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ABSTRACT 

The purpose of this thesis is to assess the developmental 

processes of the Amharic syllabus for the Teachers Training Insti­

tutes (T.T.I's). It is the purpose of this thesis to examine 

whether or not the Amharic syllabus is properly developed and 

processed on the basis of the Tyler Model. The thesis further 

~ries to determine whether the concerned head officials of the 

Institute for Curriculum Development and Research, the Depart­

ment of Teacher Education and the T.T.I's Amharic instructors r 

are well aware of or/ and have a clear knowledge of the Tyler 

Model. In connection with this, it attempts to clearly indi­

cate whether there is any definite model that the concerned pro­

fessionals adhere to when developing a curriculum or/ and a 

syllabus. To achieve these objectives, the necessary data were 

collected, ana~ysed and discussed. 

Initially, for a syllabus to be well planned, developed and 

prepared, many factors have to be considered. These include the 

involvement of experienced experts, the cooperation and devotion 

of the experts and the continuous effort of the concerned pro­

fessionals in general. Taking this point into account, however, 

the results of the study have sh0w~d that: 

1. There is no definite model whatsoever throughout the educational 

system in general and for the designing of the T.T.I. Amharic 

syllabus in particular. 

2. The Amharic syllabus for the T.T.I's is not properly planned 

and developed on the basis of the Tyler Model. There has not 

been any change ~( improvement made on the syllabus since was 

;:,' f 'ii Yt Q /1 r F ; t2} a { e.d I' 11 ( C; f 1-- C r=. c ) . 
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3. Most of the Amharic instructors are not clear about the basic 
'Y1O'f. 

principles of the Tyler Model. This doesAmean, however, 

that they do not have a theoretical knowledge of the model. 

The point is that they are not clear about the guiding 

principles of the model. 

On the basis of the findings, an attempt has been made to 

put forward releyant recommendations towards taking deliberate 

actions for the proper planning, developing and improvement of the 

Amharic syllabus for the T.T.I's so that there will be a possi-

bility of producing effective primary teachers of enhancing the 

teaching-~earning process of the elementary education • 

• 

. . . 
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1. THE PROBLEM AND ITS PROCEDURAL STEPS 

1.1. Introduction 

Many educators have said many things about the importance 

of language. For instance, Eva (1965) has said the following 

statement:-

"Language is the key to the heart of a 
people. If we lose the key we lose the 
people. If we treasure the key and keep 
it safe, it will unlock the door to untold 
riches, riches which cannot be guessed at 
from the other side of the door." (P.lS) 

From Eva's point of view, language is used for many purposes. 

The immediate urgency of a language is communication of daily needs. 

But as soon as the need arises for the expression of thoughts of 

a deeper and more complex nature, a different and more advanced 

form of expression is sought. Further, the needs of any nation 

today demand highly skilled professionals in all directions of 

human activity and for these a knowledge of language is essential 

(Longstreet: in Shan, et at., 1971). 

Even though the four language skills (i.e. listening, speaking, 

reading and writing respectively) are the means of communication, 

it is of vital importance to proceed the development of these skills 

as complementary aspects of human expression throughout the overall 

development of the educational process of a nation. Such a deve­

lopmental process will be possible only through a proper and syste­

matic curriculum planning (Ruth, G., 1957). 
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The same thing holds true with the Amharic language. All 

the above points are expected to be accomplished by it. Amharic 

is a national language. It is taught as a subject from junior 

secondary upto higher institutes. It is also a medium of instruc-

tion in all Ethiopian elementary schools, whether governmental 

or non-governmental excluding foreign community schools. In 

this case, there is no question for the necessity of having an 

effective Amharic syllabus. First of all, it is unquestionable 

that it should be systematically and intellectually planned; 

continuously .,evaluated and improved. Because, it is a dynamic 

principle that curriculum development is a never ending process 

/Oliva, 1988/. That is to say, continuous ~mination, evalua-

tion and improvement of curriculum are of vital importance. Such 

a dynamic principle should be directly practised in the Teacher 

Training Institute (T.T.I.) Amharic syllabus. Because, on the 

basis of the researcher's experience, as a T.T.I. Amharic instru-

ctor, the syllabus has not get a chance for a change or improvement. 

Even he doubts whether or not it is planned properly with a minimum 

effort. 

Hence, the researcher is very much concerned with ~he assess-

ment of the T.T.I. Amharic syllabus. That is to say, he wants to 

investigate its developmental process and effectiveness (i.e., the 

planning process/ in terms of the principles of the Tyler Model. 

In fact different schools of thought have their own views on 

the educational process in general due to their own philosophical 

principles/positions. The Tyler Model belongs to one school of 

thou3ht. According to the advocates of such a school, some of 

the primary aims of education should be: 



a) to inculcate skills, attitudes and beliefs of the learner, 

so that he will have the possibility of changing his behavior and 

will be able to practise in more desirable directions under contr-

oIled conditions (Ozmen and Craver , 1986). That is to say, the 
..... 

skills, attitudes and beliefs have to be incu-. lcated not in the 

way the learner needs only /i.e., like a child-centered principle!., 

but in the way that the society in general and the learner in 

particular need (Ibid.). 

b) to produce work-oriented /skilled man or productive people. 

This is the opposite to the subject-centered principle whose 

purpose is to produce elites /Aggarwal, 1981/. According to him, 

the proponents of the Tyler Model believe that such an educational 

system has to be considered as a kind of importance against employ-

ment for the citizens. The main purpose is to train individuals 

to become socially efficient so that they can contribute to increase 

production and national wealth. They also argue that all knowledge 

a pupil gains in the school, all culture he acquires in the school 

will be of no use, if he cannot make both ends meet when he enters 

life /Seschadri, C., 1984/. According to him, everybody should 

be a producer as well as a good citizen and not a sponge on another 

person. 

Furthermore, the proponents of such a school firmly believe 

that educational aims should be based on the needs of the society 

and that of the learner in all societal aspects (i.e., human, 

moral and spiritual, health, economic, social, physical, sociological, 

educational, etc.) Syler, et al., 1981: Oliva, 1988) . In line 

with this, they believe that educational contents should be selected 
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in terms of their significance, survival and interests of the 

learner /Smith, Stanley and Shores, 1957: in Connel, et al., 1965) . 

In fact, such a principled proposal is consciously and seriously 

considered in terms of the Tyler Model. 

The Tyler Model - a process for selecting educational objec-

tives - is widely known and practised in curriculum circles. 

Although Tyler proposed a rather comprehensive model for curriculum 

development, the first part of his model the selection of objectives, 

received the greatest attention from other educators (Oliva, ~bid.). 

As it is seen in the next diagram, Tyler recommended that 

curriculum planners identify general objectives by gathering data 

from three sources: the learners, contemporary life outside the 

school, and the subject matter. After identifying numerous gerleral 

objectives, the planners refine them by filtering them through 

two screens: the educational and social philosophy of the school 

and the psychology of the learning. The general objectives that 

successfully pass through the two screens become specific instru-

mental objectives. Then the process goes on upto evaluation of 

the process /Tyler, 1949: see also the diagram. on ~ . 5! 

Hence, having considered the importance of the above points, 

the researcher believes that in a country like Ethiopia, which is 

very backward in all aspects /i.e., trained man-power, educational 

facilities, etc./, the Tyler Model seems more advantageous to the 

present Ethiopian conditions. Because, there are not well quali­
TTi'e s cit (1 tJ( ~ al) (J apl 11 eJ f- f.J!.til ta Cr' I i ~ ~d (1(,' tJt 14< YI·.eGe» C1 Y I{ 1 Y14 f·lIt 'a/5 
fied T.T.liw that can produce well qualified teachers~A.e. 

advanced textbooks, laboratories, etc./ that are mostly helpfull 

for other models/ i.e. the subject centered model, the child-cantered 

, ) . 
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Moreover, the Tyler Model seems very convenient for the 

present standard of Ethiopian teachers to accopmlish the given 

task easily. It also seems convenient to the learner; because 

after fulfilling the expected outcomes, he is expected to 

contribute to the society in general and to himself in particular, 

being a competent citizen of the society. 

Generally speaking, on the basis of many researched facts 

IKibler, et al., 1981), it is the best model for fulfilling the 

priniciples of formulating educational objectives; of selecting 

and organizing contents and of evaluating the process continuously. 

Further, as previously mentioned, it is necessarily baaed on the 

needs of the society in general and that of the learner in parti~ 

cular. To such an extent, following the principles of the model, 

to assess the developmental process ·of the T.T.I. Amharic 

syllabus seems convincing. 

To sum up, on the basis of the afformentioned points, it 

seems justifiable to strictly apply the Tyler Model in the 

Ethiopian educational system in general and in the developmental 

process of the T.T.I. Amharic syllabus in particular. That is 

why the researcher is very much concerned with such a study. 
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1.2. Background: 

Even though Ethiopian modern education started late, it is 

a documented fact that a progressive process was seen until the 

era of the Italian invasion; but discontinued due to the fact that 

Italy was expanding her fascist policy in some African countries 

including Ethiopia (E.S. Pankhurst, 1955). 

However, right after the liberation, the modern education 

process continued and some schools were reopened and other new 

schools were established. In the meantime, the first Teacher 

Training School (later-T.T.I.) was housed in one room at Minilik 

II school in 1944. Since then, the number of T.T.ls., was increas­

ing. For instance, in 1949, four T.T.ls. were opened in Addis 

Ababa, Harar, Jimma·, and Nazareth (Ibid.). Right from the beginn-

ing, one of the major T.T.I. objectives was to train elementary 

teachers with a rich academic background with special emphasis 

on the national language (Amharic) of instruction. Further, 

it was to help the trainees develop the basic communicative 

skills of listening, speaking, reading and writing, so that they 

will be able to manipulate Amharic as the language of instruction 

in grades 1-6( Department of Teacher Education, June, 1965). 

In the course of time, different programs had been tried. 

Thus, the teachers training programs were of 1,2,3, and 4 years 

duration with candidates for each program being recruited from 

those that have completed 11 th , 10th , and 8th grades respectively. 
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This was in order to obtain the required number of additional 

teachers each year and at the same time to open a vocational 

opportunity for those who do not want to continue their academic 

study at higher level. The program continued conducted simulta­

neously until June, 1965 (Ibid.). However, the quality of the 

T.T.I. syllabus ;. and that of the trainees was questionable 

(Taddesse, 1964). That is to say, the T.T.I. syllabus in general 

and the Amharic syllabus in particular were not properly planned. 

Correspondingly, the quality of the trainees was poor (Ibid.). 

However, starting from September, 196~, all T.T.Is. began 

offering a uniform two-year program (Ministry of Education and 

Fine Arts, August 1965). In fact, this program continued until 

the break of the Ethiopian Revolution. ( 

The other point is that for the first five years after the 

~evolution, students from grades 8-12, were enrolled to be trained 

as elementary teachers by a crush program, for 4-6 weeks, But, 

it was interrupted f~r two years by the nationwide literacy 

compaign. Howeyer, starting from 1979, a regular one-year program 

has been functioning until now. 

1.3. The Problem: -

In line with the above concepts, the researcher wants to 

briefly outline the background of the T.T.I. Amharic syllabus, 

the efforts made to process and improve it, the type of partici­

pants of the process, the necessity of a language syllabus and 

statement of the problem in relation to the basic questions. 
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In this case, the MOE being helped by some group of educators 

from abroad (i.e., British and later Canada) was undertaking the 

Teacher Training Program (T.T.P.). It was in such a way that 

the foundation of T.T.P. in Ethiopia was laid. This group of 

educators prepared the T.T.I. syllabus which was synonymous with 

the secondary school syllabus except for a small injection of 

methods of teaching (MOE, 1937-1963 E.C.). The same thing holds 

true with the T.T.I. Amharic syllabus. It was selected from the 

secondary school Amharic syllabus and was outlined . in a page. 

Such a program continued until 1966 without any change (Ibid.). 

Then, the Department of Teacher Education (DTE-established 

in 1966) in collaboration with the Teacher Training Curriculum 

Committee (TTCC - established in 1965), organized a T.T.I. 

curriculum workshop in 1967, 1978, and 1972 to revise the existing 

draft (Ibid.: Sene 27, 1964 E.C.). The participants included the 

TTCCS/ widely represented by officials of MOE, Haile Selasie I. 

University the former name of AAU, Directors and Head of Depart­

ments at the T.T.Is., curriculum experts attached to the MOE, 

UNESCO advisors / .and Subject Committees. Afrer thoroughly 

discussing the previous draft by the respective committees, all 

T.T.I. instructors were called and grouped according to their 

specialities and subjects to comment on the draft for each sub­

ject. In doing so, the Amharic syllabus was outlined in about 

4 pages/Sene 27, 1964 E.C.). 

Hence, in the documents seen above, the researcher has clearly 

observed that there is no information on what basis and principles 

the T.T.I. Amharic syllabus was planned and practised; no infor-
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mation on what major changes or improvement had been made. Thus, 

it seems possible to imagine that the Amharic syllabus had 

been operating in a vague educational process. It should be 

clear that this researcher is not in a possition to discredit 

the scholars who participated in the process. He does not mean 

that gradual efforts had not been tried to improve the syllabus . 

What he means is that the principles of the Tyler Model, through 

which the syllabus has to be guided, determined and processed, 

are not mentioned. It is only in the Education, Sector Review, 

1972, such principles - as determining factors for curriculum 

development are proposed. Generally speaking, it does not seem 

that it is properly planned even from the other curriculum deve­

lopment principles' point of view. Nevertheless, due to the 

fact that the task of planning and improving a curriculum is 

very challenging ~ that needs experienced intellectuals (i.e., 

curricularists, subject specialists etc.) and other reasons, 

the task remained unsolved. 

The other pointworthrnentioning is that in the past 17 years, 

it seems that the existing syllabus does not have a different 

history - when compared with the afformentioned points-except 

that a new content (which reflects Marxist concept) is added and 

generally a bit of modification is made. It was prepared in 1979 

and has remained still without any atempt to change it. In fact, 

the Curriculum Guide (Sep. 1987) recommends that the curriculum 

planners in the country in general should follow the Tyler Model 

and its principles when planning, developing and processing a 

curriculum. But, there is a controversial issue-in that, on 

the one hand, it seems that the principles of the model ~t~ clearly 
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accepted and reflected as seen in the various documents; on the 

other hand, the model is not schemed in the document or any where 

else. Morover, as the researcher has observed some of the T.T.I. 

Amharic instructors, it seems they have the concept of the model­
tJb .~ d : v£.S 

in that, they try to reflect stating behavioralA1n their lesson 

plans. However, they state them sometimes in measurable terms 

and sometimes in unmeaurable terms. This shows that the instru-

ctors are not clear with the model. 

Hence such a vague process has encouraged the researcher 

to strictly examine the syllabus in terms of the model. 

1.3.1. Statement of the Problem 

The need for planning a language syllabus has been a subject 

of discussion for centuries /Kelly, 1969j Diller, 1978; in Brumfit, 

1984/. As a result, it is now seen as an instrument by which the 

teacher, with the help of the syllabus designer, can achieve a 

degree of fit between the needs and aims of the learner(as a 

social being and as an individual) and the activities which will 

take place in the classroom (Ibid.). Further, it is a necessity 

in terms of providing educational services to the community to 

which the learner is responsible (Brumfit, 1984). According to 

him, a language syllabus is required in order to produce effici-

ency and effectiveness of the teaching learning process in general. 

Bearing this in mind, on the basis of the previously mentioned 

points and of his experience, the researcher is very much concerned 

with the following basic problems:~ 

, "'It "'0'1 ~tiiCh-fJ , 
• ."f-

IVE lTV' 
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1.3.1.1. The T.T.I. Amharic syllabus does not seem that 

it is properly planned on the basis of the Tyler Model; 

1.3.1.2. It does not seem that the concerned head officials, 

the head of the Amharic curriculum panel, the panel members and 

the Amharic instructors are clear about what model to follow 

and to design the syllabus properly. 

1.3.2. Objectives of the Study 

The overall objective of the study is to identify whether 

or not the T.T.I. Amharic syllabus is treated on the basis of 

the Tyler Model. The rationale is that a number of educators 

have researched and proved that such a model can be applied throu­

ghout all the educational levels (i.e. elementary, junior, secondary, 

college, etc.) effectively (Kibler et al., Ibid.). Thinking that 

the T.T.I. Amharic syllabus will not be an exception, the resear­

cher wants to use this model as a framework for the study. Hence, 

more specifically, the objectives are: 

1.3.2.1. To identify whether or ~ot the Tyler Model principles 

of formulating objectives are applied in formulating the T.T.I. 

Amharic syllabus objectives; 

1.3.2.2. to ascertain whether or not the afformentioned 

personnel are aware of the model and if they apply it ia planning 

and developing the Amharic syllabus; 

1.3.2.3. to analyze whether or not the criteria of select­

ing the Amharic language contents and learning experiences in the 

syllabus are hased on the principle$of the respeti~e model; 
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1.3.2.4. to identify whether or not the principles of organ~ 

izing contents and learning experiences of the model are applied 

in the Amharic syllabus process; 

1.3.2.5. to ascertain whether or not the concehed bodies 
" 

i.e., the panel members, Amharic instructors, etc., apply the 

techniques of the model when evaluating the developmental process 

of the syllabus; 

1.3.2.6. Finally, to suggest possible and applicable solu-

tions. 

1.3.3. Significance of the Study:-

This study is useful to assess the extent to which the 

T.T.I. Amharic syllabus is planned and evaluat~d on the basis of 

the Tyler Model and the ~tent to which the concerned educational 

head officials, the panel of the T.T.I. Amharic curriculum and 

the T.T.I. Amharic instructors are familiar with such a model. 

Thus the findings of this study may contribute in the following 

ways: 

1.3.3.1. The concerned head officials of education system 

of the country in general and that of the T.T.Is. in particular 

will be conscious about what model of curriculum to follow. 

They even may be convinced to accept strictly the Tyler Model 

so that they will be able to process it progressively; 

1.3.3.2. The T.T.I. Amharic curriculum panel members and 

the T.T.I. Amharic instructors will be clear with the model. That 

is to say, they will be clear with; 
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1.3.3.2.1. how to form general and specific objectives on 

the basis of the needs of the society and the learner' 

1.3.3.2.2. how to select and organize contents that are 

relevant to the existing needs of the society and the learners; 

1.3.3.2.3. how to evaluate curriculum processes in general 

and teaching learning activities in particular. 

1.3.3.3. On the basis of understanding the outcomes of the 

study, the panel may be motivated to fully accept the concerned 

model and to design new Amharic syllabus according to the princi­

ples of the model in collaboration with Amharic instructors. In 

line with this, the Amharic program may be well-developed; . Widely 

accepted and may fulfil the needs and interests of the society 

and that of the learner as :a. national language. 

1.3.4. Delimitation of the Study: This research is not aimed 

at evaluating the T.T.I. Amharic language program in general(i.e., 

the weaknesses and strengths of the Amharic language implementa­

tion, the instructional materials, methods, examination system 

etc.). The fundamental concern of the research is to assess 

whether or not the T.T.I. Amharic syllabus is properly planned 

on the basis of the principlesof the Tyler Model and whether or 

not the concerned personnel are clear about such a model. 

At present ten T.T.I's. (i.e.,fJazarate, Awasa, Jimma, Arba­

minch, Harar, Nekemptie, Debrebirhan, Desie, Gonder and Robie) 

are functioning. Hence, due to the fact that the population of 

each T.T.I. is small, the researcher found it convinient to 

include all the T.TJ~ in his study in order to make the data, 

r r:. ~ : I .:.; 
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l.lt Procedural Methods and The method 

to be applied kere in the study is survey method (which is 

one of the descriptive research methods), in the hope that it 

will help to investigate the problems of the T.T.I. Amharic 

syllabus. Hence, on the basis of such a method ~ certain methods 

of data gathering, analysing and discussing are applied in the 

study. 

Thus, firstly, data sources that are applied in this study 

are: related literature (i.e., books, texts, journals, various 

documents, etc.), the very concerned head officials (i.e., the 

Head of DTE, the Head of Institute for eurriculum Research and 

Development - ICRD, the Head of Curriculum Panel, and all the 

T.T.I. principals, T.T.I. Amharic Department Heads and Amharic 

iflstructors. On the basis of the identified sources, thus, data 

were gathered by thoroughly examining the related literature, by 

prepa ring structured interviews (see Appendix~-Z) and holding 

d i scussions with the conceined bodies, mentioned above. In fact 

the number of the head officials who were interviewed is six of 

which two are the former ones who are substituted by two new 

heads. Hence, in order to obtain the necessary information, both 

the former and the new ones were considered in the interview. 

Wi t h t he se officials then, thorough discussions were held on the 

bas i s of the structured interviews so as to obtain the necessary 

i nf or mation. 

Further, data were gathered by developing and administering 

a structured questionnaire which were distributed to all Amharic 

instructors of the ten T.T.I's. (see App endix F ), and conse-

qu ently by pr epa r ing cr i t e r ia i n the fOT of ~ ~pck li t for evaluM 

t ' e sy uUs [H.e.. /U , t] IX 
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To achieve the objectives of the study, purposive sampling 

technique was applied in the study. Due to the fact the populaion! 

subjects are limited, all the Amharic instructors of all the ten 

T.T.I's, are considered on the basis of the purposive samplinj 

teehnique - which is one of the non-probability sampling techniques. 

In these T.T.I's all the concenned population (i.e., the principals, 

the Amharic department heads and instructors) were considered. Hence, 

securing relevant information from all the sources mentioned above 

was found to be necessary as well as decisive. 

After gathering the necessary information from the related 

literature and the concerned informants, the researcher firstly 

tallied, sco~d and tabulated the data gathered through the 
1\ 

questiotaire. The results then, as shown in chapter three, are 
" 

treated in a total of 17 tables. In each table, responses of the 

instructors are indicated both in number and precentage. then 

each finding was thoroughly discussed by using the percentile 

system. Correspondingly, the ana~ysis and discussion were treated 

in relation to the opinions gathered through interviews from all 

the concerned bodies and from the information from the check list. 

In fact, for the convenience, the criteria for evaluating the Amharic 

syllabus is discussed at the end in table XVII. 

2. ORGANIZATION OF THE -STUDY 

This paper is organized in such a way that it incorporates four 

major chapters. The first chapter deals with the problem and its 

procedural steps. These include introduction, back ground, the 

problem (i.eo, statement of the problem, objectives of the study), 
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procedural methods and source of data. Organization of the study 

is also treated in this chapter. 

Chapter two deals with the information of the review of the 

curriculular aspects collected from the various sources and 

organized on the logic of their relationship to the problem. 

Consequently, chapter three deals with data anatysis and discu­

ssion of the findings of the study. The last chapter deals with 

summary of the findings and recommendations including references, 

operational definition of terms and Appendices. 

• 



CHAPTER TWO: REVIEW OF LITERATURE 

2.1. CURRICULUM DEFINITIONAL ISSUES 

As different authors belieye, the amorphous nature of the 

word curriculum has given rise over the years to many interpreta-

tions. In this case, today, most textbooks on curriculum and many 

works on educational theory offer different definitions of curri-

culum. Because different theoreticians define curriculum in a 

.· variety of ways on the basis of their philosophical views 

(Abebe Bekele, 1986:41). Thus some theorists elaborate the 

concept of curriculum more deeply /broadly than others and some 

narrow it. For this reason . curricularists seldom agree on the 

concept of curriculum and this creates a ~roblem among many 

educators. Elaborating this, Ornstein anc Hunkins (1988 :7) 

state the following : 

The varied difinitions of curri~ulum create 
confusion and triviatze the field . Oefini~ 
tional debates take away time a . d energy from 
sUbstantive problems and issues; from research, 
theoretical , and practical appr~~ches. Because 
curriculalists cannot agree on ~ J st what is 
c urriculum , it follows that the_ l~ck common 
terms and have trouble communicating with each 
other . 

This is because, the way educators define curriculum by and 

large reflects their approach to it and in general their philoso-

phical views and educational experiences. 

