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ABSTRACT

The study looks into the problem of quality
in teaching in the light of a pupil-centred
lesson as opposed to a teacher-dominated
lesson. It recognises the fact that quality in
teaching has no universally accepted definition
nor are many educators agreed on what constitutes
it. It traces how the problem of quality iIn
teaching In the schools of Kenya has been
a standing problem since the introduction of
Western education; a problem about which much
has been said, but little done to tackle it.

This was largely bedause of the colonial policy
towards education for Africans, which laid
heavy stress to the provision of education for
eadaptation®. The adaptation policy restricted
the expansion of African literary education

and hence focusing African demands to the
provision of more literary education and generally
paying less attention to the problem of quality
in teaching. Some Christian missionaries,
however, made attempts to improve the quality
of primary education, through the expansion of

teacher education but largely failed because
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of little or half-hearted support given by

the government.

N The end of the second World War sparked
a general expansion in education particularly
the growth of primary education whose corollary
was expansion in primary teacher education.
Generally expansion In primary education outpaced
the production of a sufficient number of teachers
and this led to the employment of a high
preportion of untrained teachers and poorly
qualified teachers. These two factors made it
difficult to upgrade the quality of teaching

through the education of teachers.

Education commissiors set up to study the
education system either in Kenya or in East
Africa after the war particularly in the
fifties,expressed general dissatisfaction about
the quality of teaching iIn the primary schools
arising from untrained teachers and a large
proportion of poorly qualified teachers most
of whom used traditional methods of teaching.
They stressed the need for iIntroducing activity

methods of teaching. At the same time general



XXV

concern was mounting In the country about

poor examination performance of the African

and Asian pupils on the English paper. It was
felt that the subject was generally poorly
taught. This led to the introduction of the
English Medium in 1957 beginning with the

Asian primary schools and extending lit later

to the African primary schools iIn 1961. The
programme later known as the “New Primary Approach®
was pegged to the teaching of English from
standard one of the primary schools, though its
architects saw i1t as a general “revolution®

in the quality of teaching in the schools of
Kenya. A lot of efforts were made to make
teachers conceive 1t as a general revolution 1iIn
the teaching methods of the primary school

based on a pupil-centred approach, and as having
introduced progressive education into the Kenya
education system. Much was said about the
programme having introduced a practical approach
to teaching, particularly before i1ts expansion
was curtailed iIn 1967, but many of the Impressions
were based on the teaching of English as an

index of improving the quality of teaching.
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An examination of the teachers® and
pupils®™ class activities does not seem to support
the “frantic®™ generalizations and iImpressions
made about the achievements of the Nev; Primary
Approach in upgrading the quality of teaching.
Teaching in most of the primary schools
remains strongly teacher-dominated for those
teachers who attended the programme and for
those who did not attend i1t. Though the effects
of the programme are to a lesser degree manifested
in the lessons of teachers who were i1ntroduced
to the programme through iIn-service courses.
Primary teachers, primary college students and
tutors, generally attribute the failure of tie
"New Primary Approach® to have a strong influence
on the quality of teaching, to the poor methods
through which i1t was introduced, lack of proper
teaching facilities and the Certificate of
Primary Education examination factor in the

primary schools.

In the study, other factors affecting the
quality of teaching; the teachers®academic
and professional level, teaching in lower or upper

classes of the primary school, teachers®sex
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differences, age, teaching experience and

whether or not the teacher observed was

preparing for an external examination and the
pre-service education of primary teachers are
examined. It 1s revealed that teaching 1iIn

the Lower or iIn the Upper classes of the primary
school has a very powerful effect on the quality
of teaching. There i1s a strong reflection of
pupil-centred education in the lower classes
declining sharply in the upper classes particularly
in class seven of the primary school. This
pointed to the Certificate of Primary Educ tion
examination as being a very “critical’ constraint
to the quality of teaching. Of the other factors
examined Pl teachers and women teachers tend

to be a positive element In the quality

of teaching »while preparing for the external
examinations tends to prohibit teachers”

approach to activity methods of teaching.

The conclusion stresses the need of emphasising
activity methods of teaching 1In Kenya’s education
system because they are in line with i1ts educational
aims. It recommends the reorganization of
activity methods in the pre-service and in-service

teachers* courses to make the methods more



XXX

meaningful; an examination of the place of
the Certificate of Primary Education in
relation to teaching in the primary schools;
increase in the proportion of the highly
qualified teachers and women teachers;
improvement in the supply of teaching material
and a critical examination of the pre-service
teachers* courses as means of improving the

quality of teaching in the primary schools.



CHAPTER ONE
NATURE CF THE STUDY AND DATA

COLLECTING PROCEDURE

Purpose of the study*

The purpose of this study Is to examine the
impact of the °New Primary Approach* on the quality
of teaching in the primary schools of Kenya. No
educational 1nnovation is today madev without public
interest or concern over the influence of such an
innovation on the quality or standards of education.
The New Primary Approach inaugurated iIn the primary
schools about a decade ago, was received with
tremendous popularity not only by administrators
and teachers, but also by the parents. Some of them
believed that their children were receiving a better
education under the plan; as one parent put it;
"They are becoming iInquisitive little devils"1
An English Medium Supervisor commenting on the
programme summarized his iImpressions, ''The achievement
of children in English - Medium classes by Standard
IV 1s much greater than that of their contemporaries
in vernacular classes, many are able to make up

little stories in English after only one year of school

They have the language; theilr approach to solving

problems is better; they are generally not shy and
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are ready to discuss problems with their classroom
teacher without fear"z- Scepticism about the new
programme was also expressed, "I don®"t like English
Medium teaching, i1t leads to bad discipline; today

a child walked up to my table and asked a question,"”
The president of Malawi in an address to the Conference
on Education in Malawi held on the 17th-19th April
1972, he argued that there had been dissatisfaction
with "progressive teaching methods"™ as being in
conflict with the needs of the country and had led to
a fall i1n educational standards at both primary

and secondary levels, because of "modern"™ trends

in teaching, learning and organizing of classroom
work. He went on totsay that In practice, apart

from a handful of able, dedicated individuals, the
majority of teachers had lost control of the situation.
The pupils had begun to gain an upperhand; order

and discipline had steadily deteriorated. Knowledge
had been unsystematic and linked iIn rather a
desolutory fashion. From October of 1972 the Schools
of Malawi were to avoid '‘modern and progressive
methods™, and turn to traditional methods. He
continued that there is no room for permissiveness

in the "traditional approach to teaching™. The

children are not permitted to do whatever they want.



Learning is a mastery of the subject matter.
Knowledge i1s systematised; syllabuses and text

books are logically arranged and organized to

cover the subject matter adequately. Nothing

iIs left to chance. Teachers issue clear iInstructions
in connection with all aspects of learning, pupils
are highly disciplined and teaching is done thoroughly.4
These statements do not seem to point at one and the
same thing and considering the Kenya situation they
portray a picture whereby the New Primary Approach
programme has had a remarkable revolution on the
quality of teaching. Such impressions which
apparently are not based on serious studies together
with the confusion on what the programme has actually
achieved, necessitate an iInvestigation of this

nature to evaluate critically the success of the

New Primary Approach programme.

Definition of Terms and Delimitation.

From the statement of the purpose of the study,
some terms arise which need definition. One is an
issue of world-wide controversy that it iIs not
claimed that a study of this nature will emerge

with a conclusive definition.
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Quality of teaching:

The quality or standard of teaching is a term
that has been on the lips of many educators all
the way from the introduction of Western education
in Kenya. And yet i1t i1s one of the most difficult
terms to explain In precise terms, nor are the
educators agreed on what constitutes it, and they
certainly have no universally accepted method for
measuring 1t. A missionary educator saw the quality
of teaching before 1924 as depending on the training
and resourcefulness of individual teachers a
provincial commissioner measured i1t In the presence
of European teaching staff.”~ Some have iInterpreted
quality in relation to the educational background and
training of the teacher.7 The i1ntroduction of the
English Medium programme is believed to have
introduced progressive education and the educational
principles of John Dewey to East Africa.O A high
employment of untrained teachers after i1ndependence
was believed to have lowered the quality of primary
education.9 Many educators have seen 1t iIn terms
of how many pupils qualify the Certificate of
Primary Education examination for government aided
Secondary Schools; while others have measured it
in relation to pupils behaviour, and tideness of

the school.
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For the purpose of this study, quality of teaching
will mean the use of activity methods leading to a
pupil-centred lesson as opposed to a teacher-
dominated lesson. A teacher*s class activities
such as asking narrow questions, presenting
information are part of his class activities but
should be less excercised than asking broad questions
and accepting pupils ideas, behaviour, feelings
and helping individual pupils. Pupils* class
activities are expected to feature more prominently
to constitute a pupil-centred lesson. Pupils*
talk - responses and their simple non-verbal activities
like working out exercises from a text-book or
silent reading will %eature, but most significant
will be pupils* iInitiated discussions and their
more involving non-verbal activities like, drawing,
modelling, painting, project work, both indoor

and out-door.

This implies a "Modern Approach” to teaching
in which meaning and understanding are stressed,
a variety of content and methods; individual
differences catered for; activity methods, problem
solving and creativity; relaxed and positive
discipline. This suggests a break with the

"traditional approach”™ to teaching which puts
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heavier premium on lecturing and rote memorisation

of unorganized and relatively meaningless symbols.10

Although activity methods will be used as
the criterion for measuring quality, reference will
be made on other indices like the level of teachers”
qualifications, achievements iIn examinations, and
the English Medium which have been frequently used
to judge the quality of education iIn primary

schools.

The study strongly agrees with a widely accepted
view that the main Instruments i1n maintaining the
quality of teaching are the ’level of general
education of the teachers iIn the educational system
and the amount and kind of training they have

received.11

The Kenya Education Commission Report
of 1964 remarking on the standards of teaching 1iIn
the- primary schools summarized the problem
unqualified teachers tend to teach as they were
themselves taught; and in view of the rapid
strides being made In teaching techniques, that
means that they reproduce outdated rote methods of
teaching and often a negative approach to
discipline. One of the results of the employment

of large numbers of unqualified teachers is that they

so greatly influence the general tone



y
and methods of the school iIn a conservative
direction as to make it hard for the newly
qualified teachers, trained iIn up-to-date methods
and anxious to try them out, to put their training

12 The Commission Tfurther remarks

into practice’.
that unless steps are taken to upgrade the
proportionately high number of P3 teachers and
increase the training of Pl teachers, the former
would continue to determine the standards of the

primary schools.13

It 1s an official government
policy to replace the untrained teachers with the
trained ones and also increasing the training

of high grade teachers as a means of Improving

the quality of teach’ing.14

Accepting teachers® general educational
background and training as the chief factors
determining the quality of teaching is to throw
the study iIn jeorpady since no serious research
has as yet been carried to ascertain the relationship
between teachers®™ qualifications and the quality
of teaching. Many of the statements made on the
correlation between these two variables are based
more on hearsay rather than on empirical research
evidence. The study as will be seen later is designed
to measure the relationship between teachers”

qualifications and the quality of teaching.
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Having accepted the assumed close relationship
between teachers” education and training; and
the quality of teaching, attention will be
devoted on the past, tracing the development
of teacher education and the quality of education,
Emphasis i1n this analysis will be laid on problems
hindering the improvement of quality in primary
education through teacher education and necessitating

the 1ntroduction of the New Primary Approach.

"The New Primary Approach (NPA)"

The Kenya Education authorities having
convinced themselves about highly qualified teachers
as the basis of improving the quality of teaching
in the primary schools, had the task of increasing
the proportion of these teachers which for many
years had been low. Because of the acute
"bottleneck™ iIn the secondary education this could
not be very easily done. And yet there was a
growing concern over the examination performance which
was largely attributed to the poor quality of
teaching. The alternative was to accept the low
standards of the primary teachers most of whom
with only primary education and through training
in new methods and techniques raise the quality
of teaching. This appeared the best alternative.

It was therefore decided to introduce ’modern



9
techniques of teaching in English’. The details
leading to this line of action will be examined
in chapter three of the study, but suffice to point
out that the reorganization of the teaching of
English was believed to be the basis for the

improvement of the quality of teaching generally.

The programme for the reorganization of
English teaching was fittingly called the English
Medium. To the architects of the programme It was
not only geared to improving the teaching of
English, but i1t was aimed at promoting the quality
of primary education. Much pains were taken,
though unsuccessfully, to convince teachers that
the purpose of Engliéh Medium was not just to
improve the teaching of English, but it was an
educational revolution in the methodology of
teaching iIn the whole primary school system. For
these reasons the term English Medium gave way to

New Primary Approach*.

The New Primary Approach has been accepted as
one of the ways of improving the quality of
teaching iIn primary schools. In 1965 the Ministry
of Education observed ’“the government has been
actively attacking the problem of standards of

primary education from the angle of teaching
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method and the curriculum. One of the most
promising ventures in the history of education

in Kenya has been the development of the New
Primary Approach in the primary schools. The

essence of this i1s that the old concept of the child
passively receiving instruction from the teacher
should be replaced by a system in which the

pupil develops through active and full participation
in the educational process. Thus the teacher
becomes less of a dictator and more of a guide.
Until now the New Primary Approach has been
associated with the use of the English Language

as the medium of instfuction in the schools

from Standard 1. But in principle this need not

be the caseJ”™5 The 1970/74 Development Plan

states that the purpose of the NPA i1s to

develop iIn primary schools a method of teaching
which i1nvolves child activity and discovery method.
The project i1s to be continued until the method

has been iIntroduced throughout the primary

school system.

