl y did trainers use second cycle phys ics tex tbooks in the teaching learning 

process? a) always b) sometimes c) never 

9. To what degree was the co ll ege phys ics laborato ry suitable for practica l acti vities? 

a) highly conveni ent b) fa irly convenient c) not convenient 

10. Ava il ab ility of equ ipment in the college physics laboratory was 

a) very adequate b) adequate c) inadequate 



II. How frequentl y d id tra iners use phys ics eq ui pment at the co llege during the tra ini ng? 

a) o ft en b) qu ite often c) very little d) never 

5. So lution to overcome lack of effi ciency in teaching phys ics 

a) increase duration and content depth 

c) strengthen teaching practice 

b) foc us training on primary content 

d) more practi ca l acti vities 

SECTION THREE 

Tra ining Methods 

1. The physics courses are cles igned to encourage Iearner-centerecl methods 

a) Yes b) No 

2. Use of vari ed instructional methods by trainers in the classroom instruction 

a) al ways b) averagely c) rare ly 

3. The leve l of trainees in vo lvement in the classroom instruction 

a) usuall y b) average ly c) se ldom 

4. Frequency of ass ignments and/or proj ects given to tra inees 

a) mostl y b) someti mes c) rarely 

5. The extent to which instructi onal methods used match to curri cu lar objectives 

a) highl y b) averagely c) low 

6. The instructional methods used cou ld enable trainees to effectively utili ze 

recommended methods in 2nd cycle primary schools 

a) strongly b) fa irl y c) not that much 



'mcnON FOUR 

Primary school situation 

I. To what extent did you apply the knowledge you got at the college in your teaching 

process at primary schools? a) highly b) average ly c) very li ttle 

2. Did the prac ti cal skil ls you acquired at the college enab le you to support your teaching 

with practi cal activi ti es? 

a) ve ry much b) averagely 

3. To what degree was the train ing related to grades 5 and 6 science education? 

a) highl y related b) related to some ex tent c) not re lated at all 

4. If your response to question No. 15 is "a", were the training methods appropriate for 

science teaching? a) yes b) no 

5. Did you ever use the skil ls you developed at co llege in prod ucing instructional 

material s in the primary school(s)? 

a) most o l·t he time b) some ti mes c) very rarely 

6. Is a phys ics laboratory avai lable in the school? 

a) yes b) no 

7. Availability of equipment in the laboratory 

a) yes b) no 

8. The ex tent to which the equipment are adequate 

a) highl y adeq uate b) adequate c) less adequate 

SECTION FIVE 

General (additiona l) remarks 

I. Woul d yo u please descri be the problems you encountered and the limitations you 

observed during stay at the co llege fo r the training. 

a) Training curricula content and depth ________________ _ 



b) Training approach (methods) and trainees part icipation ___ _____ _ _ 

c) School ex peri ence (teaching practice) _ _______________ _ 

19. What wou ld yo u suggest to al leviate the problems yo u encountered, if any, at the 

co ll ege andlor the primary schoo l? 



7 . The balance of con tent between the profess ional and academic subjects is 

a) Ri ght b) about right c) below your expectation 

8. Your opinion about the duration for covering the courses in the two years? 

a) More than enough b) Enough c) Not enough 

9. Are the courses designed to encourage participatory (learner-centered) 

methods? a) Yes b) no 

9. The level of difficu lty or th e courses is : 

a) High b) meets the standard c) low 

10. The practica l activities and exerci ses indicated in the courses are: 

a) More than enough b) :,ufficient c) not sufficient 

11. To what extent do the training enable trainees to develop research 

capacities? 

a) Very much b) averagely c) very low 

12. Your opinion abo ut eq uipment lo r the physics laboratory at the co ll ege. 

a) More than adequate b) sufticient c) inadequate 

13. If your response to question 12 is (a) or (b), how often do you use 

instructional materials? a) Always b) averagely c) seldom 

14. If your response to the above question is ©, why is that so? 

a) Shortage of time b) incon ve nience of laboratories 

c) Large number of trainees 



S ECTION FO UR 

Methods of instructio n 

15. To what extent do instructiona l methods used match the curricular 

obj ecti ves? 

a) Highly b) average ly c) very low. 