The purpose of dealing with the issue of defining what curri­

culum is to understand its theoretical concepts as a framework of 

educational process (Urevbu, 1985:2; Saylor, et al., 1981:3). 

Since education is an orderly and deliberate effort (knight, 1981: 

3), ~ome plan is needed to guide this effort and the ter~ curriculuM 

generally refers to this ~}3n. Hence, the way in which curriculum 

is defined reflects value jUdements regar~ing the nature of 
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education and the definition used also influences how curriculum 

will be planned and utilized (Saylor.etal., 1981:3). 

With this in mind , this researcher is very much concerned 

with discussing some definitions in order to point out that 

curriculum is defined in various ways, according to perspectives 

of different authors . Thus, curriculum has been defined as: 

1. the commulative tradition of organized knowledge (a set 

of subjects ; 

2 . a sequence of courses ; 

3 . a course of study ; and 

4. a series of experiences undergone by lea rners in sch ool/ 

learners ' actual experience (Tanne , and Tanner- cited 

in Oliva,1988 : 6) . 

Certainly, the first three defini~ions indicate that the 

dominant concept of the curriculum is that it is a collection of 

subjects to be taught by teachers and l earned by students. 

Altho ug h such a c once pt of curri c ulum is very narrow, it has been 

and still is widely used to refer to t he set of subjects or courses 

offored (Oliva, Ibid.) . The fourth definition seems wider than 

t he other three mentioned above, in that it includes the actual 

experiences of the learner gained inside the school . However, 

it does not include the interaction between the students and the 

society outside the school . Further , it does not say any thing 

about planning or programming, so it still remains as narrow as 

the others . 

Good (1973:157), also deines curriculum as "a systematic gro up 

of courses or sequences of subjects required for graduation or 

certification in a major field of study ... ". This definition 

is still narrow, but diffe~s f rom all t~3 above definitions, ~r 
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that the courses are not left to chance to be grouped , rather~ 

they must be systematically grouped according to ability level 

of the learners, so as to certify the learners. Hence, this 

seems some what wider than the afformentioned ones. However, 

all the above definitions lack the term 'plan ' or 'program' which 

is to be regarded as a key in the educational process. 

As to the advocates of the Tyler Model, a curriculum can 

be defined as a plan for action, or a written document, which : 

includes strategies for achieving desired goals or needs . This 

definition is popularized by Tyler, Taba and their advocates. 

For instance, Tyler (1949) and Taba (1962) define curriculum as 

a "Plan for learning". According to Ornstein and Hunkims . most 
/ 

behavioral and system manegerial people today agree with such 

a definition. Besides, Saylor,etal., (8) define curriculum as 

a plan or program for all the experiences which learner encounters 

under the direction of the school. Wiles and BondC cited in Ornstein 

and Hunkirrs : 8) defin curriculum as a plan for learning whereby 

objectives determine what learning is important. In this case, 

all these definitions strictly focus on a plan or program and 

this seems to reflect the essence of education, because education 

as previously mentioned, needs, an orderly and a deliberate effort 

and this must firmly be attached with a systematic plan. 

Hence, for convenience, such a definition is considered in 

this research, because, it matches with the Tyler Model, which is 

the framwork for this study. Further, the advocates believe that 

a curriculum should usually contain a statement of aims, of general 

objectives, and of specific objectives. It should also indicate 

some selection and organization of contents; it either should imply 
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or manifast certain patterns of teaching and learning. Finally, 

the advocates strongly believe that curriculum should include a 
h 

program of evaluation of the out comes (Taba : 7 . ) They also agree 

that the curriculum may be a unit, or a course, a sequence of 

courses, the school's entire program studies - of course , in the 

process of a systematic planning . Thus, certainly , such a 

definition is in line with the Tyler Model. 

2 . 2 . CURRICULUM APPROACH : FOUR SCHOOLS OF THOUGHT 

A number of educators agree that an individual's approach 

to curriculu reflects that person ' s view of the world , including 

what the person perseives as reality, the values he/she deems 

important, and the amount of knowledge he/she possesses (Ornste in 

and Hunkins : 1) . From these authors' point of view , an approach 

expresses a view point about the development and design of curri-

culum, the role of the learners, the teacher, and curriculum specia-

lists in curriculum planning, the goals and objectives of the 

curriculum, and the i portant issues that need to be examined . 

Furthermore , an approach to curriculum reflects our views 

of schools and spcietYJ to some extent it may even become an all­

encompassing outlook i t we feel strongly about these views. By 

understanding one's approach to curriculum, and the prevailing 
C~ 

approach to currilum of the school in which one works , it is poss -
~ 

ible to conclude whether one's philosophical and professio nal 

view conflicts with the formal organizational view (Ibid.). 

From the above discussion, if seems that educators cannot 

be strongly committed to one approach . In some situations, they 
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emphasize one approach. and in other cases they advocate several 

approaches . That is why Oms tein and Hunkins claim that due to 

the fact that educators are influenced by many approaches. they 

fail to recognize that they reflect a particular attitudinal or 

behavioral approach to curriculum. 

With this in mind. the researcher attempts to brief the four 

approaches to curriculum from four dominant schools of thought. 

2.2.1. The Subject -C entered Approach. 

The advocates of a subject-centered approach to curriculum 

development prefer the order and pattern of a subject-matter curri-

culum that relates ideas and concepts to each other. The- most 

important subjects an~ the highest form of knowledge recognize 

relationships and inte~rate concepts to each other . In this case. 

the curriculum is hierarchical, and it constitutes the cultural 

heritage of human kind ; it is based on learned discipline , illus­

trated by the liberal arts curriculum (Urevbu:50). At the top 

of this hilarchy are the most gene ral or abstracts like philosophy, 

mathematics. history, etc. Language is also an important subject, 

because it is necessary for communication and facilitates conception 

of thought. In fact. such a position does not neglect the other 

subjects (i.e., physical science. vocational ' . etc.) in curriulum. 

Besides, logic. that excercises the mind. and that cultivates 

rational thought is stressed CBestor, 1963:36-8). The three M!.s 

(reading. writing. and arithmetic ) are also necessary in a person's 

basic education. It generally draws heavily on dstined disciplines 

or logically organized bodies of content- what the proponents,like 
Bestor call libetal education (Ibid.) 
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The purpose of such an approach is to discipline the mind 

and cultivate the intellect. It is calculated to develop the 

intellectual power or the mind; to cultivate signifecant knowledge 

and thinking skills (Hutchines, 1963:1) . That is why such an 

approach is known as subject-centered. 

In such an approach curriculum, the teacher is vi~ed as an 

authority in the field whose knowledge and expertise are unques-

tionable . The teacher accordingly must be a master of the subject 

and must be able to guide discussion. Teaching is primarily 

bas e don the Soc rat i c met hod : 0 r ale x p 0 sit ion, 1 e c t u re, etc . 

(Knight, 1981 : 102-9) . On the other hand, students' are ittilevant 

for curriculum development, because students are considered as 

immature; that they lack judgement to determine what are the best 

knowledge and values to learn . 

Hence , the advocates give little or no opportunities for 

students to choose electives related to their interests or goals . 

They believe that true equity can be satisfied only by access 

to same curriculum-a common curriculum (Ibid . ). 

2.2.2. The Child-Centered Approach 

Contrary to the above, the advocates of a child-centered 

approach emphasize the learner/the child. For them, learning 

occurs as the learner engages in problem solving . Knowledge is 

considered a transaction between learner and environment (Knight : 

93- 4) . Besides the curriculum is ideally based on the child's 

experiences and interests, and prepares him/her for life's affairs 

and for the future (Dewey-cited in Knight , Ibid .). The subject is 

interdistiplinary, rather than located within a single or group 
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of disciplines . The stress is on problem sol ving , not on mast-

ering orgaized sUbject-matter and using the scientific method 

and not a bunch of facts or a point of view . 

FJther, learning takes place in an acti ue way as learners , 
" 

either individually or in groups, solve problems . In fact, accord ­

ing to Knight, cooperative group -learnin g activities are more 

emphasized than competitive individualized lesson learning. These 

problems, as well as the subject-matter~ will vary inresponse to 

the changing world. For the learner, it is most important to 

acquire or process solving problems in an intelligent manner 

(P . 94) . Accordingly , teaching is regarded as more exploratory 

than explanatory and the method is more important than the sUbject-

matter. What is needed here is a method of dealing with change 

and scientific investigation in an intelligent manner . Such an 

approach is rooted from prngmatic philoso phy and later from pr~r-

essive philosophy . The great educational pragmatist was John 

Dewey, who viewed educatio n as a process f o r improving the human 

condition. The school is seen as a specialized en~i ronment coin -

cided with the social environment (Good lad, 1960 : 5 ~ 19) . 

one , 

Unlike the subject-centered approach , in the child centered 

the teacher is considered as a gUide~~tudents in their problem 

solving attempts and scientific projects; he is not considered 

as an authoritative person. Being considered a leader of group 

activities, he helps the students locate, analyse , interpret, and 

evaluate data to formulate their own conclusions (Pratte , 1971: 

225-7) . 
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The main purpose of such an appaoach is to free the child 

from the traditional emphasis on rote learning, lesson recitations , 

and textbooks . In opposition to the conventional subject-matter 

of traditional curriculum , the school experiments with altenative 

modes of curriculum organization otilizing activities , experiences , 

problem-solving , and the project method (Ibid . ) . 

2 . 2 . 3 . The Society-Centered Approach 

Such a school of thought is based on early utopian ideas and 

was highly stimulated in the 1930s, and is known as reconstruction ­

ism . The advocates argue that too much emphasis is given to ~ 

child '- centered education that mainly selves the individual child 

and the middle class, with its play theoris and private schools . 

Hence, what is needed is more emphasis on society - centered educa ­

tion that takes into consideration the needs of the society (Ozme~ 

and Craver, 1988:115-8) . 

They fur t her encourage educators to add~ess the great social 

and econo mic iss ues and to forge social reform platforms, and to 

create ~ new vision of society and the future . The social issues, 

according to Ozmen and Craver , involve racial and class discri ­

mination, poverty and unemployment , sexual inequality, political 

oppression and war, the threat of nuclear disaster , disease . etc . 

To minimize and/or if possible to eradicate such problems, the 

advocates recommend that students and teachers should play a very 

great role and must also become change agents to improve society 

from its crisi's (Ibid . ). 

Furthermore, according to the advocates, the curriculum has 

to be transformed to coincide with a new social-economic - political 
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education . In other words. it has to incorporate realistic reform 

strategies . For the proponents . analysis , interpretation and 

evaluation of problems are insufficient and action by students and 

teachers are needed . They recommend a new curriculum that emph-

asizes culturalism. internationalism , and futurism(Ibid .J Pratte : 

257) . 

Further. the educational program is expected to critically 

examine the cultural heritage of a society as well as the entire 

civilization ; to bring about social and constructive change that 

considers the realities of the world and so on (Pratte:Ibid . ) . 

2 . 2 . 4 . The Objective-Centered Approach 

Unlike the afformentioned schools of thought , the objective­

centered approach gives equal attention to the learners , the soci ­

ety. and the subject matter . In fact , it is true that such a school 

is evolved after the three schools have highly influenced education 

(01iva :1 67) . Besides . in the early twa tieth centuries , curriu­

lum was viewed as a science, with prir=iples and methodology , not 

just as content or a SUbject-matter. The ijeas of planning and 

describing a curriculum-as opposed to de.scribing curriculum in 

terms of subjects and the amount of time needed to study each sub­

ject-appeared in the literature (Ibid.). 

In line with this, efficient operation of the schools - sometimes 

called machine theory by soci elogist s and economists, became a 

major goal in the 1910s and the effect was to make curriculum making 

more scientific, and to reduce teaching to precise behaviors with 

corresponding activities and learning experiences that 'could be 

measured (Callahan, 1962 : 11). These ideas were cultivated in fact , 
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by Bobbit and Charters (Saylor,etal. : 217-8) . To them , the pur-

pose of the curriculum was to outline what knowlege was importa~~ 

for each subject , and then to develop various activities to trai 

the learner and enhance his/her performance . Generally , as pri~e 

initiators of the behavioral and scientific movement in curriculum 

Bobfuit and Charters have had profound impo~t on curriculum (Ibid .). 

However , it is professor Tyler who has significantly adapted, 

developed , advanced and approved such an objective-centered mode_ 

of education and made it popular among many educators . Tyler is 

best known for his small book , Basic Principles of Curriculum a~= 

Instruction . Originally written as a course of syllabus for h:s 

students at the University of Chicago , the book was published i~ 

1949(Urevbu : 20) . As to Urevbu, many educators acceot that the 

Tyler Model depicts a rational , sequential, logical,and syste a -

tic approach to curriculum . Further it has been proved that an: 

subject (ie ., language, ma he atics , history , e:c . ) can be orga -

n:zed aroune the model (Ibid . ) . 

As has been previously discussed , unlike the other schools 

of thought, it satisfies the needs of the society and the learner 

in relation to the importance of discipline . It is for this rsaso 

Saylor,etal ., stress this:»one secret of effective planning is to 

assign appropraite weights to a consideration of society, lear ~~s 

and knowledge .» They further stress the firm relationship of the 

three by stating the following : 

Information about the learner , society and 
knowledge may be linked to the legs of a 
three-co in ed school supporting curricu­
lum planning . If one of these legs is too 
long-too short-curriculum planning loses 
its balance (138) . 
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On the contrary , as many advocates of the Tylet Model viewed . 

it , curriculum based only on a subject-centered model wil l result 

in a program viewed by many learners as irrelevant and un r elated 

to them or to society . Correspondingly, a program catering pri­

marily to the needs and interests of students (like a child-cen­

tered model) may result in large gaps in the discipline need ed 

in today's world . At the same time , a program designed to meet 

society's present needs (like a society-centered model) would 

reinforce the status quo in learners and block out their opportuni­

ties to generate new discipline and produce new ideas . Hence , 

effective curriculum planning has to assi~n appro praite weights 

to a consideration of society, learner and knowlege . In this case, 

it is undoubtedly the objective -cent erej .odel that fulf i s such 

a criterion . 

Further, as ~an bee seen in the dia~ram (P .~), unlike the 

other three models , the objective-cent8~9j ~odel has its own pri-

nciples . These are , first, processing nescs assessment in orde r 

to gather the necessary dat ~ that enable ~o de ermine educati2nal 

objectives ; then selecting and organizing contents and learning 

experiences that eventually lead to the a~ta:nment of these obje ­

ctives; and finally making continuous and systematic evaluation 

in order to assure the effectiveness of the program . These-as 

principles-are discussed below under the respective topics . 

In general, it is possible to conclude that the Tyler Model 

is a combination of the above three models . That is why it has 

become so popular . Thus , it is for this reason that the researcher 

has chosen it as a framework fo~this study . 

. ~ 
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2 . 3 . THE PRINCIPLES OF PROCESSING CURRICULUM DEVELOPMENT 

Due to the fact that the human personality , nature and envi-

roment are complex ; and human life philosophies, educational theo-

ries and practices are different , there are different educational 

principles for different schools of thought in processing curri -

culum development . Hence , the follo win g educational principles 

have to be examined from the philosophical positions of the Tyler 

Model, as the basis for processing curriculum development. 

2 . 3 . 1 . The Principle of Need s Assessment . 

Although different authors define it differe tly , for this 

di s cussion , a needs assessment is a process for identifying pro -

gramatic needs that must be addressed by curriculum planners 

(Oliva : 242) . 

Under this section, the researcher atterots ~o discuss the 

three sources for determining educational objectives . These are 

needs of the learner and of the society and the need s derived 

from the subject-natter. --Many educators (ie . , Ty:e~ Tababa , anc 

others) strictly believe that studying and unGers:~nding the na: re 

of the learner and the socisty and the nature of :he subject- ma:ter 

aid planners at the initial stage of processing a curriculum . 

They also aid curriculum developers in formulating educational 

objectives for any school system . Because these are the bases for 

determming educational objectives (Saylor , et al .; 18-20). 

It is true that the needs of the students cannot be compele -

tely divorced f~om those of the society or vice versa . That is 

the needs of one are intimately lnked to those of the other . How -

ever , certainly , the sets of needs sometimes c onfli ct and for this 

reason the levels and types of students ' needs s auld be studied 

by curriculum planners . The same thing holds true with the n8sejs 

,r the scc i et y. 
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Hence, the levels of students' needs include human, national 

state or regional , community etc . Acc orcing to Sayler , eta l . 

(18-20) universal human needs include food, clothing , shelter , 

good health , etc . In this case , as stucents are members of the 

human race , their needs should be studied and understood. Fur-

the r, throughout, the country or Eegion, the community an d the 

school , the needs of the stude nts-their ability of thinkin g , 

their basic skills, attitudes , values and beliefs-should be 

studied (26) . 

The type of students ' needs includes physical, sociological 

educational and developmental tasks . ECJcators agree that the 

physical needs sf young people are commc n within the culture the 

students are concerned . It is true tha: students need move ent , 

exercise, rest, proper nutrition , etc . :~rrespor.ci g_y , neecs 

encompass affection, acceptance , and apcr~val, sense of belonging 

success and securi ty (Kelly; cited in Ol :va; 228). Parallel to 

this curriculum planners ust view the:r task o~ oroviding for 

:ne educational needs cf students as a =rimary concern . In fact 

the educational needs of students shift ~s society changes . In 
CQ$oC..) 

this modern schools have shifted from er=hasizing a classical and 
/\ 

theocratic education to a vscational and secular education . Thi s 

is because the schools have sought to meet the educational needs 

of young people through general educative ti e . the liberal arts 

and sciences) and the study of contempor=ry problems of students 

and lor society (Oliva:228) . 

The concept of a developmental task , according to Havighurst 

(cited in Saylor,etal.: 122) is viewed as a task that has to be 

, 
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completed by an individual at a particular time in his/her deve-

lopment if that individual is to experience success with later 

tasks . Such tasks are in effect, personal-social needs that arise 

at a particular stage of life and that must be met at the stage . 

In middle childhood, for example , youngsters must learn to live, 

work and play harmoniously with each other . In adolescence, in -

. 'j~viduals must learn to become independent , responsible-as to 

Havighurst (121) . 

Hence, to understand and meet their physical needs not only 

during the years of schooling but also during the ~uulth~d period, 

curriculum olanners are expected to study the needs of students; 

must be able to identify sociological and educational needs of 
/\ 

students and to in corporate within the curriculum ways to meet 

these needs. 

As in the case of students' needs , the needs of society a so 

have to be treated by level and type . Thus. the levels of the 

needs of society, from the broadestt o t~e narrowest. include 

human. international, national . state. co~~unity and ~eighborhood 

levels. As previously pointed out , all human beings basically 

need food, clothing, and shelter. Collectively, human kind has 

a need for freedom of speech and expression, for freedom from 

disease, from tear, etc. Hence, such needs and others should be 

considered by the planners when processing curriculur. development . 

In this case, considering all the national needs is of considerable 

importance. For instance, one means of identifying national needs 

could be to examine the social and economic problems faced by the 

nation. At the same time, problems of unemployment, ethnic~ension , 

sex education, etc . can be examined and identified nationally as 

well as regionally by curriculum planners . 
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Generally, the curriculum specialist must develop plans that 

show an understanding of the needs of society on all of the fore-

go ing levels . 

The other majo r source for determining objectives is under-

standing the subject-matter . It is very important to study and 

understand the type and structure of traditional subjects and their 

mode l branches ; their differences and similarities} their scopes 

and limitations; their basic ideas or functional principles 

(Brunei, 196B:12-3). According to him, understanding the struct ure 

of the subject is understanding it in such a way that permits many 

other things to be related to it meaningfully . To learn the stru­

ctu re of subjects in short is to learn how things are related and 

the relation of subjects will be valuable to the interest of stude ts 

and will make the relavance of subjects to today's world. For 

irstance , examples of ele ents of the structure of disciplines ca 

be seen in mathematics, like commulation, distribution, associa-

tion, etc . and in the language field as all inguistic patterns 

(Ibid . ,) . Fro m this point of view, each su ~ject bears within 

it certain essential areas ~r topics which, if the learner is to 

achieve mastery of the field, must be taught at certain times in 

a logically prescribed order. 

Focussing on the above point, Oliva stresses that a language 

study as a subject provides an excellent illustration of a sequen­

ced structure . Developing his idea , Oliva sights as an example 

that students will learn language more readily when the structure 

is clear . That is to say, they will learn it more readily when 

the concept of singular is presented before the consept of plural; 

when the regular verbs precede irregular ones: when the first person 

singular is mastered before other persons; when the present is 

perfected before other tenses; when simple tense comes before 

compoun d '-'nd I,:f1e n the: ~ ndic~:~. ·J 

o 
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He further states that. studying and understanding the struc-

ture of a subject has been practised in any depart ents of 

education in the United States of America almost more successfully 

and this has been advantageous to prepare syllabuses, courses 

of study and curriculum guides for curriculum planners . Further, 

Oliva elaborates that when studying the structure of the subject. 

the curriculum worker finds it easy to outline the structure of 

a subject, including topics to be covered, their order of presen-

tation, and the appropraite grade level for each topic (230). 

In this case. when studying the subject-matter and gathering 

data, curriculum workers may either atte~pt to difine the struc-

ture of a discipline as they view it or make use of studies of 

the discipline that have already been cone . Besides, the use of 

predetermined analysis of the structure lay prove a wiser course 

of action for curriculum planners than n=king their own analysis 

from the scrach (Ibid .) 

In sum, it has become a convincing ~oint that the curriculum 

planners should consider assessing the ~ ~ ree major sources of 

curriculum-the learner, the society and the SUbject-matter in order 

to formulate educational objectives and these three sources have 
Sc.t ~~ r15 

to be filteled through philosophical and psychological ~(Tyler,1949: 

34) . Tyler advises curriculum specialists to formulate educational 

and social philosophy . That is to say, he recommends them to 

outline certain values and he illustrates such a task by emphasi­

zing the following four democratic goals . 

1. the recognition of the importance of every individual 

human beings as a human being regardless of his race. 

national, social, or economic stn;t<.<s/ eJc.; 

, 
I • • 
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2. opportunity for wide participation in all phases of 

activities in the social groups in the society; 

3. encouragement of variability rather than developing a 

single type of personality; and 

4. faith in intelligence as a method of dealing with impor-

tant problems rather than depending upon authority of 

authocratic or aristocratic group (34). Thus, studying 

and understanding such philosophical and educational values that 

should strictly be practised in all schooling system, will help 

the curriculum worker to review the list of relevant educational 

objectives. 

The consideration of the psychological screen is the next 

and significant step in Tyler Model. From Tyler!s point of view, 

a psychology of learning not only includes specific and definite 

findings of educational objectives, but it also invo~es a unified 
" 

formulation of a theory of learning which helps to outline the 

nature of the learning process, how it takes place, under what 

conditions, what sort of mechanisms operate and the like. Besides, 

effective application of this screen presupposes adequate train-

ing in educational psychology and human growth and developments 

(3 7) • 

Hence, Tyler (38-9) explains the significance of the psycho-

logical screen as follows: 

1. a knowledge of the psychology of learning enables us to 

distinguish changes in human beings that can be expected 

to result from a learning process from those that cannot. 

2. A knowledge of psychology of learning enables us to 

distinguish goals that are feasible from those that are 

y "0 " ta ,:. "~ '" ry 10 

.n~ I. t at the 
"ime 
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3. Psychology of learning gives some idea of the length 

of time required to attain an objective and the age levels at 

which the effort is most effectively employed . In fact, after 

such a process follows determining and formulating educational 

objectives -from broad to specific . 

2.3 . 2. The Principles of Formulating Educational Objectives 

It is a fact that any schooling system has educational obje­

ctives, though the type of objectives varies from place to place . 