The classification of teachers8 Teachers
grades which are frequently mentioned in the
study are shown in Table 1. Omitted is the
classification of teachess iIn 1922 which was

not effected.



11

A~ Primary

1925

Elementary B
Teachers *
Certificate

Elementary C
Teacher *s
Certificate

Junior
Secondary

School
CertifTicate

The Jeanes
Teacher

1932 1949

Elementary Teacher (T4)
Teacher(E.T.)

Lower Teacher 3
Primary (T3)
Teacher(L.P.T.)

Primary Teacher 2

Teacher

GdD) (T12)
Kenya
Teacher 1

1 (K.T.1.

Jeanes

Teacher -

Makerere Makerere

Teacher Teacher

an

1962

Primary 4

(P4)

Primary 3

P3)

Primary 2

(P2)

Primary |
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Review of Related Literature

I have already mentioned that the quality
of teaching In Kenya is not a post - Indepenoence
problem. Talk about it started with the
introduction of “Western education® 1n Kenya.
Unfortunately very few or no studies have
directly been carried out into the problem. A
number of studies on quality make i1t a global or
regional study which makes them fall short of an
intensive analysis; some base their conclusions
on hearsay; while others derive their conclusions
on a brased and erroneous index of what
constitutes the quality of teaching.

Report on Education iIn the East African Protectorate.

(Fraser Report) 1909.

Its main object was to spell the kind of
education suitable for each race iIn the East
African Protectorate. By recommending African
education with an industrial bias i1t indirectly
focused attention on the demands for expansion in
literary education and with only little attention
on quality.

Report of the Education Commission of the East

African Protectorate. 1919
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Though 1ts major purpose was to examine the
education of three races, 1t pointed out that
’Sound education could only be built on a body
of well trained teachers'.17 Though the commission
recommended an immediate establishment of teacher
training centres as a means of achieving such a
goal, little or no attempt was made by the
government to open teacher education institutions
because much of i1ts iInterests were centred, on the
provision of industrial education. The
Commissions®™ concern with quality was limited iIn
that i1t was a general survey of the whole

education system.

|
Education in East Africa (The Phelps - Stokes Report)

1922 and the Advisory Committee on Native Education

in British Tropical Africa of 1923.

These two commissions, though mainly concerned
with averting the dangers of detribalisation among
the Africans, stressed the need for teachers in
order to improve the quality of education.

The Phelps - Stokes Report stressed the serious
need of teachers i1n the whole colony and
Protectorate for the overwhelming number of natives
needing the simplest form of training and

instruction.18 The Advisory Committee points out



14

that * a sound education system lay in the
training of teachers and this matter be given

19 As a means of improving

primary consideration”.
quality the Reports recommended the supervision

of village teachers through Jeanes trained

teachers. The government endorsed the recommendation,
but this was a vary superficial attack on the

problem of quality. The Commissions®™ emphasis on
education for Tadaptation® delayed government

attention to the quality of literary education

for Africans.

The Christian Missions proposals for the reorganization

of Teacher Training, 1935.

This was the first direct attempt to tackle the
problem of quality through a reorganization and
expansion of teacher education. The proposals
were prompted by the suggestion of the Pim
Report that the extension of education could only
depend on the training of African teachers to take

20

charge of the Elementary Schools and the

department of Education complaint that “the general
standard of African teachers was lamentably low". %%
The Missionary Scheme for the reorganization of

teacher education could not take root because of

the out break of the Second World War.
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The Lockhart Committee Report on the organization

and expansion of African Teacher Training 1945.

The Committee was set up to advise the
Director of Education on the expansion of teacher
education in the light of the general expansion of
the education system after the War. The general
feeling was that unless the expansion of teacher
education kept pace with the overall rapid growth
in the education system standards were to be lowered.
The Committee recognises the recruitment of
students with low education so that they would
combine professional training with academic
education to keep up with the pace of the growing
primary education, and lengthening the training
period of Lower Primary Teachers and Primary
Teachers. These plans were generally not put

into practice#

The Kenya Education Commission Report of 1949

(The Beecher Report).

Like the Lockhart Committee Report, the
commission dealt largely with the problem of
rapid expansion in education. It made the first
successful recommendations regarding the expansion
of teacher education to maintain the quality of
education iIn the primary school system. The

Commission records public concern over the problem
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of quality iIn teaching arising from a high
proportion of poorly qualified teachers*
Serious attempts are made iIn the report to
re-structure the T4 training course and the
introduction cfa Kenya T1 certificate, the highest
grade of teacher as ways of improving quality in

education.

The African Education. A study of Educational
Policy and Practice in British Tropical Africa

(The BInns Report) 1952:

The gigantic task faced by the commissioners
of this survey iIn covering the broad expanse of the
continent, to some extent precluded any detailed
study of particular educational problems. But
the survey had the merits of recommending a
revolution In teaching methods; "Education
should be active and not passive. The classroom
situation should be pupil-centred and not
teacher-dominated." It stressed the rote of teacher
education centres to effect such a change in the

quality of teaching.
f

The First Teacher Education Conference 1956.

The conference re-echos the recommendations
made by the Binns Report on the need for teaching

through activity. It i1s critical about teaching
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in colleges which 1t points out lays emphasis on
"talk and chalk* methods which has a serious
negative impact on the quality of teaching in
primary schools. The Conference attacks the
problem of quality from classroom practice at
teacher colleges, but did not examine actual

classroom practice iIn the primary schools.

The Konya Education Commission Report 1964.

(QmInde Report).

This was a general education survey after
Independence and the first since the English
Medium programme had been introduced. It
recommends the expansion of the English Medium
in the primary schools and working towards an
attainment of child-centred educatign- While
recording that some progress had been made in the
quality of teaching, it complainea that drill methods
of teaching,an authoritarian tone of voice on the
part of the teacher, a neglect of activity rupthods,
pupil participation, a riagative approach to
discipline, and a formalised approach to the
presentation of material, were still prevalent.
The Commission does not make rush conclusions about
the English Medium, having revolutionised teaching
in primary schools all of a sudden, though its

conclusions were based on a general survey.
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E.B. Castle. Growing Up iIn East Africa;

The volume discusses a variety of themes on
Education in East Africa. It devotes one chapter
on Language and Communication in East Africa in
which the author draws attention to the English
Medium teaching In Kenya. After some practical
observation of the English Medium classes, the author
agrees with the observations made by members of the
Special Centre that indeed the programme had
effected a revolution iIn the primary school teaching
in Kenya. He, however, tends to contradict himself
when he goes further to accept the view that teaching
in the Vernacular made teachers relapse to the
old mechanical rote memorisation methods. This
seems to point out to the erroneous conclusions
made about the influence of the English programme
on the teaching of other subjects. Observations
are made iIn the teaching of English, from which
general conclusions are drawn to apply to the whole
education process in the primary school. THris study
avoids such approaches for i1t examines the influence

of NPA directly on other subjects.

M, Hutasoit and C.H. Prator: A study of the New
Primary Approach in the Schools of Kenya:
This is the most outstanding study on the

influence of the New Primary Approach method
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programme on the quality of primary education.

rEtie study was undertaken In six weeks or shorter

<j,n the case of Professor Prator. Within this time
the authors visited English Medium and Vernacular
schools in all the six Provinces of Kenya and the
Jjairobi area. Conversations were held with
individuals at all levels of the administrative

and instructional hierarchy. Open meetings were
also held with teachers and administrators. Reports
of the Special Centre and the Kenya "Education
Commission Report, Part 1" were read. While the
efforts made by the authors within their very limited
time 1s appreciated, the time was too brief for an
intensive study. This is particularly so when all
regions of the country had to be surveyed. Mere
visits to schools and open meetings and conversations
with the educational administrators and teachers

did not constitute an objective analysis of

the problem. From their general survey, however, the
authors arrive to a conclusion about a lack of uni-
formity in the quality of NPA classes. They

observe that "NPA classes ran the complete

gamut®. The study recommends a slow down in the
expansion of the NPA classes and lays down

conditions to be fulfilled before fresh NPA classes
were to be opened. On the basis of this

recommendation the government curtailed the opening
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of more NPA classes* It is unfortunate that the
government had to act on the advise of findings
based on a general survey without a further critical
secrutiny. The programme was obviously beginning
to have a marked impact on the quality of education.
Lack of uniformity in the quality of an educational
system is a thing that cannot perhaps be totally
avoided even i1n the “developed’ couﬁtries, and

it did not have to be a point of major concern

in Kenya. The study could perhaps have
concentrated on the problem of proper supervision
in the face of expanding the programme to all

the primary schools. The curtailment of more
openings of NPA claéées has iIn effect created a
stronger disparity in the quality of the programme
than when i1t was in operation. In some areas with
effective supervision the programme still

goes strong while i1n many of the areas there

iIs a marked tendency to relapse into the old
mechanical ways of teaching. At any rate the

study is probably the best of the earlier

studies that touched on the problem of quality

in primary education. It studied the NPA programme
when 1t was at i1ts climax, while this study
attempts to assess its, impact four years after

its ’decline*.
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E. Stabler. Education Since Uhuru: The

Schools of Kenya.

The volume examines a number of aspects of education
In Kenya since Independence and devotes a complete
chapter on the New Primary Approach. It traces

the development of the NPA and makes very useful
conclusions about i1ts impact on the quality of
primary education, though they strongly reflect

the teaching of English as the basis of improving

the quality of primary education.

New Directions iIn Teacher Education and Teacher
Education Conferences 1964-1971.

These discuss gpe problems of teacher
education and make general recommendations on
the 1mprovement of teacher education programmes
with the aim of improving the quality of teaching

in the schools.

A study of the Curriculum Development iIn Kenya 1972.

The study -a devoted to the various aspects
of the curriculum of the educational system.
It observes that the iIntroduction of the New
Primary Approach has changed classroom practice
in the lower classes. The use of child activity
and discovery methods have broken through the

traditional formal class teaching methods;
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though its success varies with the qualifications
of teachers and the closeness of supervision.
It was critical of the fact that though the
syllabus of the upper classes of the primary
school generally encourages the undertaking of
projects to make learning an active process*
teaching In the upper classes of the primary
school 1is still passive often based on rote
learning. These observation make no generali-
zations about the ’wonderful* success of the
NPA. Hwever, it does not seem to discuss why
activity methods do not seem to have iInfluenced

teaching i1n the upqer classes.

Literature on activity methods and the quality
of teaching outside Kenya.

C.E. Beeby - The Quality of Education in
Developing Countries.

A very comprehensive study on what 1is
quality iIn education and what constitutes it.
A hypothesis of the stages of Educational
Development analysing the growth of quality in
teaching i1s advanced and i1t provides a very
useful theoretical framework through which
quality iIn education can be evaluated. The

hypothesis envisages four stages of the growth
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of a primary school system:

@

®)

©

Stage I: The Dame School: In this stage
teachers are ill-educated and untrained.
Teaching consists of unorganized, relatively
meaningless symbols; very narrow subject
content - 3R’S; very low standards,
memorizing features strongly.

Stage 1l: The stage of Formalism: Teachers
in the system are i1ll-educated but trained.
Teaching reflects a high organization of
symbols with limited meaning, rigid syllabus;
emphasis on 3R"S, rigid methods- '"one best
way of teaching”. One text book; external
examinations; inspection stressed; discipline
tight and external; memorizing heavily
stressed; emotional life largely ignored.
Stage Ill: Better educated teachers,
possibly attended Secondary education and
are trained. Roughly the same

goals as in stage Il, but more efficiently
achieved; more emphasis on meaning, but it
is still rather “thin® and formal; syllabus
and text books less restrictive, but teachers
hesitate to use greater freedom; Tfinal
leaving examination, little in classroom

to cater for emotional and creative life

of a child
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(d Stage IV: Well educated teachers - completed
secondary education and are well trained.
Meaning and understanding stressed somewhat
wider curriculum, variety of content
and methods; i1ndividual differences
catered for; activity methods, problem
solving and creativity; internal tests;
relaxed and positive discipline; emotional
and aesthetic life, as well as intellectual;
closer relations with community; better
burldings and equipment essential. The
study has the limitation of being a
global survey based more on administrative

experience and less of emperical researches.

N.L. Gage - Handbook of Research on Teaching.

It compiles various aspects on teaching methods that
have been carried out iIn the United States. It
raises the problem of methodology as the chief
limitation in comparing teachers class activities
whether they reflect a modern or traditional
approach to teaching. This 1s because teachers”
class activities are never consistent and

teachers themselves suffer from the dualism of

what they are expected to do and what they actually
do. In this respect teachers cannot be used as

a basis of describing their own class activity.
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Many of the researches into traditional and
activity methods have not generally yielded
useful conclusions iIn the United States of

America. Only a few appear to have done so.