16. Could instruction methods enabl e trainees to effective ly utili ze 

recommended methods in second cycle primary schools? 

a) Strong ly b) fa irly c) not that much 

17. Do you use varied instructional strategies in the teaching-learning process? 

a) Always b) most often c) rarely 

18. If your response to the above question is ©, what is the reason? 

a) Course organization does not encourage b) shortage of time 

c) Lack of awareness 

19. To what extent are trainees involved actively in classroom instruction? 

a) Usually b) averagely c) seldom 

20. How fi-equently are tra inees given ass ignments andlor projects? 

a) Mostly b) sometimes c) very rarely 

21. I-Iow often cl o yo u invo lve prospecti ve teachers in preparing instructional 

material s? 

a) Frequently b) sometimes c) never 



SECTION FOUR 

Methods of instruction 

15. To what extent do instructional methods used match the curricular 

obj ectives? 

a) Icri ghly b) averagely c) very low. 

16. Cou ld instruction methods enab le trainees to effective ly utili ze 

recommended methods in second cycle primary schools? 

a) Strongly b) fai rly c) not that much 

17. Do you use varied instructional strategies in the teaching-learning process? 

a) A lways b) most often c) rarely 

J 8. IJ your response to the above question is ©, what is the reason? 

a) Course organization does not encourage b) shortage of time 

c) Lack of awa reness 

19. To what extent are trainees in vo lved active ly in classroom instruction? 

a) Usually b) averagely c) seldom 

20. How ji'equently are trainees given assignments and/or projects? 

a) Mostly b) somet imes c) very rarely 

21. How often do you in vo lve prospective teachers in preparing instructional 

materials? 

a) Frequentl y b) sometimes c) never 



SECTION FIVE 

School Expcl'iencc/Teaching Practice/ 

22 . 1s the re any teaching practice that is conducted by trainees? 

a) Yes b) no 

23. If yes, what is yo ur opinion abo ut the duration given fo r teaching practice? 

a) More than enough b) sufficient c) not sufficient 

24 . How often is teaching practice conducted? 

a) Once every semester b) at the end orthe second year 

c) Not in a defined program 

25. What methods do you use to efIect school experience/teaching practice? 

Yes No 

A Peer teachi ng 

B Micro teaching 

C Real school expe ri ence 

26. What are the tasks trainees are expected to perform during school experience 

Yes No 

A Lesson planning 

B Classroom teaching 

C Invo lving 111 all schoo l acti vities such as 

(admini strat ion. co-cu rri cular programs, school -

community interacti on) , project work, research. 

27 . How strong is the link with primary schools to effect teaching practices? 

a) 

b) 

c) 

only during the period of teaching practice 

through out the yea r with (at least) nearby schools 

not link at a ll 

28. Who supervises trainees du ri ng teaching practice? 

a) Physics course instru ctors 

c) Schoo l supervisors 

b) instructors from education department 



AOD IS ABABA UN IVERSITY 

SCHOOL or GRAD UATE STUDIES 

FACU LTY OF EDUCATION 

(Questi onnaire for the Co ll ege Dean) 

Appendix C 

This study aims to study the re levance of the teacher educati on college phys ics courses 

to the second cycle primary ed ucation, parti cul arly in the areas of content, training 

methods employed, and schoo l experience (teaching practi ce) that trainees were 

involved during the training program, As the dean of the coll ege and the sole source of 

information of the training program in the college, the researcher strongly believes 

that you w ill g ive it due cons ideration, The answers and suggestions you g ive are vital 

contributi ons I'o r thi s study and feel free to g ive your responses with no reservations, 

SECTION ONE 

(Pe rsonal Life History) 

Please co mplete the following the items, 

o Name of th e co llege~ ___________________ _ 

o Your subj ect o f specia li zat ion 

Major _________ _ Minor ________ _ 

Q Qualification 

PhD. _______ _ M,A .lM, Sc.lM,EcI, ____ _ 

BA/B,Sc.lB,Ed, _ ____ _ Other _________ _ 

o Sex ____ _ Age _____ _ 

o Veal'S or service as an instructor __________ ~ _______ _ 

o Years o r service as a c1ean __________________ _ 

o Veal'S orscrvice teach ing in primary schools _____________ _ 



SECTION TWO 

Comparison of Objectives 

I. Are the general objecti ves of the policy reflected in the objectives of the physics 

courses? a) Yes b) no 

2 . If your response to the above question is yes, to what extent are they reflected? 