It is also true that society often demands that the schools modify 

their programs so that students will be able to f nction more effe­

ctively in the current items . To respond to such calls , educators 

rely on thei r philosophical foundations to guide thei r decisions 

regarding the objectives of the schooling system (Ornst e in and 

Hunk ins: 145), 

Consequently, such decisions lead to the for.nulation of 

objectices . In line with this , educators bel~eve :hat education 

is purposeful ; it is concerned with outcomes that ere usually 

expresed at several different levels. The most general is reflected 

in statement of objectives. Hence, objectives serve the crucial 

function of guiding education and give evidence of the basic edu ­

cational framework within which the ideas of curriculum planners 

move and have their being (Cannel, et al., 196 5 : 933-

Hence, it is such a framework of underlying objectives which 

gives coherence to the work of the schooling system, and which 

provides it with a directing force , enabling both teacher and 

pupil to see the meaning of their efforts and to fortify their 

endeavors with intelligence and forsight . 
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The 
, 

man point to be born in mi nd is th at . t he re are different 
~ 

terms used interchangeably with objectives (ie . general . instruc-

tional, behavio~ad , etc . ) . For example, fro Saylor ' s, etal . point 

of view, the terms-purposes, aims, goals, objectives , etc . all 

designate intent , or the outcomes desired . Some authors use them 

imterchangeably and synonymously and others use them differently . 

Forimstance, Tyler ; Taba ; and Oliva use the terms - aims or purposes , 

as very broad or general statements of education . Where a s Kible r, 

etal .; and sometimes Saylor , etal . equate the with general educa -

tional objectives or educational goals, or broad goals of educa -

tion . However , for convenience , the research3r prefers to use the 

term- general objectives (GO ' s) . GO ' s are very broad statements of 

education, that are meant to give gener3l direction to education 

universally throughout the concerned nation (Oliva:184). They are 

un measurable ; they cannot be directly observed or evaluated . 

They are orientations and not specific quantifiable outcomes . 

From Oliva's point of view, it has ~een observed that educators 

of every age challange to interpret the ~O's of society . Because 

of their global quality only a few GO's are necessary to guide 

education . For instance , professor Tyler (cited"in ~liva~ tbid . ). 

summarizes the GO ' s of American schooling system as the following . 

developing self-realization ; 

making individual literature and er~uraging social mobility ; 

providing skills and understa ndi ng necessa ry for product ive 

employment ; and 

furnishing the tools necessary for continued learning . 

Correspondingly, the Ethiopian GO ' s have been b r oadly summa r -

ized as education for : production, scientific research and socia -

listic consciousness . Hence. it is possible to see how GO ' s are 
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very broad educational quides. Thus, during every period of con­

temporary history, society in general and educators in particular 

have certainly formulated GO ' s , though the principles vary . 

However, according to the Tyler Model, objectives (whether general , 

instructional , or behavioral) should be formulated on the basis of 

a needs assessment-after collecting data from the learner, the 

society and the subject -matter, as previously mentioned . 

The second point is that authors like Tyler, Gronlund (1985), 

Oliva and Saylor , eial . use the terms-tentative GO's, general 

instructional objectives , instructional objectives (lO 's ) , general 

goals, r e spectively, for the same meaning . 

Here also , the researcher prefers to use the term-10's . 10 ' s 

are statements of performance expected of each student at the end 

of any unit of a course or at the end of academic years/sf and 

unlike GO's are stated in general but in behavioral and easurable 

terms (Oliva : 184). They are general statements of objectives 

that are appropnntel y placed between t he general and behaviorial 

objective s . ro's are derived froM the GO's and provide teachers 

and curriculum workers with a bit of general statements of what 

they should accomplish in terms of student learning as a result 

of a particular subject or educational program . 

The distinction between GO's and 10 ' s is one of generality . 

For instance, GO ' s deal with the general process of education , 

such as- ' developing self-realization, etc . as previously mentioned. 

As a result, no particular program in any school will accomplish 

these GO ' s . They are too general . On the other hand, 10 ' s are 

not too general . They are endpoints . They can be ach ieved at 

a particular time of a particular program . For instance, the 

following 10 ' s are derived from the GO- ' developing self-reali-

7c3t . or'. These are: 
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Learnin g to search for meaning in one's activities and 

developing a philosophy of life . 

developing skills of listening . speaking reading and 

writing to communicate well with other people . 

developing skills in making decisions with purpose, etc . 

(01iva :194) . 

Hence , creating la's is really a continuing activity in whibh 

educators engage as they consider the philosophies of their schools 

to clarify their GO 's. It is true , the needs of the learner and 

the society give rise to initial statements of la's. In this case , 

when curriculum planners identify current students ' learning and 

behavior, and current contemporary life of t he society , they can 

match those with their views of what an educated person is and 

can select such statements of la's they expect to occur in congr­

uence with educational activities . T r~ s, it is in such a way t hat 

la's have to be selected and formulate~ . 

The third point is that , authors like Kibler, etal . (50) use 

the term-la ' s to mean specific objecti ves, whereas, Tyler and 

Gronlund use them to refer to precise :ns~ructional objectives 

and specific learning outcomes , respectively. Such terms are 

also known as performance objectives , intended learning outcomes , 

behavioral objectives (80,s) etc . (Mager, 1975:48). However, the 

researcher prefers to use the term t 80 ' s · in this paper. 

80's are meant specific objecti ves to be demonstrated by each 

student in class . They are derived from la ' s and are phrased in 

measurable and observable terms . 80 ' s should not be confused with 

la 's. la 's as previously mentioned, define students' performance 

in some general terms whereas 80 ' s define it in more specific and 

measurable terms (Mager:lbid.), Further, 80 'd are statements that 
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enable curriculum decision makers, curriculum developers, teachers. 

and even students and members of the general public to identify 

the particular intent of a particular action . In short , they 

are statements of outcomes interms of observable behavior expect=d 

of students after instruction . In fact. they must be stated side 

by side with the needs of the society . the learner and the cont­

ents to be selected so as to reflect the expected outcomes . 

Examples of 80 's are in the form of : the student at the end of 

the lesson will be able to : 

write short sentences on the given words, 

define the meaning of the given words , 

orally apply principles of effective dramatic reading and 

so on (Payne : 99 ; see also Appendix c ) . 

2 . 3 . 3 . T e principle of Selecting Contents a d Learning 

Experiences . 

Many curr iculum authors (ie ., Taba ; Tyler; and Others) 

believe that selecting content with accompanying lea rning exper­

iences is one of the main decisions in curriculum mak ing because 

it occupies an important place in the curriculum . It provides 

the means for achieving the objectives of education, a means for 

organizing the activities and expe rienc es required by the learner 

to have a fruitful understanding of the community in which he 

lives . Although they are independent-one cannot deal with conte~t 

without having a learning experience-it is of vital importance to 

understand that they are completely different. The content of 

curriculum, for instance . refers to the accumlation of information 

(ie .• relat ed body of facts , principles . theories , laws, concepts, 

generalizations, etc .) that is expected to bring disarable change 

in the learners behavior vi-so-vis his mental and potential deve-

,- lor- e ,J1- Ii 3xperj " ces refer tr the 'l r" ", n., 
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between the learner and external conditions (ie. the family, the 

school, etc) to which he can react (Tyler: 63). Taba (265) also 

defines learning experiences as 'the mental operations that stu-

dents employ learning contents'. However, contents and learning 

experiences are highly interrelated. That is why Dewey (cited 

in Knight:96) state that "All genuine education comes about 

through experience". Due to the fact the exposition of knowledge 

is continuously increasing because of human cruiosity to get 

new information, many authors believe that selection of contents 

has always been a problem in curriculum development. Supporting 

such a point, Oliva (404) says: "Knowledge, spurred on by emerg-

ing technology, increases at a fantastic and sometimes alarming 

rate" . 

In li ne with this, it can be seen that the original fields ~f 

learning are branching themselves into new field. What were 

once the minute parts of each subject are now being magnified 

into separate areas and it seems that there is no end to this 

multiplication of subjects (Aggarwal, 198 1 :12). 

Hence, th e purpose of selecting contents and learning exper-

iences is to strictly understand their nature, their relations 

and differences so as to be able to select the relevant ones and 

to decide what to include on curriculum and what to exclude from 

it (Grant, 1981:228). 

Bearing this in mind, it is possible to apply the following 

principles when selecting contents and learning experiences 

(Smith, Stanely and Shores, 1950, 272-9; Portia, 1982:150), 

1Jiese are: 
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Significance of the subject to an orga nized field of 

knowledge .T h~t means that the subject content should belong 

to a branch of learning like humanities , social science , language 

srt, etc . Hence , curriculum workers should have a clear idea 

of the nature of each branch of learning and the purpose it serves 

and the relevance of each branch in curriculum . The learner is 

also expected to : ma n ipulate and enhance the information from 

various branches of learning in order to achieve the desired goal . 

Interest to the learner : This means that the contents 

should be in a position to motivate the needs and interests of 

the learner so that he/she will be able to develop positive 

attitude towards the subject so as to accomplish the desired 

out comes . 

Scope and depth : The content of any course or grade 

level, ;den tified as topics, learni ng experiences, activities, 

organizing threads or elements , etc . constitutes the scope or 

the breath of the curriculum for that course, or grade level . 

Tyler(cited in Oliva : 493) also defined scope as : 

Scope is meant the brea ct~ , variety , and 
types of educational experiences that are 
to be provided pupils as they progress 
through the school program . Scope repre­
sents the latitudinal axis for selecting 
curriculum experiences . 

Oepth deals with the deeper understanding of contents and 

ideas used . These two are interdependent and in order to have 

a wide understanding of the ideas, there should be enough co ver-

age of the subject . 

Thus , the above principles indicate that the content of a 

curriculum should contain learning experience organized with 

regard to the needs of the learner and to that of the society . 

Further, such principles are also discussed in Taba(267-84) in 

more or 1 8.:.5 a sirn:i."j [',' \1 
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2 . 3 .4. The Principles of Organizing Contents and Learning 

Experiences . 

It is a documented fact that curriculum organization is both 

difficult and complex . It poses many questions and requires an 

application of all, educators to know about the nature of know-

ledge, about child growth and development and about the society 

(Iaba : 290) . In this way, the principles of organization are 

concerned with generalizations regarding the way in which contents 

and learning expe riences of one level can be effectively related 

to those of another level and the contents and experiences of 

one area can be effectively rel ated to those in another area 

(Connel ,etbl; : 115). According to Tyler (1949 : 84-6) and advocates, 

there are three essent ial principles (ie ., continuity , sequence, 

and integration) which are significant in organizing contents . 

Continuity is the planned repetition of content at successive 

levels, each time at an increased level of complexity . From 

Tyler's point of view, continuity refers to the vertical reitera -

tion of major curriculum elements . For example , if in the social 

stUdies the development of skills in reading social studies is 

an important objective, it is necessary to see that there is 

recurring and continuing opportunity for these skills to be 

practised and developed . This means that , overtime , the same 

kinds of skills will be brought into continuing operation . In 

a similar fashion, if an objective in science is to develop a 

meaningful concept of energy, it is important that this concept 

be dealt with again and again in various parts of the science 

course. Continuity is thus seen to be a major factor in effecti ve 

vertic~l organization . However, according to Conne~e tal) this 
I 
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principle may also be employed through provision for the hori-

zontal relationship of the SUbject-matter mentioned previously . 

In this case , similar materials can be arranged for learning in 

more than one area of study . For instance , information about 

gramatical forms and structure in English language studies may 

be repeated as similar information in the study of French , German 

or Latin languages (Ibid.). 

The second principle is sequence. It is the order in which 

the organizing elements or c enters are arranged by curriculum wor-

kers . That is to say , it is the logical or psychological arranet­
~ 

ment of units of content within lessons units , courses , and grades . 

Further, it is the order in which educational experiences are deve -

lopee in pupils . To Saylor , etal ., sequence is considered as the 

longitudinal axis . That is to say, once, curriculUM planners 

identify the scope of curriculum , they ust ~ut e e~ents into 

somekind of meaning order . For instance , curriculum contents can 

be ccllected from a disordered process, such as reading novels , 

reading words , reading paragraphs , reading sante ces and reorga-

nizing letters of the alpha~et . These can ~e written in a sequ-

ential order-from simple to complex, like recognizing letters of 

the alphabet , reading words, sentences, paragraphs, and novels 

(Oliva:S06) . Correspondingly, historical e yents can be treated 

in a chronological sequencia 1 order . 

In sum, sequence is the order in which elements can be arra­

nged from simple to complex, from near to the far, from conc r ete 

to the abstract , from particular to general . When applying both 

continuity and sequence, the maturity of the learner, their inte-

rests and readiness , the relative difficulty of ite s to be learned 

the relationship between items and the requisite skills needed in 

each cas e must be considered (Connel , etali : 116) . 
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The third principle is integ r ation . It is the horizontal 

relationship of curriculum experiences and the organization of 

these experiences which help the student to increasingly get a 

unified view and to unify his/her behavior in relation to the 

elements dealt with (Tyler : 85) . 

Organizing curriculum vertically exemplifies an integration 

of content in a longitudinal view . Equally important is the requi-

rement that the learner ' s current school life should be viewed 

~ lateally and this is the structural principle of horizontal 
A 

organization in the curriculum . This i olies the integration 

between the contents and learning exper:ences in s eve ral areas 

concurrently being presented to the learner . In the elementary 

school, for exa ple, there are regily di s ce rnible relationships 
~ 

between socia l studies, reading and natL :Bl science . In the 

secondary school, the horizontal orga iz~tion of relationship 

between mathematics, chemistry and phys:=s seems obvious , as does 

that between history and literature . T ~ advocates of the subject -

centered school do not accept the inte~:=tion of sUbjects; they 

believe that the various disciplines s hculd be taught separately 

(Connel, etal.: 117). Such a principle of organization is only 

practiced in the child-centered and objective-centered models . 

Further , the advocates of the objective-centered model believe 

that the principle of both vertical and ho rizontal organization 

of contents provides a powerful integrating and reinforc i ng 

~ement. They also feel that the integrated contents help students 

in the task of problem solv ing . In ad~ition , relevance , balance , 

and integration are perceived as dimensions of sc ~pe (Ibid . ) . 
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Hence, having noted the necess i ty of the principles of con ­
~ 

tinu i y, integration and sequence of content-organizing curriculum , 
A 

there will also be the possibility of transferring learning to 

life situations . In line with this, the learners can develop 

and transfer values and positive attitudes, skills , and intellec -

tual competence in their daily life and into that of the society . 

2 . 3 . 5 . The Principles of Evaluation : Its Purposes and Metho~: 

Although education has a very long history , the first major 

evaluation effort directed at curriculum was conducted under the 

direction of Ra l ph Tyler, in ' The Eight-Year Study' from 1~33 to 

1944 (Urevbu : 61) . Consequently , the study was concerned with the 

total process of curriculum develooment, and evaluation was inte -

gral part of that concern . It is one of the largest longitud -

inal studies that has ever been conducted in education (Ibid . ) 

According to Smith and Tyler (cited in Ornstein and Hantms : 256), 

thirty high schools were involved in the project . Tyler, through 

his efforts as research dirctor of the s~u~y greatly influenced 

and still influen ces the planning of eva_ uation studies . As a 

result, Tyler's recommendations for curriculum evaluators were 

to: 

1. establish broad goals or objectives ; 

2. classify objectives ; 

3. define objectives in behavi~ral terms . 

4. fin~- situations in which achievement of objectives 

can be shown ; 

5. develop or select measurement techniques . 

6. collect student performance data ; and 

7. compare data with behaviorally stBted objectives (Tyler , 

1942; cited in Ibid . ) . 
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These steps certainly encourage evaluators to determine wh e ­

ther the objectives are achieved or not, so that evaluators wil l 

8e ' ab~9 to make concerete decisions . Since 1942, these steps , as 

Behavioral objective models , have been effectively practised by 

the advocates of the Tyler MOdel . 

Although there are different evaluation models (ie . Oecision­

Making , Goal- Free, Responsive, etc . - in Sayl or , efa 1.: 320 -9'), 

what model to follow depends on several considerations. One 

consideration is the type of curri culum designs and teabhing mode ls 

used . For example , according to these authors and others , the 

Tyler Model is easily evaluated with the Be~avioral objective 

model . Another consideration is the pu rp ose of the evaluation. 

If the puroose is to measure the achievement of prestated objec ­

tives, the Behavioral Objective or the decision - making model 

would be approprate . And, if the purpose is to measu re th e 

total consequences of the progra , the goal - free evaluation 

model would be useful and so on (Ibid . ) . However , many authors 

recomMend that curriculum planners should not restrict themselves 

to only one evaluation model . 

Consequently, evaluation can be defined as »a process or clu s te : 

of processes that people reform in order to gather data that enable 

curriculum planners to decide whether to accept, change, or 

eliminate somthing-the curriculum in general or an educational 

textbook in particular» (rhevl:J u : 63 ) Sa ylor,eii,a1. (316)also stress 

the point that curriculum evaluation is the process used in juding 

the appropraiteness of curriculum process of col l ect ing and inter­

preting information in order to asess decisions made in design-

ing a learning system . 
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From these definitions , i t is clear that curriculum evalua­

tion is a broad area that encompasses as wide r a nge of divef se 

properties . It serves to identify the strengths and weaknesses 

of the curriculum before immplementation , the process and the 

effectiveness of its delivery after implementation in order to 

allow curriculum planners to either revise , compare , maintain , 

or discontinue their actions and to make decisions, to draw 

conclusions , and to t urnish data that will support their decisions 

regarding curri~ulum matters . 

Another way to view evaluation is to distinguish between 

formative and summative evaluation . The concept of formative 3nd 

summative exaluation is introduced by Scriven (cited in Saylor , 

etal. : 117) . Moreover, Bloom, Hastings and Madaus (cited in 

Ibid . ) picked up Scriven's distinction and used it extensively 

in their treatment of the subject . In the process , formative 

and summative evaluation have become a central part of curriculum 

development (Urevbu : 72) . 

Formative evaluation encompasses those activities u dertakgn 

to improve an existing program . It provides a valuable and 

powerful new tool for helping curriculum planners reach rational 

and valid decisions . Morocco (cited in Saylor , e~al .: 318) descri bec 

how formative evaluation can be used at each of t he th r ee st ages 

of program development : planning implementing the program , and 

discussing it to other users . 

Further, formative evaluation could take place at a number 

of intermediate points during the development of a curriculum 

and in connection with its relalively more specific aspects . 

That is to say. during the development and early piloting stages 

of curriculum , formative evaluation effort provides f requent det~il~ 

and ~ .~ ~ ": ific I . . 
.:. u~ 'L; • 8 deve er" . 

t - ... ': 
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On the other hand, summative evaluation aims at getting the 

total pictur of the quality of the produced curriculum (Orinstein 

and Hunkims : 255) . According to them , it is usually undertaken 

after the project has been compeletely developed and after it 

has be been implemented school-wide or district -w ide so as to 

examine the effectiveness of the total curriculum process or total 

course within the curriculum. The major purpose of summative 

evaluatio n is to enable the involved parties to draw conc lu sions 

about how well a curriculum or a particular curriculum unit has 

worked . 

Although summative evaluation is per7Jrmed at the end of the 

project, it should not be perceived as hao~ening only once . It 

can , for example , be conducted s everal ti~ss at the end of parti -

cular unit plans . For exa pIe , conor8~e s:ve summative evaluation 

should be planned for certain strategic er=-poi ts during the 

curriculum development process, such as at the end of the piloting 

s~age . Hence , like formative eval uation , summative evaluation a_so 

contributes significa~t data towards ~e v :s:n g cJrrisulum ~lans , 

formulating new ones , adding or dropping courses of instruction, 

selecting new content , revising goals and objectives , and the like 

(Saylor , et al. : 319 ). In contrast to formative evaluation , which 

often uses informal methods and frequently focuses on proces s, 

s ummative evaluation is likely to use more formal means of gathering 

data analysis . For instance, tests for measuring attainment of 

objectives will be more carefully designed. Surveys given to assess 

teachers' reactions to the new curriculum will be formally prepared . 

Tests for students will be designed for use at the e nd of the course 

or at the end of the school year/Ibid ./ 

In education as in most other soheres of purposeful hu~an 

, -, \ I ''': .: S ! d i re b l ' ~ :) 
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gress is sufficient or satisfactory . It is clear that the task 

of evaluatiog its educational program is one of the most important 

tasks of a society , and a progressive society ~a progressive 

&eeiety-should know wheth e r this task is being performed satis-

factorily . It should take steps to evaluate the effects of its 

school programs , and to evaluate the results in the light of the 
fo.' 

objectives established~its schools . 

Hence , in addition to reflecting interest of a society in 

its schools a program of evaluation serves a number of more speci-

fic purposes , among which the following are few : 

1 . It helps the educational administrators , head officials, 

curriculum workers, etc. to know how well the objectives set down 

for their schools are realized. Further, i ~e nables them to judge 

whether acceptable standards are bein g reached or aintained and 

to take corrective action when necessary . It also allows them 

to assess various aspects of their total program, such as the sui-

tability of curricula and methods of school organization , and the 

effectiveness of curriculum teaching methods and tea~he r training 

principles. 

2. It provides basic information which the school councellor 

and the curriculum planner require in order to be able to recommend 

appropriate educational, vocational, and personal guidance to 

children . This is because , judgements about the adequency ofchild-

ren's adjustment to school life and to their peers assist both the 

councellor and the teacher to guide their activities in socially 

acceptable directions . 

3 . Evaluation of the work of individual pupils is also of 

considerable assistance to the pupils themselves , in demonstrating 

to them how much progress they are making and indicat:ng those 
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sections of t he work to which they need to deviate more time and 

effo rt . Parents also need this type of information to enable them 

to assist and encourage their children in their schooling and 

to make reasonable educational and occupational plans for their 

children (ConneL . etal. : 24 7-8 JPayne 1974 : 32 ), 

In this case , evaluation fits into the instructional process 

and completes the cycles of steps in the process by acting as 

an intermedia t y link between the contents , the learning experiences 

and objectives . If there is no evaluation , there will not be pro -

gress or improvement . That is why Connel,etal . (254)stress this : 

without evaluation there is no means of 
knowing just how relevant effective the 
contents and learning experiences have 
been in achieving the desired goals . 
With the aid of evaluation, it is poss ­
ible to determine in what ways the con ­
tents and learning experiences have been 
adequate , End in what respects in adequate . 

In sum, the main purpose of 8valuation is to provide informa -

tion to decision makers that enables theM to i~prove the quality 

of educational opportunities for learners . Further , the st ~engths 

and weaknesses of the program as -- revealed through the data analysis 

will be considered as evaluators decide whether to continue , 

modify , or ab an don the program . 

During evaluation , it should be born in mind that a method 

plays a decisive role . Generally , a method is a collection of 

systematizeu orders/procedures that can help to process certain 
eN 

activities sequencilly and logically so as to gathe r the necessa r y 
A 

data (800d:157) . However , according to Sayl or , e t a l.( 346 )' methods 

of data collection should not be limited to on l y e xamination of 

students ' performance and attainment ) they should extend beyond 
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this i n ord e r to i nclude diff e rent met hods. For instanc e , the 

methods of the formative evaluation should include pi l ot-testing , 

assignments , excercises , incidental day-to-day tests , interviews 

with teachers and consultants , syste ma tic observations , and con ­

tent analysis . 

On the other hand , the methods of summative e val uat i on 

include all the examinatio n type s Cie ., mu l tip l e choi ces, t r ue 

f alse, essay , complet i on, e t c .), dis cussions, interviews, que~onn-

a.n1."V5 and classroom observations . In fact '] cho i c es of method s 

depend upon the purpose of evaluation , the const r al'nt s of time , 
II 

and budget , the reso urces available , edu cational level of the 

participants , etc . 

Hence , a final step in evaluation orocess fo r evaluators i s 

to make judements based on all data c c .lected . Thus , the congr-

uence between the outcomes produced by the program and i mtended 

outcomes will clearly be seen . Besides , evaluato r s will be alert 

to any outcomes identified by the eva_ uation , whether or not they 

we re intended . 

2 . 4 . BEHAVIORAL OBJECTIVES 

As far as behavioral objecti ves have been the t ypi ca l i den ­

tity of the Tyle r Model , it seems approp r a it e to discuss their 

usefulnesses and classifications briefly . 