Among the few, one conducted by Manning
arrived at a *somewhat* useful conclusion. He
developed a rating scale for the dimension of
permissiveness versus control i1n the classroom
behaviour of teachers. The study was undertaken
in two twelve year schools and covered the entire
range of grade levels. He observed teachers 1in
a number of different situations and concluded
that directive behaviour was far more common than
non-directive. In the least directive situations
studied, directive behaviour was found four times
more frequent than non-directive. Directiveness
also iIncreased with grade level, indicating
perhaps that the school did little to foster
self-direction among the pupils. Manning
concluded that educational literature about

echild-centred* school was much more a reflection

of talk than reality.”

Such a finding from a very ’developed*
country such as the United States iIn whose

footsteps Kenya perhaps is following in the
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development of methodology iIn teaching 1is
quite disturbing. Teaching methods iIn the
catechist schools instituted with the establishment
of Western Education were similar to the Dame
Schools of the eighteenth century in Western
Europe. There as in Kenya, the syllabus was
based on religion with some emphasis on the
3R"s. Memorization of T"nonsense* rhymes was
the pattern of teaching. In Britain particularly,
the Dame Schools evolved into the National
School Type, in which the best pupils "the
monitors®™ were assigned the task of teaching,
supervised by the head teacher. Teaching was
perceived as an activity requiring no special
skills. A study made by David Stow iIn the late
nineteenth century regarding the needs of the
children of the Junior School age is .said
to have been the origin of Activity Methods in

Britain.23

Kenya by introducing Activity methods tried
to by-pass a number of stages the developed
countries have passed through to achieve the
present atate of the educational growth.

IT after a century of Activity methods, i1t can
be still asserted that child-centred teaching

iIs a reflection of "talk than reality™ it
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implies that Kenya still has a long way up the
ladder to achieve child-centred teaching. This

will emerge from this study.

Significance of the study

The 1ntroduction of the New Primary Approach
into the primary schools was by any standards costly.
To equip a standard | class the estimate of

expenses was as shown in Table 2.
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Table 2: Estimate of expenses for .equipping

a class [INPA.

ITEM COST
10 tables at the cost of Sh.32 each 320/-
40 stools at the cost of Sh.10 each 400/ -

New Peak Texts: Teachers®™ course work
and a set of 10

ch%ldren’s books 115/20

Class Equipment:Pencils, excercise

books, chalk etc. 60/ -

Apparatus: Paste, Scissors, paint
brushes, etc. Sh. 72/10
TOTAL 967/60

Source: The Kenya Education Commission Report
1964 pp. 51-55.
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Equipping all the classes of the primary school
with the necessary NPA material would perhaps

have meant primary euucation alone absorbing
the whole government education vote. Is this
enormous expenditure on NPA methods all that
necessary? Has i1ts introduction not been based
on hearsay from the developed countries, that
these are the most practical ways of teaching
and learning? Unfortunately no serious
researches have been carried out In Kenya or

in East Africa to justify the "frantic*

efforts taken to introduce the NPA. If
acnievement in examinations, particularly the
English Language paper necessitated the
introduction of the English Medium, no follow
up has as yet been made to show that the Language
Paper results have improved because of the

English Medium programme.

Researches carried out elsewhere prove
beyond doubt that in terms of pupil achievement
methods do not matter. Wallen and Travers 24
concluded that teaching methods do not seem to

have much difference and there is hardly any
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direct evidence to favour one method over the
other. Siegel also arrives at the same
conclusion, when he states that students learn
about as much when exposed to one kind of
instructional environment as they do when

exposed to another.25

These findings are

quite remarkable 1f the unreliability of most
of the achievement tests is ignored; and they
make nonsense of the efforts made to develop
the NPA teaching methods and reduces this study

to a mere academic exercise.

Though there is no obvious evidence supporting
one method against ?nother in terms of pupil
achievement, there i1s ample evidence supporting
the use of activity methods i1n relation to the
whole learning process, though such evidence has
not, however emerged from Kenya or many of
the developing countries. In the United States,
Bruce Ellena and William refer to the consistent
finding of a positive relation between the
degree to which the teachers statements make use
of i1deas and feelings previously expressed by
pupils and the average class scores for attitudes

(towards the teacher and class) and achievement.2 6
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McKeachie accepts that discussion method offers
opportunity for a good deal of pupil activity and
feedback could be according to theory and
according to research results, be more effective
than typical lectures in developing concepts
and problem solving skills. McNally discovered
that i1n general, pupils in pupil-centred classes
participate more and have greater responsibility
for the determination of the purpose content and
procedure. Generally no consistent differences
occur in knowledge out comes, but the pupil-centred
class yields greater gains in higher co/gnitive

27 Bloom found

process and effective outcomes.
out that college students thoughts were more often
relevant to the subject matter iIn discussion

than In lecture sessions.- And the superiority

of such student-centred discussions iIn promoting
favourable attitudes towards the subject matter

as a whole and influencing attitudes specific

issues within the subject matter probably arises
from the greater degree to which group cohesiveness,
interpersonal perceptions and similar forces can
operate iIn such discussion groups.28 Flanagan

concludes that discovery methods engage the

learner in work tasks designed for his individual
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needs and abilities. The learner proceeds at

his own rate independent of others with carefully
organized and sequenced segments. His progress
is closely monitored through frequent evaluation
and his subsequent tasks designed to serve
thoroughly explicated objectives are adjusted
accordingly. Such systems will radically alter
the teachers role, relieving him of didactic
burdens and freeing him for the uniquely human
functions.29

Relative superiority in motivational aspects

of activity methods Fbove the passive methods

may not iIn itself justify the heavy expenditure
invested in orienting classroom teaching to

NPA. However, Kenya’s educational alms necessitate
activity methods not only iIn primary schools but
in the whole educational system. The country’s
educational goals are geared to preparing

the youth so that they play an effective role

in the life of the nation whilst ensuring

that opportunities are provided for fTull
development of individual talents and personalities.
Furthermore Kenya aspires to remain a democratic

country, which implies that the educational

30
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system should not be designed to produce robots
who cannot be inquisitive about theilr environment.
It 1s largely through Activity methods, which
can enable the child to observe investigate and
ultimately to analyse and solve problems. In
the changed relationship between teacher and
pupils and between pupils themselves, working in
cooperation, a pupil will learn to take i1nitiative
and be capable of adapting himself to the
eharsh* environment that awaits him. Thus
learning through activity will _provide a pupil
means of developing qualities of curiosity and
initiative, readiness to co-operate, and tolerance
for change that are precisely the qualities
that young citizens of a developing country

like Kenya very badly need.

Pupil-centred teaching has been stressed
in much of the philosophical literature. John
Comenius of Germany stressed how children learn
through all senses; not only through ears alone,
so that the teacher should use aids and
encourage pupils to write their own records.
He stresses that solid learning depends on
pupil’s enjoyment of the work and his appreciation

of i1ts utility and purpose; and it IS necessary
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for each pupil to arrive at truth for himself
either through his senses or by reasoning and
advocates methods that foster learning by

experience.31

Jacques Rousseau of France emphasised
the child as the prime factor in education.

The child learns well when his curiosity Iis
developed. He should therefore be provided with
opportunities to find out the how and why of things
he experiences. Problems should be put before him so

f.32 Other

that he can solve them by himsel
leading philosophers who stressed pupil - centred
learning include J.H. Pestatozzi of Switzerland,

M. Montessori of ltaly and J. Dewey of America.

There 1s every practical point to teach through
activity in the primary school. The vigour and
activity shown by children during the primary
school age suggest that the work of the class must
be planned along lines which give opportunities
for movement. Thus methods of teaching must
involve action on the part of the children.

Children are usually curious to find out; and
this 1mplies that these needs have to be catered
for to facilitate a healthy physical and mental

development.
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Having pointed out the need for activity
methods 1In Kenya’s educational system, the
significance of this study is outlined as

Tfollows:

1. Since many of the studies of Activity method
programme iIn the past lacked depth and
hence became of limited value for planning,
this study will analyse some constraints
to i1ts effectiveness with a view to pointing

out ways and means of i1ts future expansion.

2. 1t will explore other factors apart
from the NPA programme which should be
examined to promote the quality of teaching

in the primary schools.

Data Collecting Procedure
Kinds and Sources of Data - Reading was carried
out in libraries and the Kenya National Archives
to trace the problem of quality iIn teaching 1in
relation to teacher education before the
introduction the NPA. This consisted of reading
official records, minutes of meetings,
committee reports, official and personal letters,
government circular letters and institutional

records
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Lesson observation* As has already been discussed,
the purpose of this study i1s to find out the
influence the NPA programme, has had on the
quality of teaching. It was therefore necessary
to design an objective instrument that would
assess teachers® class activities. The only
available objective instrument would have been
the Flanders Interaction Analysis Categories
(FIAC) shown in the appendix 1l. But this 1is
not quite suitable for the purpose of this
study since i1t is mainly concerned with the
Verbal Interaction Analysis; while this study is
interested iIn the non-verbal activities as well.
This necessitated é modification of the FIAC
to suit the objective of this study. The
details of the modified instrument used are
shown 1n the appendix 11, together with the
coding sheet. In a broad outline i1t included
teachers®and pupils®class activities as an
index of quality.
This embraced:

Teachers* class Activities

2 Asking narrow questions
V Asking broad questions
Lecturing or presenting information
Accepting i1deas behaviour, feeling and

helping individual pupils.
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Teacher’s non verbal activities
Pupils* class activities
Pupils* talk response
Pupils” iInitiated talk
Simple non-verbal pupil activities.
More involving pupil non-verbal activities.
Then confusion, irrelevant behaviour, giving

commands and taking commands.

While in the Flanders Instrument, class
behaviour is recorded after every three seconds
it was decided for convenience to record class
activities after every 5 seconds. The
reliability of the instrument was established on
the Scott"s Coefficient of Reliability which

also appears i1n appendix IlI.

On the basis of this instrument 245 lessons
were observed iIn various primary schools based
on different geographical regions to give a
general cross-section of the differences . Group C
primary schools were not visited due to the
fact that many operate under conditions well
above those of ordinary primary schools. To
maintain a fairly high degree of reliability
most of the lessons were tape-recorded. It
should be admitted that tape-recording In some

cases tended to create some artificial situations
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in the classroom. Results of the lesson
observation are discussed in chapters four

and five.

Questionnaires: Questionnaires were carefully
designed to find out the attitudes of primary
teachers, students iIn teacher education
colleges and their tutors towards the New
Primary Approach and teacher education 1in
general. The questionnaires contained major
items on the curriculum of teacher education,
NPA, teaching practice, teaching in teacher
education colleges, teaching in the field and
miscellaneous questions. A total of 138 teachers
and 70 tutors responded to the questionnaire
through an interview and 210 students of
Kaimosi, Eregi, Siriba, Mosoriot, Kericho,
Kisit and Thogoto colleges responded to the
questionnaire by filling iIn answers after
explanations had been given to them. What
primary teachers, college students and tutors
say about NPA and teacher education on the
quality of teaching will be discussed in

chapter six.
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Simple drawing. This was done in one college
only. The objective was to ascertain the effect
of teacher training on students understanding of
their classroom role. Its results are also

examined In chapter seven.

1. M. Hutasoit and C.H. Prator. A study of
the New Primary Approach in the Schools of
Kenya (unpublished) 1965, p. 22.

2. Ibid,

3. E. Stabler - Education Since Uhuru: The
Schools of Kenya. Wesleyan University
Press 1969 p. 40.

4. Conference on Education on Malawi held on
the 17 - 19th April 1972 (unpublished)

PP 4.

5. L.K. Painter - The Hill Vision. East African
Yearly Meeting 1966 p. 51.

6. Evidence of the Education Commission of
East African Protectorate 1919, Swift Press,
Nairobi p. 175.

7. The Kenya Education Commission Report
(Ominde Report) 1964t Government Printer,
Nairobi pp. 49-50.

8. E. Stabler op. cit. p. 57.

9. Ministry of Education - Triennial Survey

1964-66, Government Printer, Nairobi p. 5.



40

10. C.E. Beeby The Quality of Education In
Developing Countries. Havard University
Press 1966 p. 72.

11. lbid, p- 57

12. Ominde Report op. cit. p. 49

13. Ibid p. 50.

14. The Development Plan 1970-74. Government
Printer, Nairobi 1969 p. 464.

15. Ministry of Education - Triennial Survey op.
cit. p. 5.

16. Development Plan op. cit. p. 465.

17. Report of the Education Commission of the
East African Protectorate 1919. Swift Press,
Nairobi p. 175?

18. The Phelps - Stokes Education Report 1922-23.
Edinburgh House Press,1925 p. 48.

19. Education i1n British Tropical Africa H.M.S.0. CMD
1925 p. 5.

20. Department of Education. Annual Report 1937.
Government Printer, Nailrobi p.6.

21. Department of Education Annual Report 1936 p. 37.

22. D. Manning "An Analysis of the relative
Directiveness of Instruction iIn Selected
Situation as indicated by a refined

observation technique'™ IndianaUniversity



23

24.

25.

26.

27.

28.

29.