a) Adequately b) Partially c) Very little 

3. A re the objectives of the col lege course(s) related to those of the second cycle 

primary school phys ics sy ll abi? 

a) Strong ly b) Partiall y re la ted c) least re lated 

SECTION THREE 

(Colll'se Content) 

4. To what extent could the content of the courses (sy llabi ) prepare the tra inees for 

becolll ing a second cycle pri Illary school teachers? 

a) Very much b) to a certa in extent c) not at all 

5. The duration !time! allotted for the courses in the two academic years is 

a) More than enough b) E nough c) Not enough 

6.Do des igned courses encourage participatory (learner-centered) teaching-

learn ing methods? a) High ly b) averagely c) least 

7. What is yo ur opinion about the eq uiPlllent in the phys ics laboratory at yo ur college? 

a) More than adequate b) sufficient c) inadequate 

8. j f you r response to the above question is (a) or (b), how often do instructors use the 

equiPlllent? a) Always b) average ly c) seldom 

9. If your response to the abow question is " se ldom", w hy is that so? 

a) Shortage of ti lll e b) inconven ience of laboratories 

c) Large nUlllber of tra inees d) any other ____________ _ 



SECTION FOUR 

(Methods or instruction) 

10. To what extent do instructional methods used match the curricular 

objecti ves? 

a) H ighly b) average ly c) very low 

11 . Could instruction methods enable trainees to effectively use recommended 

methods in primary school s? 

a) Strong ly b) fa irly c) not that much 

12. Instructors use va ri ed in structional stra tegies in the teaching-learning 

process . 

a) A lways b) most often c) rarely 

13. lJ your response to the above question is ©, what is the reason? 

a) Course organization does not encourage b) shortage of time 

c) Lack of awareness 

14. To what exten t are trainees involved active ly in classroom instruction? 

a) Usually b) averagely c) se ldom 

o 
I S. How frequently are trainees given ass ignments and/or projects? 

a) Mostly b) sometimes c) very rarely 



SECTION FIVE 

(School Experience/Teaching Practice) 

16. Is there any teaching pract ice that is conducted by trainees? 

a) Yes b) no 

17. If yes, what is yo ur opi nion abo ut the duration given fo r teaching practice? 

a) More tha n enough b) sufficient c) not suffi cient 

18. How often is teaching prac tice conducted? 

a) Once every semester b) at the end of the second year 

c) Not in a defined program 

19. What methods do you use to effect school experience/teach ing practi ce? 

Always most ly averagely sometimes rarely 

Peer teaching 

M icro teaching 

Real school experi ence 

20. What are the tasks that trainees are expected to do during school experience 

Yes No 

Lesson plann ing 

Class room teaching 

Involving in all school activ ities such as (admini stration , co-curri cular 

programs, school- commu nity interaction), project work, resea rch. 

2 1. How strong is the link with primary schools to effect teaching practices? 

a) onl y du ri ng the period of teaching practice 

b) through a lit the year with (at least) nearby schools c) not link at all 



22. Who supervises tra inees during teaching practice? 

a) Phys ics course instructors 

c) school supervisors 

b) instructors from education department 

23 . Are there any problems to effect teaching practice? 

a) Yes b) no 

24. Jf your response to the above quest ion is "Yes", is it because of: 

Yes No 

A Shortage of time to cover co urses 

B Budgetary constra ints 

C Large number of trainees 

D Lack of program coordination with primary schools 

25. Do you think the teaching practice organized is enough for trainees to effectively 

leach second cycle primary school physics? 

a) to a large extent b) to some extent c) not at all 

26. If there are any other problems, please specify in brief ________ _ 

SECTION SIX 

General/Concluding Points 

27. What are your additional suggest ions and recolllmendations with regard to the 

improvement of: 

Relevance of the phys ics courses? 