2 . 4 . 1 . Descriptio n and Evalu at i on of Behavio ral Obj e cti ves 

As previously discussed , behavioral ob j ecti ves are s tateme nts 

of outcomes in terms of observable behavio r expected of student s 

after instruction . However , whethe r on the bas is of th e Tyl e r 

Model , to use behavioral objectives or not has been a debate 

among educat~~ for years . From Urevbu ' s ooint of view , the 

• I • 

I .,J .J \. .! 1 1 l. ' "I) ~ 1'" 
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often credited to . Tyler. This is because, Tyler (cited in 

Saylor,etal , :184-5) while directing the evaluation program for 

the Progressive Education Association in the 1930s , wrote that 

each objective must be defined in terms which clarify the kinds 

of behavior of students which the course should help . In this 

CBse, a statement is needed which explains the meaning of the 

objective by describing the reations we expect of persons who 

have reached the objective . Hence , the most lucid and straight­

forward account of the use of beh-avioral objectives in curriculum 

development ~ pemains that of Tyler . 

In line with this , the proponents of behavio~ objectives stro­

ngly believe that behavioral objectives are very helpful in all 

educational processes for many reasons , few of which are : 

T ey are consisten with the conceot ~+ 3ccountability­

the balancing of money spent £or education with amount of 

student learning . 

They force the teacher to be prec~se ato~t what is to be 

acco olished . 

Curriculum planners are better able to arrange sequences 

of courses or units of instruction when they are given 

clearly specified objectives students will be able to 

achieve in terns of the three taxonomic classifications 

(Kible 1T', etal. :9-1 6) . 

In general, the advocates strongly bedieve that a meaningful 

behavioral objective is one that communicates effectively to the 

reader the instructional intent of the objective as well as the 

learning outcome (Mager; cited in Kible{' , et'al. : 16). 
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I n f act , the objective- cent e r e d model is not universally 

accepted . Many schoolars such as A ~ kin , Eisner and others (cited 

in Ibid .: 7) , have voiced s erious reservations about the extensive 

use of beha viora l objectives . Besides , Raths (cited in Ol i va : 

379) and other educators -like Hau s dorf (cited in Kibler , eta l.: 7) 

strongly bel i eve that behavioral objectives are not as usefu l a s 

the proponents believe . Some of their arguments against us i ng 

behavio r al object i ves are as follow s : 

Trivial learne r behaviors are the ea s iest to operationaliz~~4 
1"\ 

the very important out comes of education wi t-t o be deter ined . 

It is s ome how unde ~ ocratic to plan in advance precisely 
A 

how the learner should be have afte r instruction . 

In certain subject areas , e . g . fine arts and humanit i es , 

it is mo re difficult to i de ntify meas urajle pu pil beha v ior 

( KibleJ, etal. : 7) 

However , in spi t e of these and other objections , many earlier 

and Mo re r e cent research findings ~a ve approved that behavioral 

ob j ecti ves are very essential in the ed uc atio nal orocess in enha~ -

cing learning . For instance , many educators (Block , Houston and 

War n e r , and 0 the rs , cit e din K i b 1 e r , eta l . : 7) h a v e , 0 nth e bas is 

of their resea r ch , approved the very importance of the Ty le r Model 

and that students are more likely to achieve clearly stated objec -

tives than ambiguous ones . In this case , the majority of res ea r ch 

work con f irms the view that students who know behavio r al object i ves 

achieve more than students una Ui a r e of be ha vio r al obj ectives. Eve n 

the opponents of the Ty le r Model do not den y i ts impo r t an ce . 

For instance , S tenhouse (cited in Negusie , 1991) argues that the 

Tyler Model is appropraite for both traMing and instruction but 

breaks down when it comes to inductin g pupils into knowledge. 
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2 . 4 . 2 . Classification of Be havioral Objectives 

In view of the importance of stating behavioral objectives 

from simple to complex , educators have classified the ki ds , of 

behavio r we seek to have students display as a result of the le Brn-

ing process . 

The need for objectives at various levels of abstraction has 

given rise to frameworks/structures that assist the analysis and 

development of these objectives . One of these frameworks - the 

Taxonomy of Educational Objectives - appears to have proven useful 

in the analysis of objectives at the intermediate curriculum­

building level (31oom ,e~a l . and Krathwohl, etal . ; cited i~ p ayne : 

73) . Hence , it is convenient to see how behavioral objec~ives 

are classified unde r the three taxomic doma~ ( ie ., ~ogni~ive , 

a~~ective, anc psycho otor) and how they are levelled hie~archically 

from low to high level of learning . It mu s t be borne in ~ind that 

the critical firs: step in preparing behavioral objectives is to 

deter ine w~at kinds of learning outco es are desired for a given 

~nit of instruct:G . 

Fro m Gag n e '5 and B I'i g g s' (c i ted inK i b 1 e r , eta 1 . : 82 ) poi n t 0 f 

view, educators seek ways to maximize efficiency and effectiveness 

in specifying desired learning outcomes at all levels of instruc ­

tional planning, into more clearly defined d usters, or groupings, 

to make the task of specification more orderly and manageble . 

Hence, it is the taxonomic domains that are most familiar scheme 

used by 8duca~ors for this purpose , Further, several educators 

C3loom,etal.,Krathwohl,etal ., and Simpson as cited in Payne : 80) 

have conducted systematic surveys of behavioral objectives in 
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the three domains and have prepared taxOnO nb8S for these three 

class es of behavior . It has also been proved that this classifi-

cation allows for greater ease and clarity in identifying a wide 

variety of specific and general learning outcomes that may be 

relevant to educational planning and development . Though Bloom ' s 

classification of behavioral objectives unde r the cognitive domai 

has been criticized because of its category placement difficulties 

by some educators-like Seddon and others (cited in Kibler ,etal.: 

83) , it has been widely used CUrevbu : 39) . Besides , Oliva (386 ) 

advocates the importance of the Bloom t axo~y as follows : 

Bloom and associates developed an extensive 
ta xomomy for classifying Educational Objectives 
in the cognitive domain . Of all classifica:ion 
systems , the Bloo m t axonomy of the cognitive 
domain is perhaps the best known ~nd most widely 
followed . It categorizes the ty~es of cog~itive 
learning outcomes that are featured at all e vels 
of the educational system . 

Hence , for the purpose of convenience , each dor~i is briefly 

ou flined hierarchically from low to high le vels as ~=:lows : 

Cognitive Domain : This deals with cbjec:ives w~ic involve 

intellectual Qbilities . It is developed into a hierarchy of six 

i~tellectual functions-from the lowest to the highest . These are : 

knowledge , comprehension, application , aoalysis, synthesis, and 

evaluation (Urevbu: 29 ; for details see Ap pendix B,), 

Affective Domain : This involves objectives which emphasize 

feeling and action , such as interests . attitudes , appreciation 

and methods of adjustment . This domain is devided into five hiera -

lchical levels ranging from the lowest to the highest. These are 

receiving, responding valuing, organizat i on , and characterizat ion 

(Ibid . : for further details see Appendix 8
l

) . 
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Psychomotor Domain: Many autors claim that until recently ,.. 

litle work has been done in this area (0Iiva:381). According to 

Oliva, the psychomotor domain is not as widely known as the other 

two. However, there is an agreable fact that it should include 

those objectives that emphasize manipulative and motor skills such 

as handwriting, typing, operating machinery, etc. (Urevabu: 30). 

This domain is devided into seven as ce nding levels of manipulative 

skills. These are perJ~tion, set, guided response, mechanism, 

complex overt response, adaptation, and organization (Simpson; cited 

in 01 iva: 389; for detail s see Appendix 83 ) • 

In general, due to the fact that these three domains are 

applicable, they will be discussed under the report analysis. 

2.5. The Developmental Process of A Language Syllabus on 

the Basis of the Tyler Model: 

Taking the Tyler Model as a framework, the previous discussion 

has been seen in terms of the general concept of a curriculum. That 

is to mean, it has concentrated on a general syllabus design, on 

the basis of the Tyler Model. However, in a direct relation to 

the topic of this research, the following discussion is only concer-

ned with a language syllabus development on the basis of the Tyler 

Model. 

As previously pointed out, many educators have agreed that 

the Tyler Model can be fully applied in a language syllabus design 

(Clark, 1987:29). For example, in the late 1970s and early 1980s, 

the values of the Tyler Model were put into practi~e with a succe­

ssful result in different local institutions in Britain (Harding, 
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Page , and Rowe ll, Page J Down s J Dxfordshire Mode rn La nguage Ad vi so ry 

Committee , and Gorder ; cited in Clark , Ibid . ) J in New York (BuckbY J 

Clark , 1978 ; and and C'.::Jrk , 1979 : cited in Clark , Ibid . ) , and 

West Sessex ( G arner : cited in Ibid . ) Further, Richa r d (1987 : 6)' 

Dubin and Dlshtain (1990 : 2 ), a nd Brumf i t (1980 : 90) ha ve r ecogn i zed 

that syllabus deve l opme nt in l a ngua ge teaching has b ee n concern e d 

with the processes and activities of the Tyler Mode l . strength e ning 

this idea , Oliva (1988 : 176) states : 

The faculty of each spe ci al area - for example , 
language arts-can , by following the mode ~ . 
(Tyler ' ~. fashion a plan for the curriculum 
of that area and design ways in which it will 
be carried out through instruction . 

Having this in mind , it is necessary to discuss the need of a 

language syllabus as follows . 

2.5. 1 . The Need of A Language Syl abus 

The need for planning a language syllabus is clear and has 

been a subject or discussion for centuries (Kelly 1969 ; and Diller : 

cited in VaIden, 1984 ~4) . According to Yalden , much of the debete 

has centered around various methods of language instruction, r~st 

of which are now regarded as having treated prima r ily the st r uc -

tural or linguistic components of language learn i ng . With the 

advent of more complex theories of l anguage and l a nguage learning , 

as well as a recognition of the diversity of learners ' needs , 

wants , and aspilations , the concept of the S~llabu s for language 

teaching has taken on new importance . It has also become muc h 

more highly elaborated and has bee n examined at le ngth, part i cula r ly 

in the language teaching-learning p r ogram . but al s o more and mo r e 

in general language program planning (Ibid . ) . E laborat i ng the 

importance of a language syllabus , Allen (1984 : 65) says : 
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Since language is highly complex and cannot be 
taught all at the same time. successful teaching 
requires that there should be a selection of 
material depending on the prior definition of 
the objectives . proficiency level . and duration 
of the course . This selection takes place at 
the syllabus planning stage . 

Thus. a syllabus is now seen as an instrument by which the 

teacher. with the help of the syllabus designer . can achieve a 

degree of fit between the needs and aims of the learner and the 

8ctivities which will take place in the classroom . It is thus a 

necessity in terms of providing educational services to the society 

to which the teacher is responsible . 

According to Yalden(Ibid . ). a syllab us is required in order 

to produce efficiency of two kinds . The first of these is prQgma-

tic efficiency . or economy of time and money . H~ce . the setting 
" 

of instruction has to be planned . 

is pedagogical-economy in the management of the teachi g- learning 

process ; because, instruction that is provided in an in5~itutional 

setting is believed to be a more efficien t Method of jee_ing with 

learning than allowing the learner to pro=eed in a nGr~~ruc:ured 
" 

environment (Ibid .), Thus. it is clear that a syllab s of any kind 

is viewed as providing for control of the teaching-learning process 

generally by the instruction and lor teacher. but in some instances 

control can and should be exercised also by the learner (Widdowson , 

1984:23-6) . According to Yalden again (Ibid . ), the degree and type 

of control that the syllabus exercises depends on the institution­
r/~~fJle" 

as ~s ociety ' ~t~. In a highly democratic institution A the syllabus 

has to be determined by consensus . It cannot be imoosed by fiat . 

In such type of a society. then the syllabus is partly an admini-

strative document as well as being a pedag og ical one . Hence as 

a document , it describes : 
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1. What the learners are expected to know at the end of a course, 

that is the Course objectives in operational terms , 

2 . What is to be taught or learned during the course , in the 

form of an inventory of items, 

3 . What it is to be taught . and at what rate of progress, relating 

the inventory items to the different levels and stages as 

well as to the time cons t rai nts of the cou rse, 

4 . How it is to be taught , suggesting procedures , techniques 

and methods, 

5 . How it is to be ~valuated , suggesting testing and evaluating 

mechanisms (Dubin and Dlshtain : 28 ; Clark : 94 - 5) . 

In short , the syllabus describes why to teach (o bjectives), 

what to teach (contents) , how to teach (method s ) , to what extent 

to teach (levels o£ the progress and d ration of time), and how 

to assess the process (evaluation) . 

In line with the above J Widdowson (29) concludes tha a syllajus 

can generally serve as a convenient map in the teaching - learning 

process . 

2 . 5 . 2 . Types of a Language Syllabu s 

In the past decade, a great deal of attention has been paid 

to the particular language elements that are included in a syllabus 

and to the organizational system according to which they are pres-

ented (Dubin& Dlshtain:Ibid .), According to them, discussions 

have typically considered at least four major syllabus types : 

the structural-gramatical syllabus, the semantico-notional sylla-

bus, the functional syllabus, and the situational syllabus. 
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The structural, gramatical or linguistic syllabus is centered 

around items such as tenses , articles , number , completion , adver-

bial forms, etc . The notional (sematico-notional) syllabus came 

into focus in the early 70s and placed the semantic unit in the 

center of syllabus organization . Such a syllabus is organized 

around themes relating to broad areas of meaning such a s space , 

time, §b ~igat ion , etc . /W ~l Kins . : cited in Dubin and Dlshtain~ Ibid .~ 

The functional syllabus , which developed alon gsioe the notional 

syllab us with various attempts to combine the two , fo c uses on the 

social functions of language as the ce ntral un it of organization . 

Th us, a functional syllabus is concerned with elenent s s uch as 

invitations, suggestions , apologies, refusals, etc . /W l lkins , 

and Mackay:cited in Dubin & Olshtain : 37 ) . The fo urth type (ie ., 

the situational syllabus), although less widely spread than some 

of the others , has probably be t n kno wn in language learning for 

hundreds of years as a notable example ( Dubin and Olshtain:Ibid . ) . 

Situational syllabus refers to the context within which the theme 

and the linguistic topic are presented - f o r example , the place , 

time, type of interaction, and the participants that are presented 

in the learning situation/Ibid . : 45) . 

According to the various scholars , the four types of language 

syllabus (ie ., structures, notions, fun c t ions , a nd si tu a t i ons ) 

illustrate different realizations of an organizational approach 

based on discrete units . Recently, however , within the communicative 

approach to syllabus design , the idea of presenting an organizatiGnal 

concept which is not based on separate units but rather on a con -

tinious process of communication and negociation i n t he target 

language has gained popularity . In this approach . the communic -

tive needs of the learners are the basis on which various linguis -

~. vlC , h8ma~ic or functionaJ e:ements are selected. 
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Corder (cited in Brumfit: 92) on the other hand, lists four 

other areas of syllabus: syntactic, phonological, cultural and 

functional. Swan (1981: cited in Brumfit: Ibid.) considers Corder's 

four syllabuses, but adds lexical, notional, topical, situational, 

discourse, rLhetorical, and stylistic types of syllabus. However, 

accoriding to Brumfit(92), there is some confusion here, for variN 

ous types of syllabus can be related to one another more systema­

tically than Swan (Ibid.) implies "discourse, rehetoric and style, 

as he defines them, are three different ways of looking at the 

same phenomenon", but they are all based on ana~ytica1 catagories. 

Ullman (cited in Allen: 67) also devides a language syllabus into 

four-namely, a language syllabus, communicative activity syllabus, 

a culture syllabus, and general language education syllabus. 

However, from Clark's (24) point of view, the functional 

notional approach is appropriate to the Tyler Model in that it 

lays stress on the need for course designers to follow a series 

of interrelated steps, leading from an analy s is of communicative 

needs to a definition of syllabus content, to the creation of 

teaching learning materials, to assessment and to evaluation, 

following Tyler's principles. 

Hence, it seems advisable that course designers who carefully 

consider the various approaches to syllabus design may arrive at 

the conclusion that a number of different ones are needed and are 

b~st combined in an electic manner in order to bring about positive 

results. Further, these types of syllabus are a basis for the 

language content. The most important feature of any modern language 

syllabus, therefore, is its inherent potential for adjustment based 

on careful dec i sion~making at each level wi thin the course (Dubin 
. ' " . . 38) ;;..! U •• It La.l : : • 
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2 . 6 . The Principles of the Development of A Language Syllabus 

On the basis of the principles of the Tyler Model , syllabus 

development in language teaching is concerned with the following 

processes and activities : 

1 . determining the needs a particular group of learners have 

for language instruction . 

2. developing objectives for a language course that will meet 

those needs . 

3 . selecting teaching and learning activities and experiences 

that will enable these needs to be realized . 

4 . evaluating the outcome (Richards, 1984;cited in Richards, 

1987 : 6 ; Taba : 12 ; cited in Clark:16 , i~ Dubin and Olshtain : 2 , 

and in Brumfit:90) . 

Oefinitely, these are base~ on the following principles of 

t he Tyler Model : 

a . Assessing the needs of the learne r and the society and 

studying the subject-~=tter . 

b . Formulating general o b ~e c tives 

c . Selection of educational experiences. 

d . Organization of educational experiences, and 

e . Evaluating the process /Tyler 1949:3). 

In fact, from the point of view of his advocates, Tyler is 

generally regarded as the father of the ends-means approach. He 

views curriculum development as an exercise in which particular 

behavioral patterns, specified as ends , could be brought about 

an instructional process designed as a means towards them. 

In sum, the efficiency of a language teaching program depends 

upon how well the afforementio e d phases of syllabus development 

~ ~e specifi ed ~ndel 
.. 
.. 'i or ... - .. d l l'y a r:rc; .' g , topi ·- -
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2.6 . 1 . Needs Analysis 

The aim of the needs analysis phase of language syllabus 

planning, is accoording to Clark (16), to determine the purpose 

for which the learners expect to use the languaae and what their 

present level of competence is . For instance , if a language course 

is being designed for a particular group of students about to enter 

any institute, needs analysis will focus both on determining the 

demands that will be made on the students in terms of listening, 

speaking, reading and writing skills and the - learners' present 

abilities with respect to these demands. The advocates of the 

Tyler Model , recommend that before initiating a new language prc­

gram, vital preparatory work must take place in the form of gather­

ing information (Dubim & Dlshtain : 5) . 

In this case, needs ana lysis procedures involve gathering c=ta 

from a variety of sources, such as the needs of the learners-their 

feelings, attitudes, abilities and interests and the needs of the 

soicety including the existing nature of the local community and 

the sUb ject - matter (language) . This helos to find out, for exa 2_e, 

the sort of lectures students will have to attend, the types of 

reading and writing assignments they will have to carry out, and 

the types of study skills they need in order to be successful as 

students within the concerned school , institute , college , etc . It 

also helps to understand the objective -and subjective feelings a d 

attitudes prevailing qmon~ the members of commonity /Richard~ 1987 : 

Ibid., Dubin and Dlshtain: Ibid . ) . 

According to these authors and others , needs an 8 ~y s is may 

involve: fa) interviews with students already in the co ncerned 

school, institute, etc . to determine perceptions of their major 

language difficulties, (b) interviews with teachers, 18ctur'9!'s 
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and instructors, (~) Observation , of students in classes to look 

into how they are able to carry out their activities, etc. to 

determine their difficualties, as well as ; (d) tests of different 

kinds to understand the students' level of proficiency in reading, 

writing and note taking (Mackay and palmer: cited in Richards:Ibid.). 

Needs analysis procedure may also involve administering ques-

tions and interviews to find out about the existing fetlings of 

the society. Collecting information that appears in governmental 

and other institutional documents is also helpful to understand the 

background and existing conditions of the society. However~ accord­

ing to Dubin and Dlshtain (ibid.) , in those places where the 

planners are conversant with local conditions, they may be able 

to suply the answers to some of the questions themselves, or at 

least to be able to call another soecialist '· who can provide the 

necessary information. 

The syllabus designers can also gather data about the sUbject-

matter by carefully studying table of contents in the existing 
f.e.a. , 1M. f' ~ 

language textbooks, language syllabus;.A_ notes, and auxiliary materia s 

They can also gather the necessary data by administering interviews 

with subject specialists, teachers, etc. In line with this, if seems 

more advisable that teachers play a great role in identifying what 

elements to be included or excluded in the subject-matter. That is 

why Dubin and Dlshtain (~1) state: 

Th~ teacher population is the most significat 
factor in determining success of new syllabus 
or materials. The attitudes of teachers and 
their abilities to adjust to new thinking and 
what it involves in practical terms are crucial .. 

Hence, the program designers can use particularly teachers as 

data sources for the sUbject-matter. After having all the necessary 

data gathered from the various sources, then follows formulation of 

... .;. ......... 
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2.6.2. Objective Selting 

According to the principles of the Tyler Model, the results 

of the procedures of needs analysis enable objectives to be set 

for a language program. Such objectives must be realistic in terms 

of the seitings and circumstances in which the program will be imple­

mented, and 1elevant in terms of the language skills the learners 

will be expected to acquire. Further, when setting the objectives, 

the following questions should be considered. What facilities are 

availablel Who will the teachers be and what is their degree of 

training and competence? Who is responsible for implementing and 

mon itoting change? How much time is available? What are the limita­

tions of the existing program? (Richards:7). 

Moreover, by considering the needs of the learners better and 

by referring to the variables, general objectives are turned into 

more specific descriptions of what the language program should set 

out to achieve (Pra tt : cited in Richards:lbid .). As previously 

pointed out , behavioral objectives specify precisely what the learner 

should be able to do after a unit or period of instruction. They 

may be defined with reference to a unit work within a course or to 

the course as a whole, and they serve to present the instructional 

objectives of the course in a form that can be taught, observed , 

and tested. Whereas the instructional objectives f9r a course in 

any language might be described simply as objectives for the teach­

ing of basic conversational skills, behavioral obejctives would 

specify precisely what is meant by basic conversational skills. 

These might include, for instance : 

1 . ab iIi ty to us e va cabu 1 ary of 2000"'t',lOrcs common ly 

occuring in conversation . 

2. ability to give basic information and ask simple questions 

atout t op· .... .. CT 'cern.· I "Ja rl ,cardl y life . perso'lal id-rti-
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Alexandar: cited ~ s: fication, etc. (Van Ek and 

Ibid.). 

2.6.3. Selection of Language Contents 

Language educators believe that unlike other subjects, language 

is infinite. Hence, to make it finite, content selection in the 

syllabus is of vital importance (Ibid.: 51, Brumifit: 93). However, 

like any subject, it enters the educational domain due to the fact 

that it is most relevant to the demands and needs of a society 

(Richards: 4). It is then the task of educational and curriculum 

planners to examine these needs to determine what aims may be rele M 

vant to the educational system. In fact, the decision as to what 

the status of language will be within a society is a question of 

language policy. From Richards' (Ibid.) point of view, language 

decisions are made at the highest levels of national and educa-

tional planning. Such polices may specify (a) aims that serve as 

justifications for the teaching of language, and (b) the circum-

stances under which the language will be taught. (ibid.). That 

is to s1ty, the po I !icy nl. ay decide whether it will be taught at all 

educational levels (ie., Kindergarten, elementary, and secondary schools, 

T.T.I., College, etc.~or it will be limited to certain levels-like for 

instance Amharic is limited as a medium of instruction to certain 

leve l s (ie., from kindargarten, to secondary schools). 