41

School of Education 1950 No. 2. pp. 81-85
In Encyclopedia of Educational Research
ftt Ebel Ed. 1969.

M.V. Daniel - Activity In the Primary School.
Basil Blackwell; Oxford 1962 pp. 4-7.

N.E. Wallen and R.M.W. Travers - Analysis
and Investigation of teaching methods in
N.L. Gage Ed. Handbook of Research in
Teaching Methods Rand McNally and Company
Chicago 1963 pp. 448-506.

L.A. Siegel - A multivariate Paradgm for
Education Research Psychol. B68 pp. 306-7.
N.L. Gage Ibid.,

J. Bruce Ellena and J. William (Eds)

Contemporary Research in Teacher effectiveness

1964 pp. 196-123. N.L. Gage Ibid.

W. HcKeachie - Research in Teaching; the

gap between Theory and Practice Improving
College Teaching 1967. pp. 211-39. N.L. Gage
B.S. Bloom, Thought Processes iIn Lectures
and Discussion. Jn. of General Education
1953 pp. 160-9. N.L. Gage Ibid.

J.C. Flanagan. Functional Education for

the Seventies 1967. N.L. Gage Ibid.



30.

31.

32.

42

Ndegwa Commission Enquiry. Government
Printer, Nairobi 1971 p. 146.

S.J. Curtis and M.E.A. Bultwood, A short
History of Educational Ildeas University
Tutorial Press 1966 pp. 171-207

Ibid pp. 262-290.



43
CHAPTER TWO

PRIMARY TEACHER EDUCATION AND THE PROBLEM
OF QUALITY IN' TEACHING BEFORE 1945.

The Training of Primary Teachers on job. 1845 -

1924, and the Quality of teaching.

During the introduction of Western Education in
the last half of the last century and in the early
years of this century, perhaps the problem of
of quality In teaching did not largely preoccupy
the minds of government and missionary educators.
Their prime concern was with the nature of

education to be given«to the African Community.

Government policy in African education and the
problem of quality in teaching: The settler -
dominated government paid little or no attention
at all to the problem of quality iIn African
education. The need for i1t did not arise, since
Africans were not capable of receiving
literary education. The general background
governing government activities in many of the
African affairs was that ’in dealing with the
African savage, the whiteman was practically
at the genesis of things. An African represented

a somewhat lower homo sapiens as compared to an
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Anglo-Saxon; and this an African himself

reflected 1t through his primitive habits and
customs. Equality between a white and a black

was therefore relegated a very remote future*.

It was on this background that the nature and
content of African education had to evolve.

From the outset the settlers pressed for Africans
to have practical education which could teach them
skills that would be useful on the farm.

In the light of these attitudes, the settlers tended
to be generally critical about Christian

missions which emphasised literary education at the
expense of manual work. These were seen as trying
to teach an African to misread the Bible which
subsequently gave him a fallacious policy that

as long as he professed the Christian faith

he automatically became an exact equal to his
white masters.2 A racial approach to “civilization*
was endorsed by the Report on Education in the
East African Protectorate of 1909 and the system
of education was structured to reflect this
policy.3 Africans were to receive an industrial
type of education. A department of education

was set up In 1911 and i1t floated grants-in-aid

to™ various Missionary Schools for experimental

purposes. A government Industrial School and



45
Teacher Training Centre was opened at Machakos,

but i1ts results were not very encouraging.

Education with a strong industrial bias became
the official government policy in African
education, but had the consequences of restricting
the provision of literary education. This
consequently ma<3e 1t Imperative for Africans to
focus much more attention on the expansion of
literary education and giving only scant attention

to the problem of quality iIn teaching.

The industrial element iIn African education
was emphasised by many government education
commissions, occasiénally with little reference
to literary education. The Report of the
Education of the East African Protectorate
in 1919 stressed that “for education to have
effect, 1t 1implied that the education given
must be of the right sort. For natives education
should be on technical lines as many witnesses
had recommended; for fear that i1f any literary
education was given the child educated would
be ruined and would look forward to clerkships
and similar occupations rather than entry into
the field of Iabour."‘4 The Commission however,

expressed reservations about the provision of



46

technical education without some literary
education. It pointed out that literary
education was an essential preliminary to e
effective technical i1nstruction and i1t was of
the opinion that up to 11 years of age the
education given could be literary, but could
include hand and eye training gradually verging
to the purely technical type; after that age

it could be both technical and literary.5

In the light of this reservation that the
provision of literary education could be the
basis of effective iIndustrial education, the
commission was of the view that sound education
could only be built on a body of well trained
teachers. It was, however, not unanimous on
whether or not the government should set up a
secular teacher education centre; for It was
feared that such an institution would lack a
religious and moral foundation. It was therefore
recommended that every missionary society be
encouraged to found its own training college
which would be maintained with government grants
and supervised by government inspectors of the

department.
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The Education Commission Report of 1919
had the merits of drawing government attention
on the problem of training teachers as a means
of improving the quality of African education.
Accordingly the Department cf Education issued
rules governing the classification of primary
teachers. This was the first government attempt
6F 1ts kind to concern itself with the teacher
and the problem of quality iIn African education.
Teachers were classified as follows:
Pupil teacher; |In general education.,pupil teachors
were to be examined in the work prescribed for
standard V. Their professional side was to be
examined by the Inséector examinig the schools
for grants. A pupil teacher was to give a lesson
in his presence.
Certificated teachers: These were placed in
three categories; third class teachers: second
class teachers: and first class teachers.
Third class teachers were to enter a teacher
training centre after they had passed the
seventh class syllabus and were to take courses
in general principles of instruction, lesson
preparation, the explanation of the subject of
a lesson, the presentation of a lesson, writing
on the blackboard, the teaching of writing, the

elements of reading dictation, the teaching of
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practical arithmetic and lesson criticism to be
given before a European master. Before taking
examinations prescribed by the department of
education, candidates must have qualified as
pupil teachers or have been trained for at least
one year iIn some training institutions for
teachers recognized by the department of education.
Second class teachers: Were to undergo a two
year training course after holding a third class
teacher™s certificate. Their course was to include;
the keeping of school records, attendance
registers, the log book, diary work, syllabus
of work, time-tables, accommodation and equipment,
what to expect iIn a éood classroom; lighting,
arrangements of desks, types of blackboard,
types of desks and the posture of pupils. Second
class certificate holders could become First
class teachers after obtaining five satisfactory
annual reports from the Director of Education
or his representative, provided not less than
three of such reports be consecutive. Special
Certificates were to be awarded to those qualified
to give iInstruction iIn hand and eye training 1iIn
knowledge necessary for agriculture, industry,
history, hygiene, practical teaching, blackboard

work and writing.



49

It 1s Important that in these iInstructions
an attempt was made to classify primary teachers
and structure their courses of study for the
purpose of improving the quality of primary
education, butJFhey had a major weakness of
putting much premium on teachers®™ class activities
and completely dwarfing pupil participation in
the learning process. It iIs quite regrettable
that the rules could not be 1mplemented. The
government was more convinced about providing
industrial education than literary education;
and the Phelps - Stokes commission of 1923-24
had a stronger appeal to government action than
the Education Commission Report of 1919 which
tended to emphasise the importance of i1ncorporating

industrial education with literary education.

The Phelps Stokes Commission Report with
some of 1ts objectives as T"investigating the
educational needs of the people iIn the light of
the religious social and hygienic and economic
conditions and assisting iIn the formation of
plans designed to meet the educational needs of
the native races,fstressed that education

must be of a character to draw out the powers of

the Native African and fit him to meet the specific
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0
needs and problems of his individual community.

The Report generally stressed a policy of adap-

tation i1n African education. The education given
was not expected to divorce an African pupil from
his tribe and give him contempt of his people and

attract him in the towns.

On the training of teachers the commission
stressed the serious need of teachers in the
whole colony and Protectorate. There was an
inadequate supply of teachers for the overwhelming
number of natives needing the simplest form of
training and instruction. In the view of the
commissioners, emphasis upon highly trained teachers
and hence a higher quality of instruction, would
lead to a postponement of education for a number
of years. Such a delay it was noted, was undesirable
and even dangerous in view of the acute conditions
arising from the rapid entrance of European
influences i1nto Africa. It recommended that the
(Miss) Anne T. Jeanes experiment which had
apparently proved successful among the American
Negroes should be adopted as a means of
manufacturing® teachers within a very short time.
The plan recognized a temporary necessity of accepting
teachers with lower qualifications but through
effective supervision to meet the development of

pupils. It emphasised that the condition on which



51
lower standards for teachers was to be
tolerated even as a temporary expedient was
supervision and organization which were to
provide means and methods for the realization

, 9
of satisfactory advance.

An institution for the training of visiting
teachers for the village schools could be
established. The training of such teachers was
to emphasise a sympathetic approach into the
problems of the village schools or rural
areas where the teachers had to initiate the
necessary educational changes by actual demons-
tration In co-operation with the teacher and
pupils rather than by talks and memoranda. In
getting iIn contact with the village teacher, they
were to deal with the 3Rs and then deal with
other activities depending on the duration of
the visit. Other activities were to include
practice iInto household activities, gardening
and etc. taught in connection with the

neighbourhood.10

In November 1923 an Advisory Committee on
Native Education in British Tropical African
dependencies was established *to advise the

Secretary of state on matters of Native Education
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in the British Colonies and Protectorates in
tropical Africa; to which he might from
time to time refer and assist him iIn advancing
the progress of education in these colonies

and Protectorates’11

issued what might be seen as a
government white paper on the Phelps Education
Commission. It emphasised that education be
adapted to the mentality, aptititudes, occupations
and traditions of the various peoples conserving
as far as possible all sound and healthy

elements 1In the fabric of their social life
adapting them where necessary to changed
circumstances and progressive ideas as an agent

of natural evolution. Its aim was to render the
individual more efficient In his or her conditions
of life whatever might be and promote the

advance of agriculture, the development of

native industries, i1mprovement of health, the
training of the people in the management of their
own affairs and the inculcation of true ideas

of citizenship and service.12

On the training of teachers, the committee
also recognized that the key to a sound

education system lay in the training of teachers.
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It noted that the issue of training teachers be
given primary consideration. The training of
village school teachers was to be carried out
under rural conditions so that those trained
could be i1n direct contact with the environment
in which work was to be done; and those selected
for training were to belong to the tribe or
district. As a means of continually improving
the village teachers there was a need for
training of teachers who could visit the village

schools.13

In examining general government policy
towards African Education in relation to the
quality of teaching in primary schools, i1t might
be concluded that the policy was a major critical
constraint to the improvement of quality. Des-
pite the government®s "pious” platitudes about
placing priority on the training of teachers as
a means of improving the quality of African
education,in i1ts view the development of African
education implied an overall betterment of
community life through visiting teachers trained
for a multitude of functions related to community
work. These were to assist untrained village

teachers to handle the fundamentals of the 3Rs
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in relation to community aspects of life like
agriculture, industry and hygiene. This policy
persisted well Into the early 1940s and literally
diverted government attention on the problem
of quality In primary education. Most of the
measures taken to improve the quality of
education iIn the primary schools were seen iIn
relation to community development and generally
represented half-hearted attempts. Its main
contribution as will be seen was the establishment
of the Jeanes School whose main function was to
train itinerant teachers who were to supervise
village schools as well as community projects.
Government policy of education for adaptation
stood contrary ro the aspirations of a majority
of the African population and partly contributed
to the iIndependent school movement in many parts
of the country and which led to the establishment
of the Kikuyu Independent Schools i1n the Central
Province, which though seen by the government

14 in the

as offering mediocre instructions,
eyes of many Africans they were seen as
occupying the educational vacuum that the
government had created. The policy generally

had the effect of making the African community
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concentrate their demands on the expansion
of literary education no matter the mediocrity of

the iInstructions given in such expanded iInstitutions.

Christian Missionaries and the Quality of African
Education: The Christian missionaries strongly
subscribed to government education policy of
"adaptation to environment*. They believed
that 1t the African Christian was to abandon
his place on the old ladders of economic
prosperity and social prestige by practising
monogamy, he must be compensated by learning
a trade or new method of agriculture which
would open the way tg new ambitions. If his
children were to sleep at home, and live a
good Christian family life}he must provide
suitable accommodation. If he was to read the
Bible his house must have windows to admit
light and therefore its shape must be square
and not conical;nor could he afford to
rebuild it every five years to meet the needs
of shifting cultivation. IT his children
were to be ’educated®, he must learn to do
without their services on the farm and yet

earn enough money to pay their school fees.
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Again to pay government tax and his church
tithe, he must have ready money; and if he
was to leave his family to work on railway or
a plantation he must produce not only for him-

self but for the market.15

On the basis of this
policy, to almost every mission station an
industrial school was attached. Christian
Missionary devotion to industrial education
led to less attention to the quality of literary

instruction in the village schools.