ADDIS ABABA UNIVERSITY 

SCHOOL OF GRAD UATE STU DIES 

FACULTY OF EDUCATION 

(Questionnaire for REBIZED Offic ials) 

Appendix D 

In this study it is intended to examine the relevance of the teacher education college 

phys ics courses to the second cycle primary education. The purpose of this 

questionnaire is to gather information from the Am hara REB and ZED officia ls. As a 

vital source 0 1' information about the tt'aining program at the co ll ege and in the 

impl ementation of the teaching learning process at schoo ls, the researcher strongly 

be lieves tha t you wi ll g ive due consideration to your responses. The answers and 

suggestions you give are vital contributions for this study. 

SECTION ONE 

Personal L ife History 

I . Please complete the follow ing items. 

1.1. Your place of work 
REB ZED ------------------

1.2. Your position (respons ibility) ______________ _ 

1.3. Qualification 

14. 
1.5. 
1.6. 

M.A .lM.Sc.lM.Ed. B.A.lB.Sc .lB.Ed. ____________ _ 
Diploma _ _____ __ Ccrtiii cate ________ _ 

Other __________ _ 
Sex Male Fema le _ ___ _ 
Agc _ _ _ _ 

Years of service 
At current position ____ _ Total serv ice ------



I 

SECTION TWO 

Course Content 

2. 1. To what extent could the content of the course (sy llabi ) prepare the trainees for 

becoming a second cycle primary school teachers? 

a) Strong ly b) to a certa in ex tent c) not at all 

2.2. To what extent are graduates of the co ll ege competent to teach in 2nd cycle primary? 

2.3 . 

a) highly competent b) averagely competent 

competent) 

c) not we ll trained (least 

If your response to No. 2.2. is "C", what type training do they lack? 

a) content b) lesson p lanning c) methodology 

2.4. On what area should the tra ining give more focu s? 

a) add itiona l academic content b) methods of teaching primary science/physics 

c) teaching practice/schoo l experience 

2.S. If you think these teachers who were trained to teach physics in second cycle primary 

lack competency. what are you suggestions? 

a) increase duration to increase depth of training content 

b) make the training more focu sed on primary education 

c) strengthen teac hing practice 

2.6. Do you think the teach ing practice that tra inees conduct sufficient? 

a) hi ghly suffi cient b) average c) insuffic ient 

2.7. [f your response to No. 2.6. is " C", what do you think are the solution? __ 



9. Are the courses designed to encoul'age participatory (learner-centered) 

teaching- learning methods? 

a) Yes b) no 

10. The leve l of difficu lty of the courses is: 

a) High b) meets the standard c) low 

II . To what extent do the training enable tra inees to develop research 

capac ities? 

a) Very much b) averagely c) very low 

SECTION FOUR 

Methods of instruc tion 

12. To what extent do instruct ional methods indicated match the curricul ar 

objectives? 

a) Highly b) averagely c) very low 

13. Could instruct ional rnethods enable trainees to effectively utilize 

recommcndedmethods in second cycle primary schoo ls? 

a) Strongly b) fa irly c) not that much 

14. Do you thi nk trainers use varied ins tructional strategies in the teaching­

learning process? 

a) A lways b) most often c) rarely 

15. If your response to the above Cluesti on is ©, what could be the reason? 

a) Course organizati on does not encourage b) shortage of time 

c) Lack of awai'eness 



SECTION FIVE 

School Experience/Teaching Practice/ 

16. What is yo ur opinion about the dura ti on given for teaching practice? 

a) More than enough b) suffic ient c) not sufficient 

17. Do you have information abo ut how often teaching practice is conducted by 

trai nees? 

a) Once every semester b) A t the end of the second year 

c) Not in a defined program 

18. What methods do the college li se to effec t schoo l experience/teaching practi ce? 

Yes No 

A Peer teach i ng 

8 Micro teaching 

C Real school expe ri ence (prac ti ce teaching) 

I <). What arc thc tasks that trainees are ex pected to perform during schoo l experience 

(teaching pract ice)? 