It should be born~~~~ that language contents are directly 

or indirectly highly interdependent with other subjects. If one 

tries to separate them from any subject, it will be considered as 

if it is in the vacuum. That is why Yalden (18) stresses the point 

that, 'Relating language teaching to other subject-matter teaching 

is certainly one way of providing rel evant con an t . ' 
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Certainly. language encompasses many elements. For instance, 

facts, principles. laws, and cocepts are one kind of content ; the 

processes in which they can be used are another; the methods by 

which these are learned are still another kind of content t~rker 

and Rubin.cited in Brumfit: 90) . Correspondingly, language content 

includes grammatic forms (Linguistic structures), thematic , situa-

tional, conceptual (notional and functional contents (Dubin and 

Olshtain~ 45, 88, 90) . According to them, thematic content refers 

to the topics of interest and areas of subject knowledge selected 

as themes to talk or read about in~rder to learn and use the target 

language while situational cont ent refers to the context within 

which the theme and the linguistic topics are presented. Fu rther, 

conceptual content includes man 's perceotion of events, entities, 

states, causes , location, time , etc . , ard functional content includes 

the functions of particular utterances in a certain context, such 

as a request, an apology, an invitation etc . On the other hand, 

other authors consider ethodology as pert or lang uage content . 

For instance, strenghte ning this point , 3urmf it (90) says: 

Particularly when we are dealing with a 
facilitating subject like language, the 
processes of classroom methodology may 
usefully be considered part of the content; 
for it is only through what students are 
being asked to do with the language in the 
classroom that they will be exposed to a 
model of the possible uses of language . 

still other authors see it in a different way. For instance , 

Richards (20) says that the content concerns involve both subject - · 

matter and linguistic matter . He asserts that one can make deci-

sions as to what to talk about (ie ., SUbject-matter) and how to 

talk about it (ie . linguistic matted . In line with this , it should 

be clear that different authors define language differently . For 
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some, language is identified with grammar and vocabulary, For 

others, it is ideas, concepts, and norms of social and linguistic 

behaviou~ that humans exchange and manifast in daily life and 

so on. 

The other major difficulty in syllabus design and content 

selection is the fact that learning a language cannot be explained 

as learning single units of any kind, be it notions, functions, 

structures or lexis (Dubin and Olshtain: 106) and as mentioned 

earlier, language is infinite. Elaborating on this, Buumfit (93) 

explains that the difficulty is that language user is not someone 

who becomes aware of the structure of matter'. Correspondingly, 

syllabus for a conversation course might specify the topics, func­

tions, and notions the learners are expected to master. Another 

might list conversational activities, such as using the telephons 

or asking for directions, without specifying the languag~ needed to 

carry out such activities. Some authors say that there should be 

some combinatio ~ . of all these, together with the previous experi­

ence that the learner brings to the task, which a,counts for lang­

uage learning (Jolmson: cited in Richards: 8). 

Here, it seems convenient that having a clear form/structure 

in which a syllabus specifies contents can reflect how the syllabus 

will be used i n the teaching-learning process. 

The other is that theories of language syllabus according 

to Munby 1978 and Yalden 1983 (cited in Richards: 8) reflect current 

views of the nature of language and language learning and of the 

process underlying listening, speaking, reading, and writing skills. 

Further, current issues in syllabus design, (such as the notional­

functional syllabus and the product-process dichotomy in English 

as a serond language curriculum theory), demon is trate the import 
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of specific theories of language and language use on language 

curr iculum and syllabus theory (Richards:Ibid.). However . the 

process by which content is selected for a source of instruction 

in language teaching is generally referred to as syllabus design 

(Wilkins : cited in Richards :lb id .). Generally, a syllabus repres-

ents a particular view of what is needed to a~ain objectives . 

This is because objectives define the ends that the syllabus is 

expected to accomplish in learners . Hence , according to Richards 

(7 - 8) , sequence phases in syllabus development are concerned with 

planning the mean s by which thE I'T'IEelfl8 by ',..Ihi eh the objectives ca 

be achieved . 

Consequently , from Yalden 's,(Ibid.) and Donaldson and Cr~~' s 

( in Yalden ; 1984 : 19) point of view , the contents of a language 

should be selected in relation to several themes and these themes 

should be sUbject-matter related , on the basis of the needs and 

wishes of the learner as well as their significant to the society ~ 

In other words, the usefulness of the conten~s to the learn e rs and 

the society should be considered . Further, according to Rubin 

(c i ted in B ru mf it : 89) , Ric hard s (1 984 : 21 ) 1 Ric hard s (1 990 : 1 5) and 

B re e n (1984 : 48) : 

1 . The contents should be selected in terms of building up learner's 

inner stren\ hs 
I' 

so as to improve his f her emotionsl response 

to the world in general and to his environment in particular; 

2 . They should enable the learner to attain the intended learning 

outcomes, 

3 . They must grant the learners the right to formulate val ue s in 

which they wish to live, 

4 . They must appr~ise the learner to develop psychological and 

s.{"!r:i:=Jl valuE s. needs , ," d; nteres~~; and 
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s. They must fulfil the criteria of appropraitaness and learne~ 

bility. 

Taking this into account, the course designers must list the 

elements of the content that the learners are expected to master. 

And these should answer the questions-what are learners expected 

to know by the and of the course? What skills, abilities, atti­

tudes, etc. should the learners develop at the end of the course? 

In general, the afformentioned process indicates that it is 

based on the content selection principles of the Tyler Model. 

2.6.4. Organization of Language Contents 

The principle of organizing language contents follows the 

same basis as the one previously discussed, this one refering to 

what elements, items, units or themes of language content etc. 

should be selected for inclusion in the syllabus. When it comes 

to organization, the principles (i.e., integration, continuity, and 

sequance) have to be considered. 

In this regard, language contents should be integrated with 

other s~bject-matter areas - in the syllabus. For example as previ­

ously mentioned, major topics that appear in history, geography, 

social studies or science can be integrated with English language 

course by using them in the specification of themes, and topics 

(Dubin and Olshtain: 109). According to them, in language pedagogy, 

this approach has been called 'language in the content area'. This 

can be true to all language contents that have to be organized in 

a syllabus. Such an integration is a horizontal relationship of 

different subjects and experiences o It can also be used in a 

vertical relationship of the contents of the same subjects, from 

a low leve l up to the nex t l eve l In so w~ to a ~ i ghe. Ie e . 
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Besides, in any discussion of organizational principles, it 

is generally assumed that both sequencing and continuity of content 

should be considered (Yalden 1984:16) . In the previous discussion , 

it is indicated that sequence is the logical or psyo~ological 

arrangement of units of contents within lessons , units , course, 

grades, etc. In other words, the elements of the content should 

be put in order-from simple to the complex , from near to the far 

etc . Many educators agree that such a principle can be applied in 

a rg ani z i n g 1 a n g u age con ten t s ( B re en , 1 9 8 4 : 48 - 5 0 , 5 5 J 0 ubi nan d 

Olshtain:47,51; Richards 1984:21 ; Yalden : 19L Elaborating this 

point. Outnine and Olshtain (47) state . 

The most familiar sh ap e or system of organi­
zation is seguencial ordering of elements. 
aptly 'called a li~ear table of contents ; 
since the items to be taught or the areas · 
covered are set out as in a line . 

According to these authors (51), it is traditionally adopted 

for discrete elements, particularly grammar or structure . The 

next principle-continuity- is known as 't he planned repeatition 

of cortent at s uccessive levels, each time at increased complexity . 

Futher, continuity can be applied in both vertical and horizontal 

relationships of the same orland different elements of sUbject -

matters. For instance, it is pointed out that information about 

grammatical forms and structures in En gli sh language studies may 

be repeated as similar information in the study of French, German 

or Latin, Yalden (19) also believes that continuity is a framework 

for several units or modules of the organizational process . 

2.6.5. Evaluation of Language Contents 

Evaluation is the phase of language program development that 

(a) monitors the teaching process in order to ensure that the syster 

works for the att~nment of the expected objectives and Cb) deter-,.. 

"'irFS wh o -
'-'j"" "f;1 rreed c:~r'Jus~ .18nt v.. 'I prob 
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are detected (Jarvis and Adams, 1979:cited in Richards:9J Allen: 

70) . As a result, a language teaching program that achieves its 

objectives can be considered successful to the degree to which 

these objectives are realized . Further , easuring the evaluation , 

and the role of language tests is vital in the assessment of achieve 

ment . However , from Lon g 's (1983:cited in Richards, Ibid.) point 

of view , evaluation is concerned not only with the product or 

results of language teaching , but also with the processes by which 
1"\ 

language learning is accomplished . C DrIErS pon di ng ly , as Richards 

(9 - 10) puts it, the procedures of evaluation include: 

1 . Analysis of the system through w h ~ch the program is deli -

vered, to determine if it represents the optimal structure 

of time, resources, learners, t=~chers, and materials . 

2 . Analysis of the instructional ar: behavio ural objectives 
..u,d 

of the program to see if they are relevantAattainable . 

3 . Evaluation of the results of the orogram to see if the 

levels of performance at~aned are comp~tible with the 
1\ 

program objectives . 

4 . Evaluation of results obtained to ascertain if these are 

achieved as a result of the program. 

5. Analysis of the process by which the program is implemented. 

The procedure of evaluation may involve gathering data on he 

actual behaviours of teachers and learners wi thin classrooms during 

the course of instruction . This in fact will provide a more detai -

led profile of teaching and learning behaviours , one from whcih 

it is possible to determine the degree of fit between theory unde-

lying a particular instructional puocess and the actual teaching 

and learning behaviours that result from its implementation. 

ep -:;~rips from Allen ' s (71) point C~·· "i.ew, , 
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approach of evaluation would be based on a combination of testing, 

interviews, questionneres , and classroom observation. Consequently, 

the two types of curriculum evaluation -f ormative and summative 

have to be applied in the evaluation of language syllabus. Forma­

tive evaluation includes, as previously discussed . pilot-testing. 

interviews with teachers and consultants, classroom observation. 

and vali dation of the subject-area content . Whereas , summative 

evaluation is the final assessment of the instructional process . 

Finally, it should be borne in mind that evaluation is a 

continuous process so as to improve the instructional program ln 

relation to the develoomental process of a syllabus . 



CHAPTER THREE 

DATA ANALYSIS & DISCUSSION 

OF THE FINDINGS 

This chapter deals with the analysis and discussion of the 

findings on the basis of the data collected from the respondents. 

In the first place, after reviewing the related materials, the 

researcher has gathered the necessary data from the concerned indi­

viduals; that is from the Amharic instructors and the principals of 

the ten T.T.I's mentioned previously, the head of the Curriculum 

Panel, the heads of the Curriculum Department and the Education 

Department. In addition, he has also gathered the necessary data on 

the criteria for evaluating the T.T.I. Amharic syllabus. Every dis­

cussion is treated in relation to the basic problems: 

1. the T.T.I. Amharic syllabus does not seem to be properly 

planned on the basis of the Tyler Model; and 

2. it does not seem that the concerned head officials, the 

head of the T.T.I. Curriculum Panel, the panel members and 

the Amharic instructors are clear about what model to follow 

in order to design the syllabus properly. 

The following discussion, therefore, is concerned on the basis 

of the various sets of information gathered from the responses to the 

questionnire. 

3.1. Background Information on the Respondents 

As can be seen in Appendix-~ ,the majority (95%) of the respo­

ndents are male and their ages range between 25 and 36 years. The 
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minimum number of years of service 

while the maximum is twelve years. In other words, five instructors 

(25%) have served from 10 to 12 years and seven instructors (35%) 

from 5 to 9 years. However, the minimum number of years of service 

in teaching Amharic in the T.T.I's is 2 years and the maximum 11 

years. Many of the respondents (55%) have served for many (6 to 9) 

years as Amharic instructors in the T.T.I's compared to the years 

they have taught other subjects. A very small number (10%) of the 

instructors have taught only Amharic for ten years each. Further 

one (5%) of the instructors has taught Amharic for eleven years and 

another subject for one year. 

Secondly, the majority (90%) of the instructors had Amharic as 

their minor subject area, while 10% have reported Amharic and lingu-

istics as their major subject area. Hence, it can be concluded that 

most of the instructors are quite faniliar with the Amharic syllabus 

so as to confidently be able to give concrete information about its 

developmental process and usefulness in the actual teaching-learning 

process. 

Thirdly, of the 20 questionnaires distributed, 18 (90%) have 

been returned. In other words, 90% of the respondents have parti~ l· 

cipated in filling the questionnaire, while 10% of them have not 

(See Appendix ~ ). This is because the two respondenuwere not 

present in their respective T.T.I's due to unknown reasons. 

3.2. The Existence of a Definite Modle 

The respondents were asked whether the curriculum developers in 

the Institute For Curriculum Development And Research (ICDR) follow 

J. 
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a definite model when planning and developing the T.T.I. Amharic 

syllabus. The result of their responses are given in table 1 below. 

Table I Responses indicating if developers use a definite model. 

No Alternatives Responc ents 
count % 

a Yes 10 55 6 

b No 7 38.9 

c Non-respondense 1 5.6 

* 
=====Ig~g!================!§====d==!QQ======~ 

As can be seen in the above table, the majority (55.6%) of the 

respondents pointed out that the curriculum developers of the ICDR 

follow a definite model when planning and developing the T.T.I. 

Amharic syllabus, while some (38.9%) of them did not agree with the 

existence of any definite model. 

In the first place, it should be horne in mind that a number 

of curriculum authors have claimed that a model is a directive base· 

ment for any educational process of any nation. In essence, without 

a definite type of a model, it is a challenging task to develop and 

process any educational program. This is because, it is a model that 

can help curriculum developers to conseptualize a process by showing 

certain principles and procedures. A model can be used in a variety 

of ways. It can give a definite order to the processing of curriculum 

development. 

Although different types of curriculum models have their own 

principles, it is not the intention of the researcher to discuss each 

* This ; ''i the 1 n1' ! oxi·I'-,1- -
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type. Curriculum developers are under obligation to be familiar with 

the theoretical concepts of various models, but they have to be able 

to select and adopt a particular fixed model (~liva: 177). However, 

since the main concern of this study is the Tyler Model, the researcher 

wants to underline the point that, from the point of view of its 

advorates, the Tyler Model is a framework of the whole educational 

process. It indicates the task of planning and developing the educa­

tional program in general in an orderly and proper manner. As pre­

viously discussed, the model is of vital importance in dealing with 

all the necessary information before any decision is reached concer­

ning curriculum planning and developing. 

This being a major premise, when it is also seen in terms of a 

language syllabus development in particular, it serves as a major 

framework in processing the following activities: 

• 

determining the needs of a particular group of learness for 

language instruction; 

developing objectives for a language course that meet those 

needs; 

selecting teaching-learning activities and experiences that 

will enable these needs to be practised; and 

evaluating the outcomes (Richards; cited in Richards, 1987:6). 

Further, Richards (1987:6) stlongly argues that the efficiency 

of a language teaching program depends upon how well the principles 

of curriculum development have been carried out. 

Taking this into account, however, it seems that there is a 

confusion among the T.T.I. Amharic instructors when most (55.6%) of 

them said that there is a model by which the T.T.I. Amharic syll abus 

plar -'. 
,,-( a l l" su ·..:h a " I -LeI resemb hat 1€' 
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objective-centered model; while some (38.9%) of them denied the 

existence of a model. As instructors, they all should have been very 

clear about the ideally existing or non-existing of a model. In 

general, they are expected to be clear about what is going on in the 

educational program of the nation. Instructors should not be limited 

to only instruction on the basis of what is given to them as ready­

m~de. In fact, it was the instructors that prepared the T.T.I. Amharic 

syllabus on the basis of given guidelines by the Curriculum Panel. 

This apparently is in line with Oliva's (64) point of view that 

instructors must participate in the curriculum process; they must 

try to see if the programs are valid, rel evant, foav9~, feasible 

in relation to the attainment of the intended learning outcomes. 

The results of this study, however, lead us to conclude that 

instructors are not oriented about what model is being considered 

in the program and are not equipped with materials that tell some­

thing about a model. It further seems that they are not even clear 

about wha t a mode l means. 

Our findings tend to agree with what Feleke Desta (1990) tried 

to expllan. He maintains that all the concerned professionals of the 

ICDR are not in a position to have full agreement on the existence 

of a model in the educational system of the nation in general. That 

i s to mean that a certain number of the professionals believe that 

there is a model by which to be guided during curriculum pianning 

and programming in general, while a certain number of them do not 

believe in the existence of a model. On the other hand, a certain 

number of the professionals also have no idea about a model. There­

fore, the source of the confusion on the p~rt of the T.T.I. Amharic 
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instructors could be the professionals of the ICDR, in that, as 

professionals under one institution, they all do not have the 

same stand on whether or not a definite model is functioning in 

the educational program. Had there been a clear and definite mea 

model, no doubt, they all would have been clear about it; would ~ _ 

have the same stand on its presence; and as concerned professionals, 

would have oriented the concerned instructors. 

Here, the imtention of the researcher is not to assert whether 

or not the professionals are concened about the usefulness of a 

curriculum model; the main point here is whether or not there is 

one type of a model by which all the professionals can be guided 

during curriculum development. 

The other related point is that when the T.T.I. Amharic instruc­

tors were asked to point out which type of model the T.T.I. Ahamric 

syllabus resembles, most (55.6%) of them (those who believe in the 

existence of the model) pointed out that it resembles the objective 

centered model. However, the fact is the opposite is true. In a 

sense, there is not as such a comcrete model whatsoever to be guided 

by. Furthermore, the head of the Curriculum Panel, the head officials 

of the ICDR and DTE, in the interviews (See Appendix Rk-G) , have 

confidentially agreed that there is no any definite model to be 

followed either by the T.T.I. Curriculum Panel in particular or 

by the ICDR in general. Rationalizing this point, most of the head 

officials have claimed that there is not a normal and healthy rela~ 

tionship between the two dep~tments (ICDR and DTE) which could have 

enabled them to plan and develop a new program of curriculum 
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development. Almost all of the head officiakhave further claimed 

that, except subject specialists, there are no curriculum experts 

in the ICDR in general and in the T.T.I. Curriculum Panel in 

particular that can either give guidance or prepare a new and 

dynamic curriculum, including a syllabus on the basis of a 

clear and fixed model, whatsoever the type of the model is. In 

fact, they did not deny the contributions of the professionals 

and they did not neglect the effort of the concerned professionals 

including the T.T.I. instructors for the task they have accomp­

plished when preparing a definite model, in order to enhance the 

educational program at large. In this case, however, whether or 

not professionals are curriculum experts must not be taken as a 

crucial point. Because, as Oliva (67) believes, if the most expe­

rienced and skilled teachers are chosen for leadership positions, 

they may establish themselves as curriculum specialists and key 

members of a cooperating group of curriculum workers. 

Thus, the intention of this discussion is that all the conce-

rned professionals did not follow any significant and particular 

model; they have simply adapted from different models on the 

basis"of c~rtain ' common "factors that are considered to be useful 

to the society. The main reason for this as claimed by some of 

the head officials is that the guidlines for curriculu prepara M 

tion was completely based on the imposing system of the revolu' ~ 

tionary government in relation to the Marxist ideolody.They. "further 

claimed that even before the Sthiopian Revolution, the whole educational system was 
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completely imported from different corners of the western countries; 

Hence, to s~m up the discussion, there is no any significantly ident-

ified model in the educational program at large. 

Having the above discussion in mind on the other hand, as can 

be seem in the foliowing tables* (II, III and IV) respectively, the 

majority (55.6%) of the respondents agreed that the objective-

centered model is useful if applied in the aevelopment of the T.T.I. 

Amharic syllabus, while 27.8% of them indicated that it is af very 

little use. Correspondingly, when the respondents were~sked about 

the rationale for using the objective-centered model , they, as can 

be seen in table III, have considered the alternatives almost all 

equal. That is, a certain number (16.7%) of the respondents agreed 

with the 'needs assessment and the importance of the subject-matter'; 

22.2% of them with the' needs of the learner and the teacher'; 

22.2% of th~with the 'needs of the government and the society'; 

16.7% of them with the 'needs of the society only'; and 22.2% of them 

"ith the 'needs of the learner only'. 

However, as discussed in de~al on pages16-18' the advocates 

strongly believe that the rationale for using such a model is that 

it accomplishes the needs assessment and the importance of the subject 

mattersi the needs of the learner and that of the society. 

3.3. Usefulness of the Objective Centered Model 

The instructors were asked to point out to what extent the 

objective-centered model is useful in terms of its being applied in 

the development of the T.T.I. Amharic - syllabus. 

* Due to the fact that items 1, 14,15, and 20 have similar concepts, 

they are treated respectivel y and integratedly in this dissussion. 
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Table II Responses showing the extent to which the objective­

centered model is usefully applied in the Amharic syllabus. 

Respondents 
Alternatives count % 

To a great extent 2 11.1 

To some extent 10 55.6 

To a very little extent 5 27.8 

Not at all 1 5.6 

Total 18 100 ============================================= 

3.4. Ralionales For Using Objective-Centered Model 

The instruct0 r s were asked to give their rationale for using the 

objective-centered model. 

Table III Responses ind~cating the rationale for using the objective­

centered model. 

Respcndents 
Alt enatives count "6 

.. ~ 

Needs assessment and the subject-matte] 3 16.7 

Needs of the learner and the teacher 4 22.2 

Needs of the government and the societ) 4 , 22.2 

Needs of the society only. 3 16.7 

Needs of the learner only 4 22.2 

100 a ===IQt~1===-=------------------------ ____ 18 - ----------------------------=-=========== 

3.5. Processes in Planning and Developing a·.Syllabus. 

The process to be considered when planning and developing a 

syllabus is shown in Table IV below. 
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Table IV Percentages showing the primirary step in processing a 

syllabus. 

Alternative~ RespondEnts 
count % 

Needs assessment :- n 7)7) ~ 

Formulating objectives 6 33 .. 1l 

Selecting contents and 
Learning experiences 3 16.7 

Collecting material 3 16.7 

Total 18 100 0 
~==================================~========~== 

The respondents were further required to point out which principle 

should -tome first when planning and developing a syllabus. Hen~e, 

as it is indicated in Table IV above, there are considerable variation~ 

in the responses. That is, 33.3% of the respondents felt that needs 

assessment should come first, while the same number (33.3%) of them 

felt that formulating objectives should come first. 

On the other hand, 16.7 % of the respondents favoured that select-

ing contents and learning experienses should come first, while the 

same number (16.7%) of them favoured the selection of materials. 

As a result, such a great variation of responses, then, leads 

us to conclude that most of the T.T.I. Amharic instructors either 

are not clear about the principles of the model o~ are not convin~ed 

with its funitional contributions. Because, according to the advocates, 

the primary step in processing a syllabus is processing needs asse-

ssment (refer to chapter two, page .a~_),. 

The above discussion again leads us to the very premise of the 

problem of this study. In a real sense, the result of the discussion, 
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to a certain extent, tries to indicate that either most of the con w 

cerned professionals of the ICDR, including the T.T.I. Amharic instru­

ctors, are not adequately familiar with the practical principles 

of the objectiveMcentered model in general or they are not much 

concerned with or interested in its theoretical principles and its 

implementation. In fact, such a conclusion goes against the jdeal / 

theoretical consept of the model most professionals and the T.T.I. 

Amharic instructors have developed for a number of years. Whatsoever 

the ideal development of the concept is, it can be seen that the 

principles of such a model have not been fully and strictly practised/ 

applied in any part of the educational program, although reference 

to it is partially and indirectly made in some documents (see the 

Curriculum Guidance 1987:14-28). Nevetheless, most of the head official , 

(as seen in the discussion of the interview (See Appendix til:::L) seem 

to appreciate the importance of the principles of the Tyler Model, 

although such principles as previously mentioned, have not been deve-

loped, in the present curriculum or syllabus. They further reco­

mmend that the educational program at large should be revised and 

critically prepared on the basis of the Tyler Model for it fits to 

the Ethiopian situation better than the other models. 

On the question of the involvement of teachers in all aspects 

of syllabus development, Richards (1987:13) claims that time and money 

invested in new syllabus development may be wasted if teachers are 

not well acquainted with the existing educational prosess. Besides, 

it is of major importance that professionals and instructors should 

not only be clear about the process of a syllabus development but 

also must jointly follow up its continuous process. Correspondingly, 
1"\ 

professionals will hot be able to contr ibute significantly to the 
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syllabus development unless they continuously consult the concerned 

instructors and cooperatively work with them. It sbould not be sur-· 

prising for teachers to be called the corner· stone of the teaching­

letarning process in general, for they are practical agents of the 

teaching activity. If such a premise is not then strictly taken into 

consideration, the result will be of little value. This is because, 

from R~chards' (Ibid.) point of view, uncoordinated development of 

syllabus without consultation and imput from the consumers (class­

room teachers) may lead to the creation of inapplicable materials 

and syllabuses. 