What 1s important, however, was that while
subscribing to the government policy of African
education with a strong industrial bias, the
missionaries realized that emphasis on reading
and writing for literacy was the high road to
or at least the concomitant of conversion. 1In
this way schools had to stem from the catechitical
centres presided over by the African catechist
who buirlt the first contigent of African
teachers. The fTirst batch of these teachers
was trained in India. In 1860 through the
encouragement of Sir Bartle Frere, governor of
Bombay, allowances were paid for freed slaves

and the Church Missionary Society (C.M.S.)
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founded the African Asylum at Sheranpur, a mod-
el of Christian Village, which was part of the
Nasik Mission. Under the supervision of the
Rev. W. Salter Price, Africans were admitted
to the Indian Schools there and eventually
to the Industrial Training Centre and Teacher*s
College. It i1s noted that these catechists
assisted John Rebman to maintain the C.M.S. mission
on the East Coast of Africa.l16 The intense
competition with which different Christian
Missionaries settled the inland of the East
Africa Protectorate necessitated a hasty training
of teachers to man the many catechist village

schools that were being left behind.
|

The preparation of catechist teachers
consisted of giving them basic elements of
simple counting and reading; though approaches
to the problem varied from one missionary
group to another. Generally they were not given
adequate training. The problem of selection and
training 1Is summerized:

eMission staff and Christian leaders

were confronted with many perplexing

problems in the field of education.

One of the concerns was to select the

most apt pupils who showed promise of

leadership ability and give them short

term training in preparation for teaching
in the village schools. After youngmen
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were assigned to teaching posts,

they were brought in the mission

station one half day a week for

further instruction. On these

occassions i1t was not unusual to

outline the teaching programme for

the following week™17
Complaints were often raised about the trainers
not having completed normal teaching courses
at home and hence villagers accordingly had
little respect for the catechist village
teachers trained by such teacher educators.l8
The Friends African Mission point out that the
quality of teaching in the village schools
very much depended on the training and resource-
fulness of the individual teachers. Teaching

|

aids such as maps and source materials were not
only in short supply, but were not even available.
Teaching largely consisted of reading portions
from the Bible; music instruction was devoted
to learning hymns i1n vernacular. Generally there
was no division between secular and religious

instruction.19

The quality of teaching 1In

these schools perhaps reflects the Dame Stage

of the hypothesis of Educational stages, 1In
which, the bulk of the teachers are i1ll-educated
and are either untrained or have the skethhiest

training. Teachers fall back on the very narrow
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subject content they remember from their own
school days; and generally teaching consists of
little but completely mechanical drill on the
3R"s and the memorization of relatively meaning-
less symbols.20 Concern over the quality”™of education
given by the catechist teachers was not only
expressed by missionaries but also by some
civil administrators. A Provincial Commissioner
had this to say; "Speaking generally it may
be stated that the bulk of the instructions
carried out by native teachers is of mediocre
attainments. The schools are on the whole
of little educational value since i1t must
be remembered that many of the missionaries are
not trained teachers and do not view education
as the greatest value "qua adue® but merely
as a medium of transmission of the Christian
belief. 51

That the village teacher had received a sketchy
training and hence had to give poor teaching, was
partly as a result of circumstances and partly
due to a false educational theory. The
circumstances arose through the desire of
Christian missions to spread themselves as far

and as quickly as possible and hence becoming
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concerned with the quantitative value of education
at the expense of the qualitative aspect of
instruction. The education theory arose from
the fact that quality of iInstruction was not
seen as something of Immediate concern. Both
the government and the missionaries were most
concerned with industrial education than
literary education. It was generally perceived
that for one to teach, one only needed to be
only a little way ahead of one?s pupils; for
what after all was training? Was it not just
handing over a certain technical hints as to
how the children ought to sit at the desk or at
what point of the lesson the use of the
blackboard should come In? And what was the
village school? Belonging to a mission it was
also a church. There was no need for distinction

between secular and sacred aspects of education.

Despite his poor training and teaching, the
village teacher was the hub of the whole educational
system and he was generally respected for this.

He was a child of both of his own native
village and also of the European School. He
was a point of light iIn an otherwise dark

world. To the village he was the only local
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element that represented the marvels of the

outside world; the world of white people.

The establishment of the first teacher
education centres 1924 - 1945 and the problem of

quality of teaching.

Government policy and primary teacher
education:

Following the recommendations of some of the
Education Commissions discussed above, the
government issued the first Education Ordinance
of 1924. To the African this Ordinance gave
real first encouragement for a demand for
schools and the desire to run them, a thing
the government had been slow to respond to;
district boards were set up and they marked a
start iIn the represenatation of African opinion
in educational matters. The boards after their
establishment levied rates to assist secular
schools; and demanded the expansion iIn educational

facilities.

The government further drew an outline of the

school examination for Arab and African children:
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Name of Examination Scope Lanquage
1. a) Elementary B School Std 1V Vernacular
Certificate

2. b) Elementary B Teacher®™ Teaching up Vernacular
Certificate to Std 1V
2. a) Elementary C School Std VII i1.e. English
Certificate intellectual or
attainment Swahili.
of Local
Cambridge
Preliminary
b) Elementary C Teacher®s Teaching English
I up to Std VI3 or
7 Swahili
3. @ Junior Secondary Form 2 1.e. English
School
intellectual
attainment
of
Cambridge

Junior Local

b) Junior Secondary Teaching up English
School Teacheds to form 2
22

Certificate
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In response to African demands for iIncreased
facilities for higher literary education the ¢
government argued that “few of the Africans
had at that time the power of thought which was
required for a high standard of literary work.
Generally speaking the African mind had reached
a stage of sense perception, imagination and
emotions which were highly developed, but
development of reasoning faculties were still
slow; useful training was a continual contact
with material processes'.23 These attitudes
reinforced in 1932 by Dr. Vints "findings"™ about
the educability of ﬁpe East African Native,24
continued to make the government indifferent
to the provision of literary education and
strongly resisted any demands for the expansion
of African education. With few i1f not none
of i1ts own schools, the problem of quality of
instructions did not become a major concern for
the government. Repeated warnings were
sounded to missionaries for attempting to stress
a literary curriculum; F"it 1s incumbent upon
all those responsible for educational policy to
endeavour to give the African an education suited

to his capacity and his environment.'25
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For the trickle that were passing through
the literary education system an attempt was,
however, made through the Education Ordinance
of 1932 to effect a high quality of instructions
by classifying and structuring the teachers*®
courses of study. Four teachers® certificates

replaced those issued in 1926:

1. A Primary Teachers®" Certificate? This
qualified the holder to teach up to standard VI
or with endorsement to Form Il. Candidates for
this certificate were to have passed the

Junior Secondary School examination and under-
gone a two year teacher®s course In an approved
institution. The course of study included
Blackboard work, physical training, school
management and classroom teaching, English

and Swahili speech.

2. A Lower Primary Teachers* Certificate: This
qualified the holder to teach up to Standard IV.
Candidates were to have passed the departmental
examination taken at the conclucJon of primary
education and undergone a two year teaching
course at an approved institution. Subject of

study included blackboard writing and drawing,
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physical training, school management and

classroom teaching, English and Swahili speech.

3. An Elementary Teachersl Certificate: which qualified
the holder to teach up to Standard 11 with endor-

sement to standard Il1l. Candidates were to have

taken the standard IV examination with one

years training In an approved institution. In
exceptional cases two years approved experience

under adequate supervision could be accepted

by the Director of Education in lieu of the

years approved training. Subjects of examination

were to include blackboard writing and drawing,

physical training and classroom teaching.

4. The Jeanes Teacher Certificatet These were
to have the Lower Primary Teachers* Certificate
and had subsequently undergone at least one years
training at the Jeanes School, Kabete. In
exceptional eases holders of the elementary
certificate would be accepted. Subjects of the
course included blackboard work, physical
training school management and teaching methods
of supervising schools and helping teachers

and community Work.26
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It cannot be denied, that this classification
ifT put Into practice would have improved the
quality of instruction in the primary schools,
though the content of the courses place much
emphasis on the teacherb class activities*

The courses give an allowance for the teachers

to teach beyond the limits of their knowledge*

But in the light of the above outlined policy,
government major interest was with education for
adaptation consequently as will be seen later in
this chapter, the quality of teaching remained
generally poor despite this splendid classification

and structuring of the teachers* courses*

t

The Jeanes School. Kabete and the training of
Itinerant teachers as a means of improving *quality*
of African education: The idea of training
itinerant teachers as a means of Improving
the quality of African education as suggested
by the Phelps-stokes report had strong appeal
with the settler-dominated government since it
stressed education for adaptation and was 1in
no way contradictory to the accepted government
policy. The Governor iIn his address to the
Legislative Assembly emphasised the importance

of the schemei
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The training of teachers i1s the most
fundamental part of an education

system and must be undertaken by the
Department of Education at once; otherwise
no great improvement can be expected to
result from any school syllabus. First
comes the training of village school
teachers and the scheme suggested by

the honourable colonial secretary for

the training of twenty village teachers

at Kabete In a two year course IS

both economical and practical. The
teachers i1In the village are expected to give
a combination of mental and manual training
to run bush boys; and at Kabete the
Reformatory provides facilities for
instruction in carpentry drill and
practical agriculture. Practising

classes for teachers would be provided

by a local village school at the
Reformatory school*.27

The Jeanes School accordingly opened on the

1st August 1925. The curriculum embraced a
variety of subjects: Kiswahili, singing,

physical training, games, religious and

moral Instruction, simple hygiene and

sanitation, Tfirst aid (fractures, cuts and

burns, scalds, dysentry, pneumonia, plague and
malaria), simple agriculture including ploughing,
simple carpentry, thatching, sundried brickmaking,
curing of skins and hides the silk i1ndustry,

blacksmithing and tin smithing.”®

Teacher education included lesson demonstration,
blackboard use, how lessons to young children

vary from those given to older ones, and dictation.
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Teaching practice was given at the practice
school at Mwimuto and these consisted of
criticism lessons, analysing good and bad
points through a questionnaire. Lectures
consisted of class management, the meaning
of curriculum, time-table, syllabus and daily
notes, lesson preparation and application,
aids to teaching, examination methods, the
teaching of arithmetic, reading dictation,
composition and spelling, some elementary
geography, principles of Education, instincts,
imitation, formation of habits, imagination,
memory and discipline, physical training,
drill and organization of sports and athletic

meetings.

The teacher education aspect was quite
elaborate, though the curriculum was so
crowded that considering the Jeanes teacher’s
academic background which was barely below
standard VI of the primary school, he
could not obviously master i1t very thoroughly.
Given the many village schools, he spent
most of the time travelling hence did not
have much time to teach village teachers

effectively; and most of the Jeanes teachers
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preferred the social and sanitary aspect of

their work to improving the village teacher.29

But the opening of the Jeanes School, noble
as i1t might have appeared in the eyes of
government authorities, it brought to the
surface African reaction against the quantative
and qualitative aspects of government policy
in African education. The first batch of students
expected to continue their education iIn its
usual arithmetic progression of standards and
resented the cumbersome training as unnecessary
and a poor substitute for advanced work.30 In
some areas open hostility was shown against
the Jeanes teachers because i1t was felt that
education consisted of learning to read and
write and to do sums and any manual work that the
child may be required to do should be done for the

parents and not for the teacher.31

The Jeanes school was taken over for
military purposes in 1939 when i1ts entrants had
almost become a mere trickle. There are a
number of factors which constrained its
effectiveness. The aim of the school was to

enable the teacher to discern the relevance
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of African lore and customs that he could pass on
to the teachers iIn the outschools and also
try to prevent the heedless wholesale adoption
of western ways. He had to learn how all
school subjects could be adopted and directed
towards the improvement of various villages.
Arithmetic was no longer to concern itself with
hypothetical problems but be used in the
computation of village statistics; drama was
to become a vehicle of propaganda for health and
agricultural improvement, and even reading and
writing could be given local relevance by the
collection and repetition of tribal songs and
stories. And yet in his missionary background,
he had been taught that his own songs, dances and
customs were unchristian, uncivilized and
therefore unacceptable. He had been taught that
he had no history of his own to speak of.
Needless to say that the Jeanes teacher was
commissioned to undertake a very difficult task;
to remove the western element from the bush
teachers which In their view constituted the
quality of education and substitute through his

initiative a very new African syllabus and

methodology.
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The Jeanes teacher was In a great dilemma;
he often must have wondered about the well
esteemed education that white administrators
were attaching so much importante to when they
themselves were not receiving it and furthermore
his missionaries appeared quite reluctant to let
their best teachers go to this school; only
allowing mediocres who iIn most cases never applied
through the normal ways, but were only sought

out by the staff.

Stretching his eyes a little away,.she Jeanes
teacher saw the Alliance High School Kikuyu,
and St. Johns School” Kabaa, providing a path
for further education and the possibility of
entrance to Makerere in Uganda, while the Jeanes
School, Kabete demanded an attitude iIn its students
that despised further paper qualifications.
Alliance and Kabaa could lead to some of the
best paid jobs iIn the civil service, while the
Jeanes school pointed the way back to the reserves
and a life of quite extraordinary difficulty,

where patience was more important than ambition.32

African reaction to government "misplaced

values * in education.
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African reaction to government restriction
of literary education iIn favour of education for
adaptation was first registered through the district
boards” efforts to demand the establishment of
secondary schools, and the levying of taxes to
assist secular primary schools; their second
reaction was lack of enthusiasm to enter the
Jeanes school and the apparent lack of co-operation
with the Jeanes teacher. The emergence of the
Kikuyu Independent Schools was as much a reflection
of the dissatisfaction over missionary stand over
female circumcision as much as i1t was a frustration
over the education practices of the government.
Opening in 1929, by11937 these schools had over
7,223 pupils on roll.