Yes No 
A Lesson planning 
8 Classroom teaching 
C Involving in all sc hool activities sllch as (administrati on, 

co-curricular programs. school - cOll1l11 unity in teraction), 
project work, research 

20. Do you think the co llege has strong link with primary schoo ls to effect teaching 

practices? 

a) very strong b) loose link c) no link at all 



2 1. If yo ur response to the above qucstion is "b" or "c", what do yo u think are the 

causes? 

Yes No 

A Shortaoe of time to cover courses 

B Budgeta ry constraints 
C Large nu mber of trai nees 
D Lack of program coordination with primary schools 

22 . If there are any other problems, pleasc spec iJy in brief _________ _ 

SECTION srx 
General /Conclnding Points 

23. What are yo ur addit ional suggestions and recommendations with regard to the 

i mprovelllent of the: 

Objectives of the trai ning cu rricu la? _________________ _ 

Relevance of the phys ics courses? ___________________ _ 

Methods of instruction? _____________________ _ 

Instructional Illaterial s? _______________________ _ 

School experi ence/teach ing practice? ________________ _ 

24. Wha t other add itional suggest ions do yo u have? 
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A DDIS ABA BA UN IVERSITY 

SCHOOL or G RADUATE STUDIES 

FACULTY OF EDUCATION 

Phys ics Laboratory Observation Checklist 

(At Gondar Teacher Trai ning College) 

l. Availabili ty of laboratory room(s). 

2. Size and suitabi li ty of laboraLory rooms. 

3. Installat ion (electri c. water). 

4. Availabili ty ofl-ables, stoo ls. shelves. 

5. Avai lab ili ty ofequipment and suffic iency. 

6. Re levance of eq ui pment. 

7. Observation of on going lab works. 

Appendix G 



ADDIS ABABA UN IVERSITY 

SCHOOL or GRADUATE STU DI ES 

FACULTY OF EDUCATION 

(In terview Guide for REB officials) 

(To Study the Relevance of the TTC Physics Curricul um to 

Second Cycle Primary Educat ion) 

Appendix H 

l. Are general obj ec tives of the ETP reflected in the phys ics course objectives? 

o To what extent are they reflected? 
o Are obj ecti ves of courses related to that of 2nd cyc le p rimary phys ics 

sy llab i? 
o Are they defin ed clea rly to address the learning needs of trainees? 

2. T o what extent could the courses prepare trainees for SCP teaching? 

o Is primary content rel-l ecred in phys ics courses? Is duration enough? 

o Are learner-centered teach illg learn ing methods encouraged? 

o Is the phys ics equ ipment enough? How often instructors use them? 

3. To what ex tent do inst ruction methods match the cunicuiar objectives? 

o Could instruction methods prepare trainees fo r SCP schools? 

o AI'e var ied methods used in the instruction process? If not why? 

o To what extent are trainees involved active ly in classroom instruction? 

4. Condition of teaching practice tha t is conducted by trainees 

o Is durat ion of teachi ng practice sufficient? l-low often is it conducted? 

o Methods used fo r teaching practice? Who supervises trainees? 

o Tasks that trainees are expected to perform during teaching practice? 

o Link w ith primary schools to effect teaching practi ce? 

5. Additional suggestions !recommendations "egarding the improvement of: 

o Re levance or the phys ics courses 
o Methods of instructi on and instruction materia ls 
o Teach ing practice. 



Declaration 

The thesis is my original work, has not been presented for a degree in any other 

uni versity and that all sources of material used for the thesis have been dul y 

acknowledged . 

Name 

Signature 

Place 

Date of Submission 

Name 

Sig nature 

Date of Approva l 

ALEBACHEW Mekonnen Zenebe 

~ 
Department of Curriculum and Instruction, Addis Ababa 

University . Addis Ababa. 

June 200 I 

Approved by 

Dr. Derebssa Dufera 

+Fi§( "> 

'J""""u..-tU:- I ~. 2-.')D i 


	MX-M464N_20220307_153126
	MX-M464N_20220307_153157
	MX-M464N_20220307_153236
	MX-M464N_20220307_153302
	MX-M464N_20220307_153324
	MX-M464N_20220307_153409
	MX-M464N_20220307_153444
	MX-M464N_20220307_153527
	MX-M464N_20220307_153642