Further, from Oliva's (67, 72) point of view, interchange among 

all participants is absolutely essential to intelligent and effective 

curriculum planning. Oliva further states that shared decision 

making, whether in respect to curriculum planning or other aspects 

of the educational program, makes for a more efficient and effective 

school. 

3.6. Stating Objectives 

The respondents were asked whether or not the objectives (e.g. 

general, instructional, behavioral) in the Amharic syllabus are stated 

in terms of student behavior only, or i~erms of integrating both 

the behavior of the trainee and the con~ent / subject-matter. The 

result of their responses are indicated in Table V. 

Table V Responses showing how the objectives in the Amharic 

syllabus are stated. 
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Statements of Objectives ResRondents 
-Yes Jjo ' 

coun :s ! (' ,.",.,., 41 

In terms of student behavior only 16 ~8.9 2 11.1 

In terms of integrating both student 

behavior and content 2 11.1 16 88.9 

_IQ1~1 _____________________________ =c ___________________________________ =~~==~QQ~Q==!§== *QQ~~ 

The distribution of percentages in Table V shows that, of the 

total respondents, the majority (88.9~) felt - that the objectives 

(whether general, instra~tional or behavioral) in the Amharic 

syllabus are stated in terms of student behavior, while 11.1% felt 

th~ the objectives in the Amharic syllabus are stated in a way they 

integrate the behavior of the trainee and the content. The advocates 

of the Tyler Model, however, believe that, since the fundamental 

purpose of education is to help students acquire new ways of think= 

ing, fllling, and acting, objectives should be defined clearly enough 
" 

to indicate what the educational program is intended to help, that 

is what kinds of behavior; what ways of thinking, feeling, or acting 

to develop; and with what content. Hence, any objective should be 

defined in terms of student behavior and content (Tyler; in Nunan, 

1989:63). Taba (199-200) also strongly claims that in order for 

objectives to serve their functions well, a statement of objectives 

should describe both the kind of behavior expected and the content 

or the conext to wr..ich that behavior applies. 

The word behavior here is meant actions and movements students 

can be observed when doing activities (Kibler, et -alo:Sl). In other 

words, it is meant certain activities students are expected to perform. 
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On the other hand, content is meant an area of consentration where 

the behavior of students has to be cultivated as a result of learning 

it. Therefore, behavior and content are an integrated part of the 

teaching-learning prosess. That is to say, according to the Tyler 

Model, objectives should not be stated only in terms of behavior nor 

only interms of content. 

Having this in mind however, as can be seen in Appendix ~~~ __ , 

none of the objectives of the Amharic syllabus is stated either iryterms 

of student behavior or inferms of intergrating both the student 

behavior and content. All the objectives in the syllabus are stated 

in terms of teacher's behavior. The objectives simply state what 

actions the teacher is going to take in the teaching· learning prosess. 

In fact, such a practice of stating objectives has been normally used 

throughout the educational system of the nation (Abebe Bekele, 1986: 

30 .. 42). 

However, Tyler (xited in Nunan: Ibid.) criticizes the specifica· 

tion of objectives in terms of what the teacher is to do on the grounds 

that the teacher's activity is not the altimate purpose of an educa-

tional program. As a result, they fail to specify the behavior which 

the student is expected to reflect. They also fail to specify the 

content to which the behavior of the student is performed. 

To sum up, the most useful and normal way of stating objectives 

is, as previously mentioned, to express them in terms which identify 

both the kind of behavior to be developed in the student and the content 

or area of life in which the behavior is to operate. 

3070 Statements of Objectives 

The instructors were asked whether the objectives (i.e., general, 

instructional, behavioral) in the T.T.I. Amharic syllabus are properly 
.. -. 
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Iable Vi Responses indicating whether or not the objectives in the 

Amharic syllabus are properly stated. 

Alternatives tespondents 
~al yes No 

count % counl % C ount % 
" 

General objectives 14 77.8 4 22.2 18 100 

Inttructional objectives 11 61.1 7 38.88 18 100 

Behavioral objectives 11 61.1 7 38.88 18 100 

In the above table, it is clearly indicated that the majority 

(77.8 %) of the respondents believed that the general objectives in 

the Amharic syllabus are properly stated; 61.1% felt that the inst-

ructional objectives are properly stated, while again 61.1% believed 

that the behavioral objectives are properly stated. Very few of the 

respondents did not feel that the objectives are properly stated. 

As discussed in the literature review, general objectives are 

very broad statements of education that are meant to give general 

directions to education universally throughout the concerned nation. 

On the other hand, general language objectives are general state-

ments of the intended outcomes of a language program, and represent 

what the syllbus designeTs ' b€l~Q.'li to be desirable and attaimab1e ,.. 

at the end of the program (Richards, 1990:3). 

In line with this, instructional objectives are general state­

ments of objectives tha~~ppropraite1y placed between the general and 

behavioral objectives. Unlike general objectives, they are stated in 

behavioral and rn~surable terms but as general statements. On the 
'" 

other hand, behavioral objectives are meant to be specific objectives 

c;: ' 1"" i· 
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designed to be ~ s tatements of outcomes in terms of observable beh-

avior expected of students after instruction. 

In general, from Richards' (1987:7) point of view, objectives 

define the ends that the syllabus is designed to bring about; that 

is, the changes in knowledge and ability that the syllabus is : 

expected to accomplish in learners. Hence, a language teaching pro-

gram that achieves its objectives can be considered successful to 

the degree that these objectives are valid. 

Moreover, a considerable number of educatior.s believe that 

education is purposeful, concerned with outcomes that are usually 

expre s sed at several different levels. In other words, objectives 

serve the crucial funLtion of guiding education and give evidence 

of the basic educational frame work within which the ideas of syllabus 

designers move and have their being. They are a directing force, 

enabl i ng both teacher and pupil to see the meaning of their efforts 

and to fort ify their endeavors with intelligence and foresight. 

Accord ing to the proponents of the Tyler Model, preparing objectives 

is the most important step in the entire educational program, 

for instructors must decide what to teach and the students must under-

stand what to learn and achieve. 

In general, the selection of appropriate objectives is usually 

based on the following factors: 

• 

what the students are able to do before beginning the unit; 

what the students should be able to do in subsequent ins­

tructional units and what they should be able to do after 

completing their education; and 

-the wat fable ins t )'UC t 'ona1 res ource s, inc1~diT>:g the in~ truc tQr' 5 

cap a b:i 1 it 1 ~ h'· i H " s -. .. ' t:· r ('I i b e r ; '- ~~ I ., 19 81 ' £ _ .. 
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Beaiing this in mind, however, when the majority of the res-

pondents believe that the objectives are properly stated, this then 

leads us to conclude that the instructors do not seem to be clear 

about the crucial characteristics and identifies of the objectives. 

Because, as can be seen in Appendix k ,all the statements of 
-'-'---

the objectives of the Amharic syllabus are not properly stated; they 

are too general and are not either measurable or observable. In 

a sense, the~ ~ are neither instructional nor behavioral objectives. 

Further, they are not stated in terms of student behavior; they are 

rather stated in terms of teacher's behavior. In fact, this may not 

be completely the fault of the instructors. As mentioned previously, 

there is no definite model, especially that of Tyler, with which the 

Curriculum Panel (including the inistructors) can be guided when pre­

paring the syllabus. 

For the instructors to be definite about the logical structure 

of objectives, there should be a clearly defined model as a guiding 

principle for the syllabus designers. Thus, the T.T.I. Amharic 

syllabus should be well prepared on the basis of such principles so 

that the objectives can be properly stated and prepared. 

In sum, objectives, when properly stated, can be useful, not 

only to guide the selection of structures, functions, notions, tasks, 

and so on, but also to provide a sharper focus for teachers, to give 

learners a clear idea of what they can expect from a language pro-

gram, to help, in developing means of assessment and evaluation etc. 

(Nunan, 1989:61). 

3.8. The three Domains and Emphasis on Objectives 

The instructors were asked to point out whether or not (a) the 

prop , . ~: statr i - ...... '! 
. J.:,\. 
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considered in a balanced way in the T.T.I. Amharic syllabus and 

(b) which domain is given due emphasis. 

Table VII Responses indicating if the three domains of educational 

a 

b 

objectives are (a) stated properly and (b) emphasised 

and considered well in the T.T.I Amharic syllabus. 

* Alternatives Respondents Total 
Yes Nn 
count % count % coun % 

Educational domains (Le. , 

cognitive affective and 

psychomoto r ) 2 11.1 16 88.3 18 100 

cognitive 16 88.9 2 11.1 18 100 

Affective a a 18 100 18 190 

Psychomotor 2 11.1 - 16 88.9 18 100 

As can be seen in the above table, under alternative a, the 

majority (88.9 %) of the respondents felt that the three domains of 

educational objectives (i.e., cognitive, affective and psychomotor) 

are not either properly stated or considered in a balanced way in 

the T.T.I. Amharic syllabus. Correspondingly, as again - can be 

seen in the same table, under alternative b, the majority (88.9%) 

of the respondents asserted that, among the three domains, the cogni­

tive one is given due emphasis in the Amharic syllabus, while 11.1% 

of them felt that the psychomotor is given more emphasis. 

Before analysing the responses, it seems advisable to examine 

the extent to which th~ , three educational domains are helpful for 

processing the desired learning outcomes in particular and the 

* C. r r t ey h a simila .!. L_ '1Cep . ern . - tel to-
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syllabus development in general. Furthermore, it has been asserted , 
that the proper classification of the three domanins allows for 

greater ease and clarity in identifying a wide variety of specific 

and general learning outcome that may be relevant for educational 

planning and development at large. 

On the other hand, in order for the teaching-learning process 

to be effective, educational objectives should be properly specified 

on the basis of the hierarchieal classifications of the three domains. 

Besides, the classification of objectives according to behavioral 

taxomomies provides 
n 

a general overview of the kids and types of 
~ 

learning outcomes that are desired for a particular unit of instr-

uction. In line with this, behavioral taxonomies serve to guide 

the objective writer in specifying the appropraite type /level and 

variety of behaviors desired for given units of instruction (Kibler, 

et al.: 111). 

However, due to the fact that student achievement in the affec-

tive domain is difficult and sometimes impossible to assess, as 

pointed out by Oliva (454), it is not surprising thatthe majority 

of objectives in any schooling system are related to the cognitive 

domain. This is because the cognitive domain categorizes the types 

of learning outcomes that are treated at all levels of the educa-

tional system. It is also classified in a behavioral fashion from 

the lowest to the highest, while it is difficult to determine a 

hierarchical order of the affective behavior (Oliva: 386). 

In conclusion the majority (88.9%) of the respondents asserted 

that the three domains are not either properly stated or considered 

in a balanced way in the syllabus. The criteria for evaluating the 
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Amharic syllabus also pointed out the same result. Besides, when 

the majority (88.9%) of the respondents claimed that the cognitive 

domain is given due enphasis, this is not out of the reality; in that 

all the objectives of the syllabus generally reflect cognitive domain 

(See Appendix __ ~k~_). However, it is a ',questionable for the resea-

rcher has a reslvation of whether the instructors are still clear 
~ 

with the identical characteristics of the domains in general and 

that of the cognitive in particular. 

3.9. On Levels of the Cognitive Domdin 

Associated with the above, the researcher tried to find out what 

level of the cognitive domain is most frequently used. 

Table VIII Responses indicating the extent of use of the 

cognitive domain by instructors. 

Alternatives ResEondents 
count % 

Low - -
Low=Middle 10 55.6 

Middle 2 11.1 

High 6 33.3 . 

=I~~g!======== ===1~===== ==!QQ===== 

As can be read from Table VIII above, the majority (55.6%) of 

the respondents witnessed that they are most familiar with the low­

middle level of the cognitive domain, while 33.3% of them are most 

familiar with the high level of the cognitive domain. Further, while 

11.1% of them felt that they are familiar with the middle level of 
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the congitive domain, none of them felt that they are familiar with 

the low level of the cognitive domain. 

In principle, however, the advocates of the Tyler Model reco­

mmend that all levels (i.e., from the lowest to the highest) of the 

domains should be applied hierarchically when stating educational 

objectives. They further believe that it is of vital importance for 

instructors to specify instructional objectives for learning outcomes 

at all levels of difficulty. On the other hand, the opponents of 

the Tyler Model tend to go for the lower-level behaviors. This is 

because they beleve that oversimplication of objectives results in 

trivial learner outcomes (Kibler, et al.:85). On the contrary, 

however , common sense, practical experience and considerable research 

suggest that learners are able to master higher level skills only 

when they have mastered the prerequisite capabilities at a lower­

lovel (Gange; cited in Kibler, et al.: 113). 

Therefore, arranged in a hierarchical fashion, domains can 

serve to stimulate instructors to take their learners from the lower 

to the higher and more enduring levels of learning in each domain 

It is also reasonable for the instructors to begin instruction at 

the lower level behavior (e.g. knowledge, comprehension) and gradually 

work up to the higher-level behavior (e.g. synthesis) Oliva: 390). 

When the majority (55.6$) of the respondents claimed to mostly 

use low-middle level of the domains, it is clear that neither the 

three taxonomies nor the objectives of the Amharic syllabus(i.e., 

instractional, behavioral) are stated clearly in the syllabus. 
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Even the results of the evaluative criteria have shown that none of 

the hierarchical levels of the domain is expressed in the syllabus. 

Besides, the neglect of the lower level of the domain by the respon-

dents does not seem reasonable and this can be seen in the sample 

of a lesson plan (see Appendix L ). In the lesson plan, all ----
the objectives are stated at the lower level. No objective is stated 

in the low-high level. That is why the researcher is doubtful 

whether the instructors are adequately familiar with the lowMhigh 

levels of the cognitive domain. 

3.10 Reference and lor Performance of Different Activities 

Table IX Summary of the results that indicate if the following 

activities are referred to andlor performed in the pro-

cess of setting the general objectives of the Amharic 

sy llabus for the T.T.I's. 

Altenatives Respondents 
yes No T"otal 

count % count % count 

Research-documents about primary 7 38.9 11 61.1 18 teachers 

Official documents about the 13 72.2 5 27.8 18 primary education 

Ducuments related to the culture, 
taboo etc.~ of the society 5 27.8 13 72.2 18 

Documents related to the child 
in learning Amharic 11 61.1 7 38.9 18 

Documents related to the 
language skills 15 ~3.3 3 116.7 18 

% 

100 

100 

100 

100 

100 

The above table clearly shows the variation in the responses. 

The respondents were asked if research-documents revealed a consi~ 

deration of the problems, practices and prospects of primary school 
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Amharic teachers when setting the general objectives of the Amharic 

syllabus for the T.T.I's, 39.9% felt that they did while 61.1% did 

not feel. further 72.2% of the respondents felt that official dou-

ments properly consider the general-direction of primary education 

on the basis of the government's educational policy. On the other 

hand, the respondents were asked if primary education decuments 

reflected the culture, religion and taboo of the society when the 

general objectives were set. However, the majority (72.2%}of them 

did not agree with such considerations. 

loreover, asked if documents related to the problems of the 

Ethiopian school child in learning the Amharic language or literature 

are taken into consideration, 61.1% felt that they are. With regard 

to the documents or literature related to the basic language skills 

(i.e., listening, speaking, reading and writing), a considerable 

number (83.3%) of the respondents believed that they are considered. 

In the first place, it is true that, before setting objectives, 

according to the principles of the Tyler Model, data should be gathered 

from a variety of sources, such as the needs of the learner and the 

society, including the existing nature of the local community and 

the subject-matter. Thus, it is clear that the issues mentioned above 

indicate some of the data sources that have to be properly considered. 

From the respondents point of view, most of the questions are consi-

dered properly when processing the general objectives. In real terms, 
, 

however, the historical background af the Amharic syllabus for the 

T.T.I's seems to indicate the contrary. In fact, most of the issues 

are not at all considered in the prosess of setting the general obj-

ectives of the T.T.I. Amharic syllabus. 
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In this connection, the head of the Curriculum Panel and most 

of the T.T.I. principals, when interviewed, claimed that the present 

Amharic syllabus for the T.T.I's was prepared by T.T.I. Amharic 

instructors, whose minor was Amharic within two weeks without any 
eE·C.) 

preparations, during the early period of the 197$~revolution and 

has not been revised or modified since. 

In sum, the above discussion tries to point out that, eventhough 

the majority of the responses favoured the consideration of most of 

the issues when setting the objectives, this should not be completely 

taken for granted. 

3.11. Emphasis Given to Various Elements 

The instructors were asked which of the skills and targets are 

given due importance and the results are treated in Table X, below. 

Table X. Summary of the results that indicate which targets/skills 

are given due emphasis in setting the objectives. 

Alternatives Respond~nts Total 
Yes No 

count % count % count % 

Communicative competence 7 38.9 11 61.1 18 100 
, 

Lingui s tic competence 12 66. 7 6 33.3 18 100 

Literature-fictions, non .. 
fictions etc. 12 66.7 6 33.3 18 100 

Language skills 17 94.4 1 5.6 18 100 

Methodological aspects of 
language 11 61.1 7 38.9 18 100 

Philosophical aspects of langaag' 13 72.2 5 27.8 18 100 

Langua2:e Dolicy of the Q:overnment 6 33 3 12 66 7 18 100 
Social and cultural elements 3 16.7 15 83.3 18 100 

, 
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As the table shows, 61.1% of the respondents felt that communi­

cative competence (the dbility to use language in various situation) 

is not given due importance. On the other hand, 66.7% of them beli­

eved that ~inguistic competence ( the obility to analyse gramatical 

rules and structures) and literature (fictions, non-fictions, peoms, 

etc.) are given due emphasis, whereas 94.4% felt that language skills 

(listening, speaking, reading and writing) are given importance. 

In addition, 61.1% maintained that methodological aspects of language 

are emphasised, while 72.2% of them felt that philosophical aspects 

of the language are given due importance. 

On the other hand, 66.7% and 83.3% of the respondents respect­

ively believed that language policy of the government and social and 

cultural elements prevailing in the day-today life of the traine 

and lor primary school Amharic teachers are not given due emphasis. 

It is axiomatic that a language syllabus should focus on all of 

the above targets, although the degree of emphasis on each varies 

according to the desited objectives. These and other skills and 

targets should be properly considered when designing a language 

syllabus. As pointed out in Chapter Two (page ~) a language syll­

abus encompasses many elements such as facts, principles, laws, con­

cepts, and so on. If such elements are not considered and lor are 

too general-lacking in details essential for course planning at the 

local level, lack of ,~esiveness in material development will result 

in the evaluation used within the system (Dubin and Olshtain:28). 

When a syllabus adequately considers all the required aspects, it 

becomes a useful starting point in surveying the existing situation. 

Having this in mind, the majority of the responses indicated 

that most of the elements (listed in the table) are considered. An 
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initial inspection of the syllabus by means of the criteria for 

evaluating the Amharic syllabus for the T.T.I's, however, reveals 

that the document fails to supply the necessary imforamtion (See 

Appendix:r ), Thus, most of the issues are neither considered 

nor explicit~y structured in the syllabus. Even the head official 

of the Curriculum Panel, when interviewed, claimed that most of the 

contents of the Amharic syllabus focus on the meaning and charact­

eristics of language in general and that of the Amharic language 

in particular. In other words the co.mmunicative aspects of Amharic 

language are not clearly consideredsoas to make the syllabus properly 

documented. 

3.12. Effectiveness of the Amharic Syllabus and Availability 

of S6otpp1ementary Materials 

In items 18 and 19 of the questionnaire, the instructors were 

asked whether the T. T. I. Amharic syllabus 'is effective enough to 

produce teachers with the required knowledge, abilities and skills 

to teach in the primary schools and whether there are supplementary 

materials along with the syllabus. 

Table XI Responses indicating the effectiveness of the Amharic 

syllabus and the avalaibility of supplementary materials. 

Alternatives Resj)ondent_s Total 
Les , . .iV-" 
count !!: 0 count % count % 

-""'ITem 18 12 66.7 6 33.3 18 100 

Item 19 6 33.3 12 66.7 18 100 

The findings indicate that, 66.7% of the respondents felt that 

the Amharic syllabus is effective enough to produce primary teachers 
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with the necessary requirements mentioned above. On the other hand, 

66.7% of the respondents believed that there is a lack of supple-

mentary materials as indicated in Item 19. 

However taking into account that the Amharic syllabus was pre­

pared in a short period of time and a rash (where~here were 

probably no well-trained manpower, well documented materials, curr­

iculum experts, etc.), one should not expect its effectiveness. In 

the course of time, however, it should have been properly evaluated 

and revised. In other words, in order to produce qualified and 

effective teachers, the syllabus should primarily be effectively 

and properly prepared, continuously evaluated and improved. This 

is because, the efficiency of a language teaching program depends 

upon hOUl well the phases of syllabus development have been carried 

out (Richards, 1990:6). 

/: 
Further, teachers'quafications should also be considered as one 

~ 
ni 

of the determing factors of determining the societal educational 
1 \ 

system. In this connection, Kelly (1982:13) claims that the quality 

of the teaching staff is probably the most determinant of education 

and standard at all levels. 

We are living in a period of a rapid and continuing change which 

needs well qualified teachers particularly at the primary level so 

that they can play a crucial role in changing the present condi-

tions of the society. For this to happen, a well-developed sylla-

buse is absolutely essential. 

bt 
Neve~heless, the Amharic syllabus does not seem to well-planned 

~ ~ 

and well-prepared. It lacks many elements in accordance with the 
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principles of syllabus design. This was emphatically stated by 

principals of the T.T.I's and most of the head officials of Curri-

culum Panel, ICDR etc. during the interview. 

Finally, it seems that there is a conrradiction, in that, on 

one hand, the majority (66.7%) of the respondents felt that the sylla-

bus is effective enough to produce primary teachers, while on the 

other, 66.7% thought that there are no supplementary materials. 

3.13 Principles of Content Selection. 

The instructors were asked what principles should syllabus desi-

gners follow when selecting contents in processing and developing 

a syllabus. 

Table XII Summary of the results that indicate the principles 

on which content selection should be made. 

Atternatives Respondents 
count % 

S ~ gnificance/relevance 5 27.8 

~ope and breadth - -
Appropraiteness to needs and interests 
of the learners 2 11.1 

Easiness/Learnability -- -
All of the above i1.1 61.1 

=I~tg!==~===============================.==~~====: ~QQ======= 

In the above table, the variations of the responses are clear. 

The majority (61.1%) of the respondents agreed that all of the alter-

natives were important when selecting contents and learning experi­

ences, while 27.8% favoured that the content's significance/ 

relevance was important. The appropraiteness to needs and interests 
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of the learners (the third alternative) is supported by 11.1% of the 

respondents, while none thought that scope and breadth (the second 

alternative) and the fourth alternative (easiness/learnability) were 

of any importance. ~ 

In the first place, it should be clear that the purpose of 

selecting contents and learning experiences is in order to understand 

their nature, their relationships and differences so as to be able 

to select and include the relevant ones and exclude irrelevant ones. 

Hence, it is of vital importance that the contents of a language 

should be selected in relation to several themes which include among 

others the necessary subject-matter, on the basis of the needs and 

wishes of the learners as well as of their significance to the 

society. Further, they must fulfil the criteria of appropraiteness 

and learnability in terms of learner's age, attitude, ability and 

grade level, etc. 

In addition to such principles, scope and depth of the contents 

are among the considerations in selecting contents. This is because, 

the content of any course or grade level, identified as topics, 

learning experiences, activities, etc. constitutes the scope or the 

breadth of a syllabus (Tyler; in Oliva: 493). Consequently, scope 

represents the latitudinal axis for selecting educational experiences, 

while depth deals with a deep understanding of the content and ideas 

used (Ibid.). 