Though existing in a virtual vacuum, the
government was very critical about the quality
of education given by these schools. It was
pointed out that in most of the schools the
bulk of the teaching was done by pupil teachers
who had themselves received education to a
standard very little in advance of those whom they
were trying to teach. The standard of class-
work In every subject was distressingly low

mainly because of i1nadequate staff, bad teaching,
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skimping the teaching of the fundamental process
in the sub-standards, pushing the pupils ahead
from one class to another without proper tests,
lack of reading books, ,and unsuitable writing
materials.33 Very often some of the criticisms
were general and biased. A Provincial Inspector
summarized the defects of these schools:

eFailure to make any real attempt to teach
reading, and number properly to the sub-standards;
Arithmetic throughout the classes i1s bad; English,
or what the teacher thinks i1s English, 1is

taught from standard Il and In some cases
Standard I*.34 In 1939 Githunguri Teachers
College opened to érain teachers for the
Independent Schools as well as for all African
Schools. The ultimate aim was to convert

It to a University. Students were drawn from
Nyeri, Kiambu, Nakuru, Embu and North

Kavirondo.35

The College was closed down in
1952 when a state of emergency was declared in

Kenya.

African demand for expanded facilities of
literary education and teacher education

continued to build as the war was coming to an end.
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Expansion i1n primary teacher education became
one of the most important themes of many district
education boards. Their major concern was to
maintain the quality of instruction in the many
primary schools that were being established
through the demands of the ex-war veterans.
Machakos District Education Board tabled the
following motion;

"This Board wished to call the attention of

the government to these facts:

a) The Akamba are showing In various ways
that they are most conscious of the great
war effort which their tribe has made to
assist the government. They are
expressing the opinion that their efforts
in the last way went virtually unrecognized
and they fear that when this was is over
their legitimate aspirations will again
receive scant consideration.

b) The war effort of the Akamba compares
favourably with that of any African
tribe and i1t seems right therefore that
government should afford them, some
material recognition as soon as possible
and before the present feeling of
cynical frustration starts to seek
expression through political agitation.
More than any other social service the
Akamba wish a wide development of
elementary education.

¢c) There are no facilities for training
Protestant teachers iIn a tribe of
nearly J million and the development
of elementary education is at stand still
because of a shortage of teachers.
Therefore this Board strongly urges the
government to establish immediately a
teacher training centre in Machakos
District as unsolicited gesture to the
Akamba people in the recognition of their
war effort rather than forces i1t to do
S0."36
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The Digo District Board presented a plan
earmarking Bura, Mbale, Wusi and Shimo la
Tewa as expanded future teacher centres.37
Chief M*Angaine in his welcome speech to the
Governor referred to the desire of the District
that the government provides a teacher training

school 1n Meru.38 Similar demands were made 1in

other parts of the Colony and Protectorate.

Impact of African reaction on government education

policy.

Following these demands the government put

forward “proposals for the reorganization of

the training and employment of African Teachers”®™ .
The proposals noted that there was a great need
for iIncrease and in efficiency of Elementary teachers

than others. In order to foster the community
spirit and incidentally to overcome difficulties
of language differences, 1t was proposed that
training institutions were to be organized on
tribal basis. For every large tribe there was to
be a centre adequately staffed and provided with
burldings and equipment appropriate to tribal
conditions. In areas where missionary education
work was firmly established, training centres
were to be conducted by them with adequate

financial assistance from the government.
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In other areas and where a number of tribes may
have to be served by one training centre, it
was necessary to establish government
institutions. The proposal emphasised that it was
considered imperative that all the iInstitutions
were to be separate entities and not conducted
in conjunction with other types of schools,
though obviously they were to be near to or
would have to include an Elementary school for

use as a practising school.

The Elementary Teacher Trailning centres were

to be as follows:

Coast Province: For "the Swahili and other coastal

tribes one government training centre.

Central Province: For the Kikuyu 1 - Catholic
and one non-catholic. For Akamba 1 government.
For the Meru 1t was considered necessary to
establish one government centre; Embu were

to be trained with Kikuyu and Mery.

Rift Valley: Somalis and up country Swahilis ,

one government centre.

Nyanza: For the Luo 1 catholic and one non-
catholic centre; Bantu Kavirondo (Baluhya) one

government training centre. For the Kipsigis
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Suk, Nandi and the Elgeyo, one Joint government
training centre. For the Kisil one government
centre.

Extra Province: For the Masai one government centre.

The members of staff at each centre were to
vary with the number of students, but tentatively
one full qualified European and one African teacher
for every twenty five students iIn residence.

At larger centres the African staff was to

include training iInstructions iIn handwork and
agriculture; where possible African staff

was to be of the same tribe which the centre

served. In the most,advanced areas no student

was to be admitted who had not completed standard 1V.
Among backward tribes students below this class
could be admitted. The course was to take two years
with students spending two months teaching in the
elementary school. Greater attention was to be paid
on method including class management to handwork and

physical education.

The training of T“Primary teachers was to be
centralized in two or three iInstitutions; one for
the Protestants and one for the Catholics. These
were to be separate institutions not linked with any
other school except for practising school. With a

possible exception of handwork, all subjects were to
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be taught by a European. English was to be undertaken

by those whose mother tongue i1t was.

Before admission students were to have
completed secondary course to Form Il. The duration
of the course was to be 3 years with students spending
three months in practice teaching iIn a primary school
under European supervision. It was proposed that no
more students were to be admitted to the lower Primary
Training and the grade was to be abolished at the end

of 1941.39

The proposals still reflect the government
emphasis on education for adaptation, but they represent
some shift towards the improvement of literary education
through well trainedtteachers- It 1s not quite clear
why the Lower Primary Teachers Certificate should be
abolished and yet a lot of stress is placed on the
training of Elementary Teachers. This 1s perhaps
indicative of a main concern with the provision of largely
low education. Elementary teachers were a much stronger
factor in the policy of adaptation since they were more
in touch with their tribal areas. Theilr iInstructions
were given i1n vernacular. Possibly due to the war
effort, the proposals never went further than their

publication.

But the government could not continue its
indifference in the face of iIncreased clamour for educatic

The Advisory Council on African Education appointed a
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committee to survey the possibilities of opening a
training centre for Primary teachers. The committee
observed that in view of the fact that Makerere was not

supplying a sizeable number of highly qualified Kenya
teachers, i1t was necessary for the government to
open its own training centre for these teachers.40
Makerere had been undertaking the training of the most
highly qualified teachers for the three East African
territories,but following the De-La-Warr Commission,
plans were being made to upgrade i1t to University
status. Kagumo Primary Teacher Training centre was
accordingly opened In 1944 as a non-denominational
college taking pupils who had passed the Junior

School Examination. tThe opening of Kagumo was

quite significant in the improvement of quality
of African education since this provided
facilities for the training afmore highly qualified

grade of primary teachers.

The expansion of teacher education by the Christian
Missionaries and the problem of quality of
instruction

Christian missionaries were naturally
disturbed by the fact that the Jeanes school

was to be a secular teacher training centre and
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were generally unhappy with the way i1n which

the newly established native Education Committees
were trying to finance secular schools and

their increased demands for African Secondary

education.

In the Conference of Mission Societies iIn
Great Britain and lIreland of 1923, a general
policy statement concerning native education 1in
Africa was formulated. It was stated that mission
education should aim at improving the general
material and moral life of the community. Too
i1t should give special attention to the training
of leaders, 7“through an education that was not
to separate them from the people but would fit
them to be real leaders of the community and
inspire them with the desire to work for the
advancement of their people*. And finally it
should satisfy the needs of the urban community
by training clerks, mechanics, and technical
workers as well as doctors, lawyers and

clergymen.

These factors combined to make Christian
missionaries relign their educational policies.

In 1926, an Alliance of Protestant Missionaries
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voted to set up a secondary school on the
Church of Scotland site at Kikuyu. Though
their objective was to gear the schools
Curriculum towards Secondary School work,
thus embracing largely literary subjects like
English, Arithmetic and General Science, the
emphasis after the third year was distinctly
vocational. Agricultural training, clerical
work and teacher training were introduced.42
The school had a very broad curriculum. It
included subjects like Mathematics, Science,
Agriculture, Biology, English, History and
Geography, Blackboard work, Gymnastics and
Physical Instructioﬁ- The department of education
was able to state that "Alliance High School

has commenced the training of African teachers

of the highest class yet seen In Kenya. These
teachers are given courses in both biology and

agriculture'.43

Subjects necessary for
adaptation are an index for the quality of the
teachers trained at Alliance. It is however
true that the school was training the highest
grade of teachers; the Elementary C teachers.
Emphasis in training was placed on the proper
use of the blackboard, as i1t was argued that a

great fault in a large number of African teachers
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was their 1i1nability to make adequate use of the
blackboard. It was felt that print script was
most suited for blackboard use and each pupil
spent half an hour each day on blackboard

writing. This was followed by a graded series of
exercises iIn free drawing and map drawing together
with exercises In geometry and the setting of arith-
metical examples. Teacher"s guiaes suitable for
African teachers were too few but during the
course of the year each pupil made for himself

a set of notes dealing with the method of teaching

various subjects of the curriculum.44

Though
the Alliance teachers were the most highly
qualified teachers, they trained in very small
numbers since teacher education was a mere

appendage to secondary school work.

The Catholics started St. John"s School, Kabaa
with a very strong teacher training bias
ultimately to convert it to a Secondary School.
The School opened on January 19, 1925 with a
solemn retreat calculated to put the pupils in
the right frame of mind after which they signed
a promise;"For the Glory of God and for the
redemption of our brethren we promise before God

and before our priest to follow this three year



83

course (without a salary, receiving only
clothes and food) and after that serve in the

schools as our priests shall direct for five
years* ** Kabaa continued with i1ts strong

teacher education bias even after starting
Secondary School work In 1929 and became the
most outstanding teacher training centre 1in

the whole country training more teachers than
any other school_46 Until after 1932 teacher
training as such was not treated a separate subject.
The practice was that all pupils In higher
classes of the primury school and all students
of secondary section studied the theory and
methods of teachingjas a subject of the
ordinary school curriculum and received some
practical teaching in outschools whenever time
could be found or during the holidays. Though
Kabaa®s significant achievements in the
training of teachers,may not be disputed, it was

however unfair to groom everybody to become

a teacher.

The training of lower grade teachers,
Elementary A and B was carried out as an appendage

of the primary schools. These i1ncluded the
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S.D.A., Kamagambo, the Friends Africa Mission,
Kaimosi,the C.M.S. Butere, Maseno, Kaloleni,

the Church of Scotland Tumutumu and the Mill Hill
Fathers teacher training Centre Eregi - Yala.

The volume of teachers trained at these centres

was very small and generally students had to pursue
their academic work In an arithmetic progression
combined with professional work, a thing that
seriously impaired their quality.

Missionary plans for the reorganisation of primary

teacher education;

The “Great World Depression® followed by the
Second World War had” far reaching effects on
missionary efforts to expand African education.
They had to surrender some of their institutions
for military purposes, apart from throwing their
weight on battle fronts. On the eve of the
War, however, missionaries had serious plans
to reorganise and expand teacher education.
Their plans were possibly influenced by the
Pim Report which referred to the high costs
of the primary schools owing to the high rates
of salary of the European staffs. It suggested
that the extension of education would depend on
the training of African teachers to take

charge of elementary schools.”7 A second factor
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influencing the reorganization of teacher

education was the teachers® examination results of
1935. The department of Education pointed out

The examination results were disappointing,

and the general standard of African teachers

is lamentably low. The system of training

teachers at the primary schools is not satisfactory;
the teaching examinations are taken during the
primary course; and in very few cases have

adequate arrangements for efficient practice
teaching been made. If there i1Is to be any

advance i1n the general level of African education,
It iIs essential to raise the standard of teaching.
Unlless this i1s done there is a grave danger of

a considerable percentage of the grants to

African schools being wasted. A complete
reorganization 1Is necessary,and the training of
teachers should only be undertaken in institutions
provided and staffed solely for this purpose*.48
In this respect Christian missionaries presented
plans for the consolidation of their teacher

training.

The Kenya Missionary Council Proposals for

Protestant Teacher Training Missions:
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Coast Region; Wusi which had developed as an
elementary teacher training was earmarked to
provide teachers for the C.M.S. and the Methodist
Mission schools i1n Tana.

The Highlands: Three schools were proposed, the
first being a joint Normal school, for the
training of Primary and Lower Primary Teachers

and the other two for Elementary Teachers.

1. Kahuhia Normal School: It was to train
Primary and Lower Primary Teachers and was

to be placed under a board of governors similar
to that of the Alliance school. Ten Primary
and fifty lower primary Teachers were to be
trained at one time and were to be drawn from
the various missions associated with the Kenya
Missionary Council i1n their work at the coast

and the highland areas.