In general, though the number of the responses varies; it is 

only three principles that are favoured by the respondents. That 

all the T.T.Io Amharic instructors do not have the same positions 

is indicative that the instructors are unclear about the principles 

of selcting contents. 
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3.14. Purpose of Selcting Contents 

Associated with the above, the researcher tried to find out the 

identified purpose of selecting contents and learning experiences. 

Table XIII Results indicating the purpose of selecting contrents 

and learning experiences. 

Alternatives Respondents 

Count % 

To lead to the achievement of the 
objectives 11 61.1 

To maintain the learners' interst only - ... 

To maintain the interest of the learner 
and the teacher 4 22.2 

To maintain the quality of the subject _ 3 16.7 

F=I2~gl====================================1§======1QQ======= 

As can be seen in the table, 61.1% of the respondents pointed 

out that the purpose of selecting the contents and learning experi­

ences was to lead to the achievement of the objectives, where.l'tas 

22.2% and 16.7% of the respondents favoured the third and the fourth 

alternatives respoctively. 

In this connection, many curriculum authors believe that sele­

cting contents with accompanying learning experiences is one of the 

main decisions in curriculum making because ., it provides the means 

for achieving the desired objectives. Hence, it is essential that 

the contents and learning experiences should enable the learner to 

attaim the inte~ded learning outcomes. 

However, the results show that while the majority of the respon" 

dents felt that the selection of contents and learning experiences 
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should be based on the achievement of the objectives, a certain 

number did not ~~ think so. Such a variation of responses then 

indicates again that the main purpose of selecting contents and 

learning experiences is not clear to some of the respondents. 

3.15. Principles of Content Organization 

The results of how the contents of the Amharic syllabus for 

the T.T.I's wef~ organized are indicated in the table below. (This 

table includes the four items -23, 24,25,26 and 28). 

Table XIV Summary of the responses indicating how the contents 

of the Amharic syllabus for the T.T.I's are organized. 

Content Respon ents Non-res 
Total} 4i ponden't$ 

organization 3 2 1 , 

Count % count % count % coun % ~ount % COtmt %' I 

Horizontal - .. 10 55.6 3 16.7 2 11.1 3 16.7 18 100 

Siquence - - 6 33 3 8 44.4 - - 4 2 __ 2 18 100 

Vertical 1 5 __ 6 6 33 .. 3 9 50 .. - 2 11.1 18 laO 

Integration - - '.12 66.7 1 5.6 3 16.7 2 11.1 18 100j 

Continuity 1 5.6 8 44.4 5 27 .8 1 5.6 3 16.7 18 1001 

As can be seen in the above table, in general, the majority of 
the respondents believed that the principles of content organization 
(horizontal, sequence, vertical, integration and continuity) are consi~, 

de red when organizing the Amharic syllabus for the T.T.I's. However, 

when seen in separation, the views of the respondents vary. 55.6% 

of them felt that a horizontal relationship is made explirit while 

16.7% of them have no idea; 44.4% of the respondents disagreed that 

the principles of ~e~{t is taken into account, while 33.3% of them 

* The figures, 4,3,2, and 1 respresent strongly agreement, agreement, 

disagreement and strongly disagreement respectively. 



-105-

agreed with its consideration and 22.2% of them had no opinion. 

50% of the respondents showed disagreement that a vertical relationship 

is not made explicit~ while 33.3% of them agreed that it is made exp-

licit and 11.1% of them had no response. Consequently, 66.7% of 

the respondents agreed that the principle of integration is taken 

into consideration, while 16.7%. of them disagree~'- and 11.1% of 

them did not respond; and 44.4% of the respondents agreed that the 

principle of contanuity is considered, while 27.8% of them dis­

agreed with its consideration and 16.7% of them had no opinion. 

In sum, according to the majority of the respondents, among the 

principles of content organization, three of them (i.e. horizontal, 

continuity) are taken into consideration when organ-

~ ~~g experiences. 

It shoulc he then borne in ;mind that. when organizing the contents 

and learning exper7 eno's , t e princ.ip: BS have be considered pro-

perly, according to the ad ocates of the. n.el. Furth • although, 

these pri ciple-:. ~:-c firmly iTttegrated., {'-~ch ne of the? is expected 

to play i 1:.s r: ro Ie i'Ci th€ procs::'.ss i..'lf ,c.Q~rt.en t c rgani z ation. 

In t11e opinior of the ins tructOl'S concerning evaluative criteria 

for the. I 1 h.aric syllabus for th.e T. T. I \ s, the principles are con .. 

~ ---sidered in the content ion of the Amharic syllabus. Haw-

ever, they did that they were explicit~y and proporly 

the instructors could be clearly guided by them. 

Time Coverage of the Content of the Amharic Syllabus 

The instructors were asked whether or not the time given for 

the coverage of the units/sub-units/ and topics in the Amharic syllab s 

is sufficient. 

i 
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Table XV Responses on the the time given to the coverage of the 

units/sub-units/ and topics in the Amharic syllabus. 

Alternatives RespondefJts 

count % 

More than enou2:h 2 11.1 

Enough 9 50 

Not enough 7 38.9 

=====Ig~g~===============~§====== ==~QQ==== 

The results show that 50% of the respondents agreed that the 

coverage of the units/sub-units/ and topics in the Amharic syllabus 

was enough, whereas 38.9% of them felt otherwise. Only 11.1% of 

them felt that it is more than enough. 

In fact, time for covering the syllabus depends on many factors, 

such as the way the instructors present the lessons, the scope and 

depth of the contents, their experien~s, needs, interests, etc. 

and the abilities, interests and attitudes that the students show 

when attending the class. The existing T.T.I. program is limited 

to one academic year of almost 7 months or about 200 days. The-

0retically the time given for the coverage of the contents of the 

syllabus seems enough. The question, however, is whether or not \ 

such a one year program is sufficient to produse qualified and 

effective primary school teachers. 

Most educationists believe, as an article of faith in almost 

every country, that teachers should receive the maximum quality of 

full-time education the economy can afford. Further, time avai­

lable for the coverage of the contents of a language is a key 

factor and easily l:>~ de "L e rnd. ted, sjnce any planning takes into acco-

unt the availahle .. 1.. lrs Tee ". e k I : s hool ar, and 
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even years for the course. The objectives and the ways in which 

they can be achieved are always dependent on the amount of time 

available and how it is distributed (Dubin and Olshtain:32). 

In this regard, most of the head officials and all the T.T.I. 

principals stressed the point that the existing syllabus should be 

improved and properly planned and suggested that the one year training 

program should be extended to at least two years in order to produce 

relatively qualified and effective teachers. 

3.17 Participation in Prosessing a Syllabus 

The instructors were asked whether they have ever pAiticipated 

in any workshop concerning the Amharic syllabus for the T.T.I's. 

Table XVI Responses indicating participation of instructors in 

seminars or conference on planning, developing and 

prosessing a syllabus. 

---
Alternative Res~ondents 

count % 

Yes 13 72 2 

No !i 27.8 

====Ig~%1============== ==~~======!QQ==== 
The results show that the majority (72.2%) of the respondents 

claimed to have participated in workshops on the Amharic syllabus 

for the T.T.I's, while 27.8% of them claimed they did not. 

During the interviews, it surfaced that during the past 18 years) 

2 workshops of two weeks duration each were organized concerning 

the Amharic syllabus for the T.T.I's. Further, the T.T.I. principals 
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claimed that they had never participated in those workshops. Besides, 

they I~orted that no other language experts ever participated except 

the T.T.I. Amharic instructors, whose minor subject was Amharic. As 

discussed ealier in the literature review, however, syllabus deve­

lopment needs an intensive and continuous effort. Among the cons­

tituent groups (i.e., syllabus designers, subject specialists, 

teachers, etc.), the principals are important bodies in prosessing 

syllabus development. Further, Oliva (108) claims that syllabus 

development is doomed to failure without the support of the principal. 

This is because it is the principal who controles the teaching-learn- ­

ing prosess in general and the assessment of teachers' performance 

in particular. Unruh (in Oliva:llO) also states the same point: 

According to several studi~s, the principal is a key in creating 

constructive suggestions in curriculum development, a learning cli­

mate in the school, and growth in student achievement. Principals 

have a considerable power to influence curriculum development. 

The fact is that, whether principals playa direct role or not, 

their participation in workshop, seminar, etc. is always keenly 

felt by many educators. 
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8.18. The Criteria for Evaluating the T.T.I. Amharic Syllabus 

Btsides questionnaires and interviews, another method used in 

this study for obtaining relevant information about the devel-

opmental process of the Amharic syllabus was the evaluating cri-

teria (See Appendix~). 

The purpose of establishing such evaluating criteria was to 

ascertain whether or not the Amharic syllabus for the T.T.I's 

is proporly planned and developed. Thus, it was supposed that 

if all or most of the responses produced positive results (the 

Yes results), then it would be taken to mean that the syllabus 

is, relatively speaking, properly planned and developed~ and if 

on the other hand, all or most of the responses produced negative 

results (the No results), it would be suggested that the svllabus 

lacks proper planning and development. 

Hence, a list of evaluating criteria was prepared in such a 

way that the answers would be given by putting a mark(X) on the 

spaces provided (under Yes and No). In order to accomplish this, 

* then, this researcher and one other person were involved in 

assessing the syllabus on the basis of the said criteria. Table 

XVII below is a summary of the two assessments, calculated sepa-

rately ~d the average and total scores of the two individuals 

is also given 

* This person is an Amharic instructor in 

has been teaching Amharic for 1; years. 

TTt 
azarate and he 

~ 
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Table XVII A summary of assessments of the Amharic syllabus 

on the basis of the evaluating criteria. 

* * Alternatives X Y Average Total 

36 items Yes r 0 Yes No Yes N( 

(See Appe .. 
ndix :r) Coun % Coun % COllll % Coun % Count % Count % Count % 

10 27.8 26 72.2 14 38.9 22 61.1 12 33.3 24 66.7 36 100 

As indicated in Table XVII, 72.22% and 61.1% of the responses of 

both assessors (X and Y) respectively pointed out that the Amharic syllabus 

does not meet most of the elements of the evaluative criteria, while 

27.8% and 38.9% of the responses of both respondents respectively pointed 

out that it does. 

Taken together, 66.7% of the average of the respondents of both 

assessors (X and Y) clearly indicated that the Amharic syllabuss for 

the T.T.IJS does not fulfil a large portion of the evaluating criteria. 

This means then that the syllabus does not seem to be properly planned 

and developed as only 33.3% of the criteria were thought to have been 

meet, according to the two assessors. 

In principle, for a language syllabus to be effective it should 

have satisfied at least most of the evaluating criteria. Unforfunately, 

however 7 the results show the contrary. Therefore, from the results 

of the responses of both assessors (X and Y) and from the data analyses 

discussed, one can safely conclude that the Amharic syllabus for the 

T.T.I's is not properly planned and structured and is unlikely to 

produce effective and well qualified primary teachers. 

* X = The Researcher as assessor 
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CHAPTER FOUR 

SUMMARY, CONCLUSION AND RECOMMENDATION 

The intention of the researcher in this study was to find 

out if the Amharic syllabus for the T.T.I's is properly planned 

and developed on the basis of the Tyler Model. Further, it was 

his intention to find out whether the concerned personnel (ie., 

the T.T.I. Amharic instructors, the head officia~of the eurriculum 

Panel, ICDR and DTE) are adequately informed about the Tyler 

1odel. 

In this chapter, the major findings of the study are summarized 

in section one. Under the conclusion part, the final results of 

the basic questions are summarized. In the third section, suggested 

solutions for the improvement of the Amharic syllabus are given. 

4.1. Summary of the Findings 

The major findings of the analytical discussion on the data 

gathered through different methods are presented as follows. 

1. In the first place, the majority (55.6%) of the respondents 

claimed that the eurriculum Developers of the ICDR follow 

a definite model when planning and developing the T.T.I. 

Amharic syllabus and further claimed that the model resem~les 

the objectivewcentered model, while 38.9% of them did not. 

On the other hand, it was pointed out that all the concerned 

professionals of the ICDR did not take the same position on 

the e~istence of the model, while the heads of the Curriculum 

Panel, ICDR and DTE claimed during the interviews that there 

is no any definite model in the whole educational system 

of the nation. 
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2. When asked about the : Msefulness of the model, the majority 

(SS.6 %} of the respondents agreed that it is to some extent 

useful for the development of the T.T.I. Amharic syllabus. 

In addition, most of the head afficials of the concerned 

departments (i.e., ICDR, DTE, etc.) believed that it is 

advisable to apply this model throughout the educational 

system of the nation for the reason that it encompasses all 

the necessary principles of processing educational programs 

at large. 

3. With regard to the rationale for using the Tyler Model, an 

almost comparable number (16.7%, 22.2%, 22.2%, 16.7% and 

22.2 %) of the respondents agreed with all the alternatives, 

i~e., needs assessment and the importance of the subject­

matter, needs of the learner and the teacher, needs of the 

government and the society, needs of the society only, and 

needs of the learner only, respectively. There was no signi­

fic ant di ff erence among the views of the respondents. In a 

real sense, however, the rationale for using the Tyler Model 

is needs assessment and the importance of the subject-matter. 

4. Although, from the advocates point of view, the primary ~ationale 

for processing a syllabus is needs assessment, 33.3%, 33.3%, 

16.7 % and 16. 7% of the respondents respectively f : elt that 
~ 

needs assessment, for mulating objectives, selecting con-

tents and learning experiences, and collecting material 

should take primary. 

S. Concerning statements of objectives, the majority (88 0 9%) 

of the respondents reported that the objectives in the Amharic 
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syllabus are stated i~terms of student behavior only, while 

11.1% felt that they are stated by integrating both the beha-

vior of the trainee and the content. 

In connection with this, the majority (78.8%) of the res­

pondents belived that the general objectives in the Amharic 

syllabus are properly stated, 61.1% felt that the instruc-

tional objectives are properly stated, while again 61.1% 

believed that the behavioral objectives are properly stated. 

6. In the case of the educational domains of the Amharic syllabus, 

(i.e., congnitive, affective, psychomotor), a considerable 

number (88.9%) of the respondents believed that the three 

domains of educational objectives are neither properly stated 

nor considered in a balanced way. Even the criteria for evalu­

ating the syllabus indicated that these domains are not 

considered except that the cog~itive domain is emphasised at 

high level only. On the other hand, the majority t88.9%) 

of the respondents claimed that among the three domains, the 

cognitive one is given due emphasis in the Amharic Syllabus. 

7. With regard to reference and lor performance of different 

activities, 72.2%, 61.1~ and 83.3% of the respondents main­

tained that official documents, documents related to the 

Ethiopian child, and documents related to the language res w 

pectively are given due consideration when setting the obje-

ctives, while 27.8%, 38.9% and 16.7% of them respectively 

did not. On the other hand, 38.9% and 27.8% of the respon­

dents respectively felt that research documents about pri· , 

mary teachers and documents related to the culture, taboo, 

etc., of the society are considered, while 61.1% and 72.2t 
of them did not feel so. ( 

\ 
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8. Associated with the abovei 66.7%, 66.7%, 94.4%,61.1% and 

72.2% of the respondents respectively held that the various 

elements (i.e., linguistic competence, literature, language 

skills, methodological aspects and philosophical aspects) 

were given importance when developing the Amharic syllabus, 

while 33.3% , ·33.3%, 5.6%, 38.9% and 27.8% of them respec­

tively felt otherwise. Further, 38.9%, 33.3% and 16.7% of 

the respondents respectively maintained that the other issues 

(i.e., communicative competence, language policy and social 

and cultural elements)were emphasised, while 61.1%, 66.7% 

and 83.3% of them did not. 

In connection with the same issue, the criteria for evaluat­

ing the syllabus indicated that most of the components are neither 

considered nor explicitJy structured in the syllabus. Even the 

head of the Curriculum Panel claimed that the syllabus lacks most 

of the required elements. 

9. Consequently, while 66.7 % of the respondents felt that the 

Amharic syllabus is designed in an effective manner to~roduce 

primary teachers equipped with the necessary requirements, 

66.7% of them believed that there is a lack of supplementary 

materials. On the other hand, the principals of the T.T.I's 

and most of the head officials of the Curriculum Panel, ICDR, 

etc. claimed during the interviews that the Amharic syllabus 

lacks many elements essential for and pertaining to the 

principles of syllabus design. 

10. In line with the above, 61 0 1% of the respondents felt that 

the principles (i.e., significance, scope and breadth, appro-
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praiteness to needs and interests of the learners, etc.) 

should be considered when selecting contents, while 27.8% 

and 11.1% of them favoured only significance and appropra-

iteness to the needs and interests of the learners resp-

ective1y. 

11. Further, 61.1% of the respondents believed that the achieve­

ment of the objectives should be the purpose of content 

selection. On the contrary, 22.2% and 16.7% of the respon-

dents pointed out that the objective of content selection 

ought to be the maintenence of the interests of the learner 

and the teacher and those of the subject-matter respectively. 

12. Moreover, 55.6%)33.3%, 33.3%, 66.7% and 44.4% of the respon­

dents agreed respectively that the principles behind cont-

ent organization (i.e., horizontal, sequential, vertical, 

integration and continuity) were considered,. On the contrary, 

16.7 %)44.4%, 50%, 5.6% and 27.8% of the respondents respec-

tive1y disagreed with the consideration of the principles. 

On the other hand, 16.7%, 22.2%, 11.1%, 11.1% and 16.7% of 

them did not respectively respond. 

13. In response to the question of time dilration for the coverage 

of the contents of the Amharic syllabus, 50% felt that it 

is sufficient, while 38.9% of them did not feel so. In agree-

ment with this last statement, most of the head officials and 

all the T.T.I. principals claimed that the time coverage is 

not enough. 

140 Finally, ··. the instructors were asked if they had ever parti­

cipated in any workshop concerning the Amharic syllabus. 72.2% 

of them reported they had, while 27.8% of them claimed they 
had not. The principe Is also reported when interviewed that 

) d 

.~' ~y h .'\1. t P~ Lt: j C jr. ,:C=J: .:. 
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4.2. CONCLUSION 

The main purpose of the study was to answer the basic problems 

previously mentioned in chapters one and three. After gathering the 

necessary data, analysing and discussing them the following major 

conclusions can be drawn; 

First and foremost, it should be noted that a considerable 

number of educators believe that change and improvement are both 

necessary and decisive, for it is through change and improvement 

that educational program grow and develop. There is no doubt that 

any educational system needs to undergo a continous change, impro­

vement and evaluation. If this is not put into practice, then, the 

teaching-learning process is bound to be ineffective. 

In l i ne with the above point, the need for a language syllabus 

in general is clearly discussed in chapter two, pages 57-59. As 

can be recalled from the earlier discussion, however, it can gene-

rally be concluded that the Amharic syllabus for the T.T.I's is not 

properly planned, well structured and developed. It can also be 

concluded that neither any change nor improvement has been made upon 

it since it was originally designed. Such a colclusion, in fact, is 

based on the various views of the respondents - in that most respon-

dents did not agree with one response in alsmost all of the items 

i n the questionnaire. Besides, most of the head officials of the 

ICDR, DTE, etc. and all of the principals of the T.T.I's reflected 

the same views when interviewed. The results of the eriteria for 

evalualing the syllabus also indicated that most of the elements 

(that are necessary for processjng a language syllabus) are not 

given due importance. 
In addition, most of the T.T.I. Amharic instructors and most 

,J, 1"" '" :~ ',." ... ssionc.: s () L" the l (:D~ (inc ' c. , g 
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ICDR, DTE, and the Curriculum Panel) do not seem to be of 

the existence of the Tyler Model and this implies that most of them, 

particularly the T.T.I. Amharic instructors ane unclear about the 

theoretical principles and practical activities of the model, 

Further, most of them (i.e" the Amharic instructors at the T.T.I's) 

do not seem to have the proper orientation about the objective 

formulation, content selection, content organization and evaluation 

of the model in general. This clearly implies that the instructors 

are not in a position to particularly apply such principles effec­

tively and efficiently, although most of them and almost all of 

the head officials did not deny the theoretical usefulness of the 

model. 

Moreover, it has become apparent that the concerned depart­

ments (ICDR and DTE) do not have an ami~able and positive relation­

ship that could enable them to work cooperatively and this undoub­

tedly has a negative impact on the developmental process of the 

syllabus. 

4.3. Recommendations 

It is heped that the findings of this study will help solve 

a certain portion of the problem the existing T.T.I. Amharic syllabYs 

is facing. Hence, on the basis of the major findings of the dis­

cussion and the conclusive points, the following recommendations 

are made. 

1. In the first place, it seems of crucial importance to note that 

the Tyler Model should be clearly introduced in the education 

system of the nation at large so that any syllabus(including 

the T.T.I. Amharic syllabus) can be properly p1aBned and deve-
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loped on the basis of the basic principles of the model. The 

researcher- feels that this model, if properly utilised, fits 

the present situation of the country (where there is a lack 

of well-trained man-power, teaching facilities, etc.), for 

it encompasses all the necessary guiding principles for enhan­

cing the teaching-learning process as a whole. 

Such a decision, however, depends on the firm belief and 

conviction of the concerned bodies, (i.e., education policy 

makers and head officials of the ICDR and DTE) in order to 

facilitate :-- its introduction and acceptance. Consequently, 

the active participation of curriculum experts and workers, 

teachers, principals and other educators is absolutely esse­

ntial. Planning and developing an educational program is a 

complex exercise that greatly demands the responsibility 

and devotion of all the concerned people. 

We feel that all the professionals of the ICDR have to be 

clear about and convinced of the usefulness of the model so as 

to be able to facilitate the developmental process of all 

syllabuses in all fields. 

This then requires that all the T.T.I. Amharic instructors 

receive adequate/sufficient orientation about the theoretical 

and practical values and processes of the model so that they 

will be able to effectively apply it. If instructors are 

not clear about what is going on in the existing educational 

program, innluding syllabus development, it is of little value 

to the society they are meant to serve. 
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3. Even though curriculum planners and specialists are the most 

concerned in designing a model, instructors too have a great 

role in this exercise in order to be able to ~~ise i~ OTG9r 

to be able to execute its effectiveness and proper imple­

mentation. They are also expected to participate in all stages 

of syllabus development and in its continuous evaluation. 

Because, many curriculum authors believe that continual moni-

toring is neceassary to ensuse that the program is on the right 

track. 

In general, instructors, in collaboration with other pro-

fessionals, can create a conducive environment for the impro-

vement of the developmental process of the syllabus. For 

a syllabus to be properly prepared, continuously evaluated 

and improved, it certainly needs the cooperative endeavours 

of the instructors and the concerned curriculum workers. In 

the absence of this, it is almost impossible to produce an 

effectively developed syllabus. This is because success in 

the improvement of any educational program depends on the con-

certed efforts of all the concerned individuals (Oliva: 122). 

4. Finally, for the educational program of the nation and the 

T.T.I. Amharic syllabus to be effectively and dynamically 
;f 

processed, is dect$;Vethat all the concerned institutions and 
A 

departments of the Ministry of Education should forge a clear 

and firm relationship, mitual understanding and direct comm­

unication among them. This certainly will enable them to 

carry out their professional ethics and responsibilities. 
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4.3. OPERATIONAL DEFINITION OF TERMS 

4.3.1. Assessment: the process by which as many data as 

posible are gathered when investigating the prob1em­

needed to be known or solved. 

4.3.2. Tyler Model: a model/ diagram that represents the 

principles of processing, planning and developing 

a syllabus proposed by Tyler. This model is also 

known as a Rational Model, Tyler Rationale, Ends -

Means Model, Objectives Model, Objective - centered 

Model. 

4.3.3. Syllabus: a plan/scheme that contains the general 

and behavioral objectives and the content areas 

(i.e., topics, activities, learning experiences, etc.) 

to be covered in a single course, or grade level. 

4.3.4. T.T.I.: an institute where trainees/students -after 

completing grade twelve are trained for one-year as 

elementary school teachers. 

4.3.5. Survey: a set of research techniques through which 

subjects actively provide information about themselves. 

This is one of the descriptive research methods. 