2. The C.M.S. Elementary School, Embu: This was
to recuit students from Embu, Meru and Chogoria.
Twenty-five to fifty students were to be in

residence In one year.

3. The Church of Scotland Mission Elementary
School Tumutumu: This was to be a school for
the Church of Scotland Mission. It was to
receive teachers from the C.M.S. Waithaga,

African Inland Mission Githumu, the C.M.S.
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Kambui and others.

Kavirondo (Nyanza) Region; In this area also
a complete scheme necessitated three Training
Schools, one for Primary and Lower Primary

Teachers and two for Elementary Teachers.

1. C.M.S. Maseno was to undertake the training
of Lower Primary Teachers and Primary Teachers

for the various missions.

2. Elementary Training School, Butere, Though
not discussed under the immediate proposals,

it was recommended that the government should
assist it to continue the training of Elementary

Teachers. >

3. Kaimosi Mission Schools This too was to be
given encouragement to train Elementary Teachers.
Since as 1t observed, the Friends Mission had
about 250 sub-grade schools and a number of

Elementary Schools.49

The Roman Catholic Proposals
These were less elaborate, since each congregation
had a potentially large area for centralized
teacher education iInstitutions. For Lower
Primary and Primary Teachers, Yala, Mathari

and Kabaa were earmarked; and for the Elementary
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Teachers, Asumbi and Kakamega (Mukumu). In
addition the Holy Ghost.and the Consolata

Missions selected certain Fathers to undergo
the teacher training course at the Institute
of Education, London University. These were

to return at the end of 1937.50

Government reaction to the Missionary proposals!
Following these proposals the Director of Education
made a cut in the vote for African Education in
order to provide funds for the implementation of
a comprehensive scheme for the reorganization

of teacher training with a general warning

to the missionaries against putting forward

a scheme which would involve large capital
expenditure *I felt i1t Incument on me to warn
the missions that any scheme based on a large
outlay would unlikely be accepted*.51 He
further pointed out that pupils from government
African Schools were to be accepted at all
mission teacher institutions, because the
government was not proposing to open its own
teacher institution. It was further considered
economical to finance the missions. Government

activities iIn teacher education were to be
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confined to the Jeanes School* He stressed
that teacher education as a specialized
activity could not be conducted as an
incidental activity of a primary school*
Noting the importance of the proposals, he
stressed that all educational work was being
hampered by the ineffective and badly trained
teachers and by the employment of a large
number of untrained teachers. An appeal
was made to the government to iIncrease the
missionsﬂeducation vote to implement the
proposals since as he observed, ..aving
been hit by the Great Depression, they had no
money to implement ihem on their own* If
the government did not do this, an alternative
would be for 1t to undertake teacher training;
a thing that would be unacceptable to the
missions and contrary to the accepted policy
laid down by the colonial office. The venture
would involve the government a large capital
outlay and considerably higher recurrent costs.52
Very persuasive arguments indeed, but they were

not advanced in government ctivities at the

Jeanes School.
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As a result of the war, missionary proposals
just scored partial successes. Teacher
education continued largely to be appended to
secondary and primary schools, producing only
a handful of teachers yearly. Kahuhia
Normal School was one of the most successful
teacher education centres. Other centres
included, Maseno Secondary School, Embu
Normal School, Butere, Kaimosi, Nyeri, Yala,
Kljabe, Kamagambo and a number of many

primary schools.

Despite government attempts to classify and
structure primary teachers courses; and
missionary attempts to improve the education
of teachers, the quality of i1nstruction
remained generally poor. As already discussed
in this chapter, the standards of teacher
education were low. The supervision of practice
teaching was unsatisfactory due to the fact
that small staff employed made close individual
supervision difficult. Generally most of the
students had only had mediocre academic
attainments; and this factor combined with a

greater percentage of untrained teachers 1in
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the primary schools to make the quality of

53

instructions very low. The Inspector of

Schools had the following to say about a

lesson taught by a trained teaaher:

"Little attempt i1s made to iIntroduce some
methods 1n teaching number and

reading. Little mental work is done.
Written and writing work are generally
poor. Slates and exercise books are
indisciminately used. The drill of

some Tive or six classes was seen.

Based on i1nadequate knowledge of the

old syllabus* The class was kept 1in

an awkward position in order to give
lengthy verbal explanations. Very
laborious methods were used iIn calculation

of L.C.M. rather than fractions.

One would find certain meaningless
difinitions such as the following

taken from standard V book: “When

we used this word fraction iIn Arithmetic

we used 1t because when you give me

N of a thing or \ and 3/8 % we used with,
a fraction.” Note books carelessly

corrected many mistakes left uncorrected.

The following extract from a notebook

will serve as an example: “A farmer

bought a horse for £ 50 guineas and

sold 1t at a profit of £ 319 6 £.S.D.

I bought a horse £ 52 10 and sold 1t for
319 6 Ans."54

56 0 6

Another Inspector Report had this to say:

"Each class in the Elementary practising
School was seen. In each case were

apparent the usual mistakes 1n teaching

which one 1s accustomed to associate

with untrained teachers in the bush

schools, bad writing, mistakes uncorrected
work badly set outback of mental arithmetic,
too much unguided written work unsuitable
Swahilt etc."55
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Other reports can be cited to i1llustrate
the point that methods of iInstruction were
inadequate, particularly poor performance
in the departmental examinations which was
largely attributed to the poor quality of
instructions used. The need for improvements
in the quality of teaching was apparent, but
much attention was still focussed on the
expansion of educational facilities which had

been very slow.
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CHAPTER THREE

PRIMARY TEACHER EDUCATION AND THE PROBLEM
OF QUALITY IN TEACHING 1945 - 1972.

Attempts to Improve quality through a rapid
expansion and reorganization of primary teacher

education. 1945-1950.

The end of world War 11 in 1945 became
another force behind the expansion in African
education. In Britain, Liberal forces which
had also fought on the mainland of Europe
to liberate European.countries from Nazi
tyranny saw themselves in a dilemma of having
to continue colonial administration abroad;
they therefore demanded that colonies be
prepared towards eventual self-government; and
education was one of the fields iIn which this
preparation had to be made. Here i1n the colony
and Protectorate,the end of the War brought
back ex-war veterans. They, having travelled
abroad and seen the importance of “Western
education* urged that educational facilities be
expanded. This particularly led to the

expansion of primary education.! A corollary
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of the expansion iIn primary education was an
expansion in primary teacher education. The
supply of teachers fell so short of their
demand in the primary schools that a high
proportion of untrained teachers had to be
recruited;p hence concern was voiced on the
quality of education in primary schools; ’The
lack of trained staff throughout the school
and the poor quality of what trained staff
there i1s, have combined to impose in the
schools a mediocre level of performance. The
great mass of those who complete . standard

V, tested iIn an Examination, achieve results
so closely alike that proper selection for
admission to the Secondary Schools is almost
impossible*a Serious efforts were however,

made to iIncrease the training of teachers.

The Lockhart Committee: A Committee chaired by
Rev. R.A. Lockhart the principal of Kagumo
Teacher Training Centre, was to consider the
needs and future organization of African teacher
training i1n relation to the general programme of

development, having regard to: the necessity
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of continuing the training of teachers
comparable to the three grades of teacher;

the desirability to concentrate so far as
geographic and linguistic considerations
permitted the training of teachers to
professional school reorganization; the
desirability, or otherwise of carrying out the
training of men and women at the same centres,
the training of teachers of work in township
schools and the training of teachers for work

in schools iIn settled areas.

The Committee felt that there would be an
interim period ending 1951 for the reorganization
of the whole education system. To iIncrease
the supply of Elementary teachers, pupils below
standard IV were to be recruited with some
extended training. These pupils were to
combine academic and teacher education while
in training. At the end of the first year
better pupils were to be offered a further
three year training, one purely academic and
others partly academic and partly professional.
The course was to take four years. Turning

to Lower Primary teachers, the Committee was
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of a view that they were not sufficiently
qualified to teach up to Standard 1V,
particularly lacking in a knowledge of English.
Their course could be extended to three years
with a special objective of improving their
English; a misdirected index of good teaching.
English as a medium of instruction should be
well spoken and taught but i1t cannot be alone
used as a criterion for judging effective
teaching. Primary teachers too were to have
theilr course extended to three years. With
the end of the iInterim period there was to be
a total of 2,755 Elementary Teachers, 972
Lower Primary Teacher and 134 Primary

Teachers.5

After the iInterim reorganization period,
plans would be made to open large teacher
education centres. These were to have a capacity
of 300 students each and they were to be cited
as follows: Nyanza Province 4 centres;

Central Provovince 4, Coast Province 2 centres
and Rift Valley 2 centres. English was to be
a medium of instruction for all the grades of

teachers and courses of preparation would
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teaching and the academic subjects. A
special centre for training ex-servicemen

interested iIn teaching was to be openedf

One teacher education college was to open
for Primary Teachers, 18 for Lower Primary

Teachers and 36 centres for Elementary Teachers.6

The Colonial office fearing the possibilities
of haphazard planning in teacher education
eys &R# Hm collegia In th" viY
appointed an Advisory Committee on Education
on the training of teachers in the colonial
n n ] n
territories. The Committee expressed that

1
in some territories there had been a tendency

to establish aflta(lzrgce0 mrrlnulmtbte(_:‘re otfhes';neaﬁcirec m\l\trffes for
the training of teachers. It regretted that

it would be very unlikely that such centres
would be adequately staffed. It was generally
noted that though not all the recommendations
would be found workable in all the territories,

they were, however, to serve as guidelines.

The Committee recognized the need for
supplying qualified teachers to man the expanding
educational system, but emphasised the importance

of basing the expansion on sound principles
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underlying the development of teacher
training. It expressed concern over a

danger in such a period of rapid expansion

of Ffollowing a pattern based on expediency
rather than principles. |If such a thing was
to happen, it was regretted, the colonial
territories would find themselves iIn a
position the United Kingdom was finding itself;
with no coordination iIn the teacher education
system. The colleges iIn the U.K. were so
insufficient iIn size to be either economical
or educationally efficient. Such a structure
had evolved as-a result of a haphazard
development. The Committee therefore made

the following suggestions:

1. Colleges should be sufficiently large
to ensure the economical use of staff and
equipment and provide for the diversification

of curricula.

2. Presence of the staff of sufficient
number of well equipped specialists iIn the
Tfields that are likely to be of importance
e.g. the teaching of English, elementary

Science, handling young children etc.
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3. Facilities in staff and equipment for
experimental and demonstration work in the
revision of syllabus and text-books and in
educational technique outside as well as
inside the classroom, so that each system
contains at least one research centre that is

regarded as an educational laboratory.

4. Close interrelation of the training
institutions with (1) the schools (i)
departments of government whose activities need
to be a concern of the teacher (e.g. health,
agriculture and welfare etc.) institutions of

higher education.

The Committee noted some of the problems
that would face the implementation of such
a scheme. It recognized the deversity of
missionary bodies, some with large scope,
some with less, differing sharply iIn aim and
outlook and iIn capacity of free co-operation;
presence of strongly differing racial groups,
multiplicity of language employed as teaching
media In different regions of the same

territory; lack of homogenity iIn the education
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and standards of students to be trained;
sparsity of papulation rendering a high

degree of concentration extremely difficult.

It however, recommended that 2 or 3
institutions would be founded at which training
staff 1mported could be economically and
efficiently used iIn the training of students
and for the supervision for small centres.

The small centres could be organically related
to major institutions whose primary responsibility
would be to train African staff for the small
centres. This meant,the small centres would
be located within reach of the big centres.
Any alternative policy would result in an
economical utilization of the small number of
the qualified staff and hence throwing the
territory in monetary expenditure well above
what i1t can afford. All the partners invoked
were to co-ordinate their efforts.

The honourable chief Secretary In answer
to the above suggestions0 also expressed a
deep concern about a shortage of well qualified
teachers. He reiterated the committee®s

recommendations about establishing large
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institutions, fTacilities for large centres in
thinly populated areas, the difficulty of a
wide range of vernaculars which hindered the
work of large centres except among the
homogeneous groups- He stressed the difficulty
ye- 1< - *agl 3 - p
of widely varied denominational interests_which
tc.irse uirar qualified teachers for appr ixiiaately
made co-operation between them impossible.
As a means of establishing large centres Kenya
had started composite Colleges run by various
government departments. The aim was to prevent
water-tight corapartmentilization iIn professions.
For example a new centre at Maseno was to train
teachers and instructors for the agricultural
and veterinary departments. The Jeanes School

or Centre *C* was also training many types

of workers fTor social betterment.

With a virtual rejection of the Colonial
Office Advisory Committee"s recommendations,
expansion of teacher education reflected
pegging teachers®™ colleges to the definite
vernacular areas for which they catered.
Scatter was thus encouraged and centralization
to embrace more than one vernacular area was
considered virtually impossible. The result

was that 1n many small centres, four members
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of staff had to try and cover fourteen
curricular subjects between them. This naturally
had a very adverse impact on the quality

of the teacher produced by these centres.