4.3.6. Descriptive research: the body of research methods 

designed to allow assessment of certain attributes, 

properties or characteristics in a situation at one 

or more points in time. The object is to describe 

what is done at one or more times in the situation 

of interests. 
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APPENDICES -af ,fl2 t-83 

APPENDIX 81 

COGNITIVE TAXONOMY 

Knowledge level: The students will name the first presi­

dent of the United States. 

Comprehensive level: The student will read Washington's 

first inaugural address and summarize the major points. 

Application level: The student will show how some of 

Washington's ideas apply or do not apply today. 

Analysis level: The student will analyze Washington's 

military tactics in the Battle of Yorktown. 

Synthesis level: The student will write a biography of 

George Washington. 

Evaluation level: The student will evaluate Washington's 

role at the Continental Congress. 

APPENDI)( BA 

AFFECTIVE TAXONOMY 

Receiving 'attendin~: The student will listen while others 

express their points 0f view. 

Responding: The student will answer a call for volunteers 

to plant a tree in a public park_ 

Valuing: The student will express appreciation for the 

contributions of ethnic groups other than his or her own 

to the development of our country. 

Organization: The student will choose nutritious food over 

JUT t ~CJO(; ~ 



• Characterization by value or value complex: The student 

will habitually abide by a set of legal and ethical 

standards. 

APPENDIX ~ 

PSYCHOMOTOR TAXIONOMIES 

• Perception: The student will identify a woolen fabric 

by its feel. 

• Set : The student wi l l demonistrate how to hold the 

reins of a horse when c~ntering. 

• Guided response: The student will imitate a right-about-

fa ce movement. 

~ Mechanism: The student will mix a batch of mortar 

a nd water. 

complex overt response: The student will operate a 

16 - mm projector. 

Adapt a t ion : The student will arr ange an attractive 

bulletin board display. 

Organizat i on: The student will create an original game 

requiring physical movements. 

Source for Appendices ~ B;.i B] Oliva, Peter F. (1988: 386-9) 
Developing the Curriculum, 2nd.ed . 
London: Scott, Foresman and 
Company. 



APPENDIX c: 

List of Objecties 

1. The student will be able to read literary classics in their 

original language. 

2. The student will be able to disc1«ninate between literal 

and implied meaning in advertising. 

3. The student will be able to distinguish between facts and 

false notions in matters relating to see. 

4. The student will be able to gain emotional relaxation by 

listenning to classical music. 

s. The student will be motivated to read a daily newspaper to 

keep abreast of world affairs. 

6. The student will be able to break an English sentence into 

components. 

7. The student will be able to list the qualifications necessary 

for employment in various fields of reaction. 

8. The student will be able to recite the definitive chanct-

eritics of the animal classes. 

9. The student will be able to speak in a grammatically correct 

fashion in an employment interview situation. 

10. The student will be able to read foreign language newspapers 

to det ermine foreign opinion of Arnetican policies. 

Source: 

Maguire, Thomas O. Value Components of Teacher's 
Judgments of Educational Objectives: in Payne, 
David A. ed o (1974:98-99), Curriculum Evaluation, 
London: D.CoHeath and Company. 



APPENDIX ::J) 

Table of Characteristic of population 

No. of Ro. :of No of Subject area 
PQP1.J la tion service in 

.. 

T.T.I's. MalE Female Age Teaching Major Rinor Remark 
s8~~~ Amharic ~ Tota 

1 .. 28 2 3 5 pedagogies Amharic 

Gonder 1 - 31 8 - 8 " " 
1 - 32 10 ... 10 Amharic -

.A\vasa 1 - 35 9 1 10 Bedagogies Amharic 

1 - 30 3 3 6 " " 
Jirnma 1 - 28 5 4 9 " " 

1 .. 26 6 1 7 " " 
D/Berhan 1 - 25 5 ... 5 Linguistic -

. 
1 ... 361 Ii 1 12 " " 

azarate 1 - 29 5 5 10 " " 

1 - 35 8 1 9 " " 
Harar 1 ... 31 9 3 10 " " -

1 - 31 10 - 10 Amharic -
Nekernpte 1 - 29 7 1 8 pedagogies Amharic 

1 - 28 7 2 9 " " 
Dessie - - - - ... - .. -

1 .. 28 4- a. 8 Pedagogies Amharic 

Arbaminch ... - ... ... ... ... " II 

.. 1 29 5 2 7 II II 

Robie 1 - 30 6 3 9 " " 



APPENDIX E. 

No of ~espondent NonwRespondents 

Name of Total number of question-
Respondents Non-Kespondents aires distributed the TiT.! No % No % 

Gondar 2 10 - - 2 

Awasa 2 10 - - 2 

D/Berhan 2 10 - - 2 

Nazarate 2 10 - - 2 

Harar 2 10 - - 2 

Nekamte 2 10 - - 2 

Desie 1 5 1 5 2 

Arbaminch 1 5 1 5 2 

Robie 2 10 - ... 2 

. =Ig~g!====_1~=~==~Q=== ====~=====1Q============~Q================= 
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ADDIS ABABA UNIVERSITY 

DEPARTMENT OF CURRICULUM & INSTRUCTION 

FACULTY OF EDUCATION 

SCHOOL OF GRADU ATE STUDIES 

GENERAL INSTRUCTIONS DATE 

The primary purpose of this questionnaire is to assess the 

developmental processes of the Amharic syllabus for T.T . I 's. 

It is hoped that the results of the study would provide answers 

to important questions in the development of a syllabus. Besides , 

it is the purpose of this questionnaire to identify underlying 

· principles for processing syllabuses in general and to assist -

that Amhari._ instructors in T. T. I ' s, principa Is ard c rriculum 

wo rkers obtai a clea . u dersta di g of syllabus design . ---
There a-r-a tKo a-rts t.o t-h-e -Questi r, ai!'::: . Each part is 

preceded by its own ins tructions . There are no R_G, T or I RONG 

answers to the statements since they are all questions about your 

own opinions, feelings and experiences regarcing the A~ aric 

syllabus of our T. T . I's . 

The value of the survey is directly depende t per the care 

and truthfulr8ss with which you answer each item . Since your 

answers will be treated with the strict confidence , feel free to 

answer all questions frankly. Please do not omit sny of the 

questions . 

Thank you in advance for your cooperation . 

N. D. T.T.I . = Teachers Irs:ning Institute 

Part One : Bio -data . 

Directions: For items 1-7, please indicate your response by 

writing an "x" in the space box which corresponds to each item . 
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Further, you are kindly requested to write in the spaces provided 

short and precise responses to items that have no alternatives. 

1 . Name of the T. T. I. : 

2. 

3. 

4. 

Sex: Male Female 

Age: years : ____________ __ 

Subject areas: Minor Major ______________________ ___ 

5. Year of Service in your : Major are Minor area 

6. Total Year of service : in the profession in the present 

T.T.I. --------
7. The subject you are teaching at present : ---------

Part Two: 

Directions: Please show your agreement by either writing "x" on 

the spaces/boxes provided or underline the letters of your choices 

or write, in bri e f, yo ur opinion on the opne-ende d ones. If you 

f eel there are more than one answers which reflect your opinion , 

circ le all of the m : 

1. 00 you belie ve that the c urriculu m developers i the Insti -

2. 

tute for Curriculu m Development a nd Research follow a defi-

nite model when planning and developing the T.T.I. Amharic 

syllabus? a) yes /7 no /7 

If your answer- to question number 1 is yes, which of the 

following familtes of models of curriculum, the Amharic 

syllabus resembles? 

a) sUbject-centered 

b) child-untered 

c) society-centered 

d) obj ect i ve- cen tered 

~ If your answer to question number 2 is d, does the syllabus 

identify the general objectives of the T .T. I . Amharic syllabus? 

a) yes // no // 
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4. If your answer to question number 3 is yes, is the identi­

fication of the general objectives followed by the specifica­

tion of the intermediate instructional objectives of each 

chapter or unit? 

a) yes /-y b) no /-y 
5. If your answer to question number 4 is yes, do you often 

identify behavioral objectives, on the basis of intermediate/ 

instructional objectives when preparing daily or weekly 

lesson plans? 

a) yes, to a great extent c) yes, to a very little extent 

b) yes, to s ome extent d) not at all 

6. If your answer to question number 5 is d, what is your ra-

ti onale? 

a) lack of syllab s d) lack c f cla1ity of stating 

b) lack of experience objectives 

c) lack of i nterest e) If you have another, please 

write it down 

7. If your answer to question number 5 is either a, b, or c, 

do you believe that objectives should be organized in order 

to attain the low and high levels of: 

a) cognitive domain (mental abilities, ie., knowledge, 

comprehension, etc.)? 

b) affective domain (feeling and action ie .• interests 

attitudes etc.)? 

c) psychomotor domain (manipulate and motor skills ie., 

writing, reading etc.)? 



• 
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~ no 

9.4. literature aspects.fictions, non-fictions, 17 17 
peoms? 

9.5. philosophical aspects ? 17 17 
9.6. composition aspects? 17 17 

10. Are the objectives stated in behavioral terms in-

correspondance to the structural contents of the 

Amharic syllabus? 17 17 
11. Are the contents structured in a hierarchical struc-

ture and sequence(ie., from simple to complex, etc.)? 17 I~ 

12. Are the specific objectives of the various units 

clearly stated? 

13. Are the expected specific outcomes stated in a way : 

that they integrate the behavior of the trainee and 

the content/sybject~matter? 

17 17 

17 17 
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APPENDIX k 

* Objectives of the Amharic Syllabus 

1. To make the trainees know/grasp the general Ma%xist-Leninist 

cuncepts of a language r
• 

2. To make the students know/grasp the basic characters of a 

language. 

3. To make the trainees know the basic characteristics of Amharic 

language properly. 

4. To make the trainees differenciate the types of literature 

their feature and the techniques of presentation. 

s. To make the trainees be able how to lead studies/resear¢hes. 

6. To make the trainces realize the language teaching-learning 

process. 

7. Tp motivate the trainees how to find out solutions by identi­

fying the problems they face during teaching Amharic either 

as a mother tongue or as a second language. 

8. To make the trainees know differenciating the postrevolution 

9. 

10. 

11. 

elementary curriculum and Amharic texts f~om that of the . forme/ . • 

To make the 

To make the 

for Amharic 

To make the 

language 

* Source: 

so 

trainees be able how to pnpare daily lesson plan. 

trainees be able how to PllPare teaching materials 

language. 

trainees recognize evaluating skills of Amharic 

as to realize them. 

Department of Teacher Education (1973 E.C.), 
The eurriculum of Elementary Teachers Training 

(My translation). 

. . to • 
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'Daily/Weekly Lesson Plan* 

Name fof the T.T.I. ----------------
Teacher's name 

Section (s) ______________________ ___ 

Subject Amharic 

Period. 

Length of Period 4S 

Topic(s) Language and its basic characteristics 

Objectives; at the end of the lesson: 

1. The students will define that a language has 

sound system. 

2. They will define that language uses words in order. 

3. They will explaine that language uses sentences orderly • 

* 1. This is a format of a lesson plan in all the T.T.I.,(It is 
slightly modified) 

2. The objecti~es are direct translation of Amharic lesson L 

plan. that was already prepared in one ToT.I. by a con-
cerned instructor. 

3. The researcher did not find i t nece s sary to copy the 
whole activities tha t ar e WI' ;-'; to:; -;n l'~"\P f ,"'Ir 'l1 '·" l)C the 

les s C" l pl ;'-;'ii , sin!.!, " is ( t Il e ampl f-' 0 - . 

01 j ',,' ~ i ve s • 
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d) If you have other points. please write them down -------

B. Are the objectives (whether general, instructional or beha­

vioural.) ln the Amharic syllabus stated in~erms of student 

behavior? 

a) yes 17 no 17 
9. Are the objectives in the Amharic syllabus stated in a way 

they integrate the behavior of the trainee and the content I 

subj ect -matter? 

a) yes 17 b) no 17 

10. 00 you think : 

10.1. the general objectives are properly stated in the 

Amharic syllabus: a) yes 17 b) no 17 

10.2. the instructional objectives are properly stated? 

a) yes 17 b) no 17 

10 .3 the behavioral objectives are properly stated? 

a) yes 17 b) no 17 

11. 00 you think the three domains of educational objectives (ie. 

cognitive, affective, psychomotor) are stated properly and 

are considered in a balanced way in the T.T.I. Amharic 

Syllabus? 

a ) yes 17 b) no 17 
12. Which of the following domains of educational objectives are 

given due emphasis in the T.T.I. Amharic syllabus? 

a) cognitive (mental abilities ie., knowledge, comprehen-

sion etc .) 

b) affective (feeling and action ie., interests, attitudes, 

etc. ) 



c) psychomotor (manipulate and motor skills ie., writing~ 

read i ng etc .) 

d) If you have another , please write i t down . 

13 . If you are familiar mo r e with cognitive domain , what l evel s 

of t hi s domain do y ou us e most? 

a ) low level b) mi dd l e le vel 

c) low- high le vel d) hi gh l e ve l 

14 . To what extent do you th i nk th e objective - centered model in 

terms of its being applied in the development of the T. T. I . 

Amharic syllabus is useful? 

a) to a great extent c ) t 0 a very lit t lee x ten t 

b) to some extent d) no a t all . 

15 . If your answer to question number 14 is either a , b , or c the 

rational forithis is that it is based on the : 

a) needs assessment and the importance of the subject - matter 

b) needs of the learner and the teacher . 

c) needs of the government and the society . 

d) needs of the society only 

e) needs of the learner only 

f) If you have other points, please write them down . 

16 . In the proces s of setting t he genera l objectives of th e T.T.I. 

Amharic syllabusJ are the following activities properly refer-

red to and l or pe r formed? 

a) Research-documents revealing the problems , practices and 

prospects of primary school Amha ri c - teachers ? a ) yes I~ 

b) no I~ 

b) Official documents refe r r i ng to the general - di rection of 

the primary education on the basis of the government 

educational policy? Ves II 



c) c) Documen~ re lated to the culture. reI i gi on. toboo .; of 

the society that need to be reflected in the primary-

school education? yes 1/ no 1/ 

d) Documents related to problems of the Ethiopian school 

child in learning the Amharic language or literature? 

yes 1-'- no 1/ 

e) Documents or literature related to the basic language 

ski lIs (i. e ., 1 i s t en i n g s pea kin g , rea din g an d w r i tin g) ? 

yes 17 no 1/ 

17. As can be gathered from the syllabus, which of the following 

elements do you think are given due i portance in setting the 
objectives? 

a) communicative competente-the ability to use language in 

various situation? yes 1/ no 1/ 

b) Ling uistic ccmpetence-the ability ~o analyze gram atical 

rules and structures? yes 1/ no 17 

c) Literature-fictions, non-fictions, poems, etc? yes 17 
no T7 

d) Language skills-listening, speakin g reading and writing? 

e) 

f) 

g) 

h) 

yes 1/ no 17 

Methodological aspects of language? yes 17 no 

Philosophical aspects of language? yes 17 no 

Ideological aspects of the government? yes 17 
Language policy of the government 1 yes 17 no 

1/ 

17 

no 17 
I I 

i) Social and cultural elements prevailing in the day-today 

life of the trainee and lor primary school Amharic teachers? 

yes 17 no 17 

18. Do you think the Amharic-syllabus is efficient enough to produce 

teachers with minimum knowledge, abilities, and skills to 

teach Amharic in the primary schools? yes 17 no 17 



19. Are there saplementary materials, such as teacher's guide. 

text-books, etc. along with the Amharic syllabus? yes r-7 no/-Y 

20. What should the first process of planning and seveloping 

a syllabus be? 

a) needs assessment and the subject-matter/discipline 

b) formulating objectives 

c) selecting contents and learning experiences 

d) collecting materials 
e) If you have another point, please write it __________________ __ 

21. When selecting contents, in processing and developing a 

curriculum, it is necessary to focus on the contents's 

a) significance/relevance b) scope and breadth 

c) appropraiteness to needs and interest of the learners 

d) easiness/learnability to the experience of the learner 
'-

22. When selecting the contents and learning experiences of a 

syllabus, the purpose should be in order to: 

a) lead to the achievement of the objectives 

b) sutisfy the learners' interest only 

c) sutisfy the learner and the teacher 

d) keep the quality of the subject 

e) If you have other points, please write them down -------

23. It seems that the Amharic syllabus for the T.T.I's is organi­

zed in such a way that a horizontal relationship is made 

explicit. a) strongly agree c) disagree 

b) agree d) strongly disagree 

24. When organizing the contents and learning experiences of the 

Amharic syllabus for the T.T.I's, it seems that the principle 

of sequence is taken in to account. 

a) strongly agree t) dis agree 
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25. It seems that the Amharic syllabus for the T.T.I's is orga­

nized in such a way that a vertical relationship is made 

explicit. a) strongly agree c) diagree 

b) agree d) strongly disagree 

26 . When organizing the contents and learning experiences 

of the Amharic syllabus for the T.T.I's, it seems that the 

principle of integration is taken into account. 

a) strongly agree c) disagree 

b) agree dl strongly disagree 

27 . The time given to the coverage of the units/sub-units/ and 

topics in the Amharic syllabus is: 

a) more than enough c) not enough 

b) enough 

28 . When organizing the contents and learning experiences of the 

A mha~ic syllabus for the T.T.I's, it seems that the principle 

of continuity is taken into account . 

c) d 7_ .5 a gree a ) s t ro n g 1 y a g re e 

b) agree d) strongly disagree 

29. In yo ur career, have you ewer participated in ary seminar or 

conference to obtain information and orientation on how to 

plan, develop and process a syllabus? a) yes /-y b) no /-y 

30. You are kindly requested to write down some comments and 

suggestions concerning the present Amharic syllabus and the 

way it should be improved on the following lines . 

N.B. If these lines are not enough, use the back 

- - ------- -. - --
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Interviews to be discussed ~ith the Head 

-.., , 

Officials 'of ICDR 'and DTE 

The Purpose of the Interviews :- The purpose of the interviews is 

to collect some important data for the assessment of the T.T.I. 

Amharic syllabys so as to give suggestive ideas. In this case, there 

is no doubt that your kind help is extensively invaluable to make the 

study reliable, valid and fruitful. Hence, you are kindly requested 

to give your frank opinion coooperatively on the basis of the following. 

interviews. 

Direction:- Whenever you answer the following questions either posi­

tively or negatively, please give rationaHs for your answer. 

Thank you for your cooperation in advance. 

1. Do you recommend the pnnels to follow a specific curriculum model 

when planning, developing and processing a syllabus? 

1.1. if yes, what type of model? and 

1.2. Why is it chosen? 

1.3. If not why? 

2. How often do you manage meetings with: 

2.1. all the curriculum panels in general? and 

2.2. the T.T.I. curriculum panel in particular so as to discuss 

ways and means of improving the syllabuses? 

2.3. if ye~do the T.T.I. Amharic instructors and principals 

participate in the process? 

2.4. if no, why? 

3. What principles do you recommednd the panels to follow/use as 

guides when: 

3.1. selecting contents? C:'J'r~ 

3 0 2. formulating objectives? {01d 

3.3. organizing educational experiences? 

3 g 4 i f you do ~ot ~0 it why ? 
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5. Do you think the existing T.T.I. Amharic syllabus 1S properly 

planned and well documented? 

5.1. if not, why? and 

5.2. what urgent and crucial measure do you think should be 

taken to imp3ve .it? 



H 
Interviews to be Discussed with .the T.T.I. Curriculum Panel 

The Purpose of the Interview: The purpose of the interview is to 

collect some important data for the assessment of the T.T.I. Amharic 

syllabus so as to give suggestive ideas. In this case, there is no 

doubt that your kind help is extremely invaluable to make the study 

reliable, valid and fruitful. Hence, you are kindly requested to 

give your frank opnnion cooperatively on the basi~ of the following 

interviews. 

Direction: Whenever you answer the following questions either 

positively or negatively, please give rationales for your answer. 
~&U( 

Thank you forA cooperation in advance. 

1. Do you have a curriculum model by which you will be guided 

when planning, developing and processing the T.T.I. Amharic 

syllabus? 

If yes: 

1.1. what type of model do you have? 

1 .2. are the T.T.I. Amharic instructors and principals 

cl ear with the model? 

i~J f no, why? 

2. What are the sources on which the formulation of the T.T.I. 

Amharic syllabus objectives is based? 

3. How are the T.T.I. Amharic syllabus objectives stated? 

3.1. in most general terms? 

3.2. in general terms? 

3.3. in speci f ic/behavioral terms or in all the three? 

4. What principles do you apply when processing the selection of 

contents and learning experiences in preparing the T.T.I. Amharic 

syllabus? 
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s. What principles do you follow when organizing the selected 

contents and learning experiences? 

6. 

7. 

How do you know whether or not the objectives of the T.T.I. 

Amharic syllabus are achieved? In other words, what mechani­

sms do you have to assess the achievement of objectives? 

Do you think the Amharic syllabus is efficent enough to 

produce teachers with minimum knowledge, abilities and skills 

to teach Amharic in the primary schools? 
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I Interviews to be 'iscussed with the T. T.I. Pr'incipals 

The Purpose of the Interview: The purpose of the interview is 

to collect some important data for the assessment of the T.T.I. 

Amharic syllabus so as to give suggestive ideas. In this case, there 

is no doubt that your kind help is extremely invaluable to make the • 
study reliable, valid and fruitful. Hence, you are kindly requested 

to give your frank opinion cooperatively on the basis of the following 

interviews. 

Direction: Whenever you answer the following questions either 

positively or negatively, please give rationales for each whenever 

necessary. 

1. Do you think the present T.T.I. Amharic syllabus is properly 

planned and well documented? If not, have you ever requested 

the T.~I. Amharic panel and the concerned head officials so 

as to take a measure? 

2. Have you ever encouraged the Amharic instructors to find out 

mechanisms of improving the syllabus? 

2.1. If yes, how? 

2.2. If no, why? 

3. Have you ever arranged meetings/discussions with the Amharic 

instructors so as to improve the Amharic syllabus? 

4. Have you ever participated in planning, developing and process­

ing the T.T.I. syllabus in general and the Amharic syllabus in 

particular? 

5. -How do you follow up the achievement of the objectives of the 

ToT.I. Amharic syllabus? 

6. What crit i cal measures do you think should be taken in order to 

imp""(",p t h~· l~TC S e:n. t T. T "I . Amha r i c ~n 1 .• J bus ? 
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Criteria for Evaluating the T.T.I. Amharic Syllabus 

The following criteria are developed from Saylor and Alexander 
arHIl 

(1954:14-15;381, 391, 604J Negusie : (1990), to assess where or not 

the Amharic syllabus for T.T.I's is planned and developed on the 

basis of the Tyler Model. If all or most of the responses result in 

positive evaluations, then it will indicate that the syllabus is, 

relatively speaking properly planned and developed; if all or most 

of the responses reflect negative evaluation, it will indicate that 

the syllabuse lacks proper planning and development. 

Directions, Examine the Amharic syllabus and asses it in terms 

of the following criteria and write "x" in the boxes of either 

under "yes" or "no". 

1. Is the T.T.I. syllabus for Amharic well documented 

in terms of encompassing all the necessary elements 

of a syllabus, such as: 
1.1. general objectives? 

1.2. instructional objectives? 

1.3. specific objectives? 

1.4. units? 
1.5 sub-units? 

1.6. teaching methods/techniques? 

1.7. evaluation techniques? 

2. Are the instructional objectives in harmony with the 

over all educational aims of the T.T.I. program of 

producing primary school teachers? 

3. Are the specific objectives clearly outlined in the 

syllabus to enable: 

4. 

3.1. Teachers to be guided in the instructional 
process? 

3.2. the learners to understand where the course 
is going and why? 

Is there a d i r~ c t rel ationship be ~ w.en th e ir~ t ~uc-
ctiona i and sp eci.f.t.r: obj -' ( Id;:;~ ·A • .... 

. -? 

Yes no 

/7 /7 

/7 /7 

/7 /7 

/7 
/7 

/7 

T7 

/7 
/7 

/7 

/7 

/7 /7 

/7 /7 

/7 /7 

..:' / 
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