The Ten year Plan envisaging a full primary
course under qualified teachers for approximately
50% of the children of school age, recommended
an establishment of 24 Elementary Teacher
Training Centres,16 Lower Primary Teaching
Training Centres.q This recommendation was

adopted by the Beecher Report of 1949.
Certificate, qualified the holder to

The re-classification and reorganization of
teaching courses

In 1948 there was a general reorganization
in the teaching courses and the classification
of teachers® certificates. A new subject was
also introduced in the teacherslcourses aimed
at bringing a new aspect into teaching; the
pupil. The Principles of Education Courses was
to be taken by T2 and T3 teachers ,implied
the study of the child and the understanding

of his behaviour In relation to class-work.
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It implied that the, teacher wogld no longer
of examination covert

be at the centre of the learning and teaching
.school syllabusv togetr’ practical

processes as had been the case in the courses

already outl

teaching and principles of

The Rules to be cited as Issue of Teachers
Certificates in schools for Arabs and Africans10
structured teachers grades and certificates

as fTollows*

a) A teacher’s Certificate (T4) this
replaced the Elementary Teachers*
Certificate, qualified the holder to
teach up to standard 1V. Candidates
were to have reached the sixth standard
and subsequently undergone a year
course of training. Subjects of
examination included all the subjects
of the primary course plus practical

teaching and blackboard work.

b) A teachers* Certificate (T3) n
replaced the Lower Primary Teachers®
certificate which qualified the holder
to teach up to standard VI. Candidates

were to have reached the second form and
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taken a two years® course. Subjects

of examination covered the primary
school syllabus together with practical
teaching, blackboard work, methods of

teaching and principles of education.

c) A teachers®™ Certificate (T2) which
replaced the Primary Teacher®s Certificate,
qualified the holder to teach up to
form 2. Candidates were to have reaahed
form 4 and taken a two years® course.
Subjects of the examination were similar
to those of the (T3) teachers”

certificate.

t

d) A teacher®s Certificate (Tl) (Makerere
teacher)qualified the holder to teach

up to form 4.

A study of the Principles of Education
which was introduced In an attempt to break
through the teacher®s dominating role in class
activity embraced the following fields of
study; theories of thought and reasoning
process; the teacher as an agent to help the
children to learn; learning as the solving of

problems, basic needs and the teacher, the
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teacher*s effect on the groups he teaches,
Intelligence, non-social influence on
learning; application of Froebel, Montessori

*

the Dalton plan,Decroly and project methods to

teaching.ll

This was an important step towards

the improvement of quality of instructions

in primary schools, but the nature of teacher
education which evolved to meet the needs of

the expanded primary education was not

adequately staffed to teach this subject effectively.
In the few colleges that attempts were made to

teach it, much of it remained iIn theoretical

expositions.12

shortn;
The African Education Commission Report of 1949.

(Beecher Report*)

This like the Education Report of 1919
before formulating i1ts recommendations listened
to a wide variety of public evidence on the
nature of education. Members of the public
were concerned about the quality of the various
grades of teachers. They generally complained
about a high proportion of untrained teachers
in the unaided schools who, they believed, had

doubtful value. The T4 teachers were said



not to equal the demand made on them, because
their schooling and subsequent training were
inadequate. It was suggested that they should
receive eight years®™ schooling followed by a two
year teaching course. It was further revealed
that their training was so crowded that their
capacity to develop the character of their
pupils was extremely limited. Most of them at
the time of recruitment were either too old and
stolid or too young and unstable. There was
considerable difficulty iIn recruiting the

right type of candidates. There was therefore
a need to raise the level of entry. The
shortness of the course and the difficulty Iin
recruitment resulted in an i1nability on the
part of the training establishment to impart

in the teachers any real appreciation of
professional conduct and standards or any
awareness of the social responsibility of their
profession towards the pupils, the school,

and much more towards the community of which

the school is part.13

Many witnesses are said to have affirmed

that the African teaching profession could be
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reinforced by European aid, thus be encouraged
and enabled to attain and to maintain the
highest professional standards. The training
and subsequent supervision of teachers was
urged as a very high priority. Witnhesses are
also said to have demanded the following

qualities In a good teacher,

Most 1mportant in any educational
programme is the teacher, wherever
we have good teachers there are good
schools regardless of the kind of
building or the kind of equipment.
Poor teachers mean poor schools.
Good teachers will sooner or later
improve buildings and equipment.

It 1s the business of the trustees
to select teachers on the basis of
their qualifications and fitness to
teach children. Schools do not exist
for teachers. They exist for the
children*_14

On the basis of public evidence, the
Commission recommended that T4 teachers should
take a two year course after the eighth class
and recommended the training of a Kenya (TI) in
order to train a high number of highly qualified
teachers, "iIn view of the fact that it 1is
beyond the sole control of educational
authorities iIn Kenya to bring about a sudden

expansion of the department of education at
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Makerere College, the Committee feels that it
iIs essential to train a new type of teacher.
The (T1) certificate i1s normally restricted to
students possessing the Makerere Diploma.

We recommend that a Kenya Tl (KT1l) certificate
be awarded to students who have satisfactorily

completed a two years®™ training after form 6'15

A government notice issued rules governing
the certificate of KT1l teachers. A teachers*
certificate (KT1l) qualified the holder to teach
up to form 4. Candidates were to hold a
Cambridge School Certificate and have
subsequently undergone a course of training of
not less than two years duration. Subjects of
study included practical teaching and blackboard
work, methods of teaching, principles of
education, school management and subjects of the

n . ls
primary school curriculum.

A short reflection iInto trained teachers and

the problem of quality iIn teaching.

Taking Beeby®"s thesis that there are two
strictly professional factors that determine the
quality of education in primary schools thus,

the level of general education of the teachers
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in the system and the amount and kind of

training they have received, 7 the position

of teachers in the field by 1952 was as shown

in Table 3.
Elementary Primary
) Teachers Teachers
1728
1945 2708 1478
3655

NcteT Prom 1948, the grades changed to T 3, T 2

Sources Department of Education, Annual



Table 3: Number and Qualifications of
teachers iIn the Primary Schools
from 1933 - 1952.

Ve ar Untrained Elementary Lower Pr. Primary
Teachers Teachers Teachers Teachers

1933 1728 610 197 ? ?
1937 1603 686 250 37
1945 2708 t 1478 454 96
1952 3655 3780 721 7 181

Notes From 1948, the grades changed to T 3, T 2

KTI and etc.

Source: Department of Education, Annual Reports.
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From Table 3 i1t can be seen that the bulk
of primary teachers were untrained or had just
had primary education. Active, pupil -
oriented teaching through such teachers 1is
doubtful since they are likely to lack i1nner
security. Lack of a wide enough knowledge of subject
matter and of i1ts adjacent fields to follow
without fear; will shun activity methods because
the interests of their pupils will take them
beyond the beaten track. Operating at the
level of the limits of their knowledge they
cling desperately to the official syllabus, and
the tighter i1t i1s the safer they feel. Such
teachers would be afraid of any other questions
in the classroom but those they ask themselves,
for they are the only ones to which they can be
sure of knowing the answers. Activity methods and
childish researches are shunned because they
lead too easily to the brink of the unknown.
The relationship between teachers and pupils,

is stiff and formal In the classroom.18

An iInspector®s report had this to say about
the quality of teaching iIn one of the schools,
ethe practice of reading round the class In

standard three iIs to be deprecated and the teaching
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generally needs to be reviewed in the light of a
more active approach to teaching all subjects.
In Standard one and two the use of reading
charts, simple counting material and purposeful
handwork (the making of plaited ropes) 1is a

step In the right direction*.19 On pupil -
teacher relationship another report points out,
eteacher - pupil relationship was forgotten by
some of the students who were pre-occupied with
the technique of lesson and disregarded their
pupils as individuals. The necessity of keeping
the pupils active and iInterested must constantly
be borne iIn mind. Teachers talk too much and

do not encourage their pupil”? talk*. %0

The poor quality of instruction iIn the
primary schools was a result of the high proportion
of untrained and poorly educated teachers. To
tackle the problem one alternative was to accept
the low quality of teaching and put high
priority on producing new teachers with a higher
level of general education. Only candidates
with Secondary School Certificate were to be
accepted Into the teachers training colleges on
the assumption that the way to improve the quality
of primary education iIs to raise the education

level of the teaching profession. This would not
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*Institutions iIn which teache * are

trained have in the past usus-ly been
have been possible in the light of the
restricted nature of secondary education.
The alternative was to bring changes

colleges should be termed lecturers and
and improve the quality of iInstruction through
new methods and techniques and train teachers,
who were themselves poorly educated to use

21 This line of

these techniques effectively.
development was adopted by the education

authorities to improve the quality of instructions

The era of activity methods 1952-1962.

The African Education Commission Report

(The Binns Report) 1952; The Commission stressed
the need of reorganizing teacher education as

a means of iImproving the quality of primary
education. It expressed concern about a lack

of dignity in the teaching profession caused

by the structure of teacher institutions. It
suggested that for as long as teachers® education
would continue to be carried out at a very

large number of small scattered training centres;
sometimes little more than annexes to schools,
the profession cannot achieve the dignity it

requires. ssible new knd*



3.13

Institutions in which teachers are

trained have in the past usually been

called training centres or Jeanes

Schools. IT the training of teachers

IS to acquire new status and dignity,

the title training college, should be

used, those who teach iIn training

colleges should be termed lecturers and

those studying in them termed students;

rooms should be termed lecture rooms

not classrooms and the atmosphere should

be that of a university rather than a

school .*22
There was a need to consolidate teacher education
institutions with an adequate teaching force to
man the different disciplines effectively, have
large libraries, special facilities for child
development and research iIn education tand teaching
methods. On student recruitment, the commission
was of a view that for as long as It was
necessary to recruit teachers before they had
had an adequate general education It was necessary
to combine general and professional education
in the two year course. The effect of this had
been an overcrowded, time-table. In such a
regimes the student had little time for private
study and for reflection. The main emphasis 1in
teacher education should be on professional
training and the development of personality.

As far as possible new knowledge and skills could
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be acquired as a result of the study of teaching
methods. It stressed the need for balancing

general education study and professional

training. It observed that students arrived

at college from an education training in which
continued education and so success In life seemed to
depend wholly on passing examinations. These students
would certainly go back to schools to be mere
examination officers unless this bateful cycle was
broken somewhere. The college was the only place to
break it by reform both of the curriculum and of the

examination of Students.23

With the experience of the McNair Report
the Commission recommended that each territory
should co-ordinate i1ts teacher training along
the lines of the English institutes of Education,
to coordinate the training of teachers; the
examination and recommendation for qualification
of all students iIn training; 1In service training
of all teachers; and the development of research
plans and the allocation of research projects to
training colleges and schools.24

The Commission emphasised the role of teacher

education iIn effecting changes i1n teaching



methods with a view of improving the quality

of primary education:

<Changes in primary schools should have
their expressions in colleges where
teachers are trained. Education

should be active and not passive. The
classroom situation should be pupil -
centre™ and not teacher-dominated.

The release of pupils* eager desire for
knowledge and skill must be sufficient

to carry them through the drudgery of
repetition. Imitativeness should

be balanced by creative work. The quiet
huin of group conversation should be more
usual than the silence or the chanting of
the whole class iIn unison, Discussion
should replace question and answer and pupil
work by Dairs cr groups or individuals
should be more usual by class*25

Colleges were to,be centres of experimental
research where new syllabuses were to be devised
before being put into general use; be given
trial period for at least one year in the
practising schools. Thus the i1deas and
experience of the practising teachers, the
trainers of teachers and their students, and
supervisors of schools would be brought to
bear on major events in education. In Colleges,
students be asked to study one individual
pupil during the teaching practice - run nursery

centres for careful recording of individual
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observation, A change from passive to active
education could take place slowly and only

as competent teachers are produced by training
colleges with demonstration schools 1in

which such methods could be successfully
practised. It stressed the beginning of active
methods at the training college level because
their use demanded not only a knowledge of special
teaching techniques but also insight into

bhild nature. Activity methods used by half-
trained or semi-convinced teachers would

2 6 The

quickly lead to disillutionment.
commission finally recommended that careful
steps should be takeh to introduce gradually
into the schools modern activity methods of
learning to replace passive class teaching
methods. IT necessary a small team of teachers
experienced in such methods be brought out of
selected training colleges to give a short
demonstration of such methods and such a
demonstration should be followed by the slow
and controlled extension of such methods from

a single demonstration school to others.27

The first teacher education Conference 1956:
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This discussed a number of themes raised by
the Binns Report in connection with teacher #
education. The conference was preceded by
Mrs. E.M. Williams, the principal of
Whitelands Training College, study of primary
teacher education in Kenya. In her address
to the conference she emphasised the need for
co-ordination in teacher training activity,
because that would give them the freedom to
design their own schemes and would minimise
the external control over academic work.
Because of geographical conditions she recommended
the formation of Delgacies which were later
changed to Teacher Training organizations to
undertake the work. Following the endorsement
of this recommendation by the conference, the
Eastern Teacher Training organization based on
Kagumo and Western Teacher Training organization
based on Siriba were formed. Their functions
included the organization of the annual teachers*
examinations, the presentation to the Director
of Education a pass-list of students recommended
for teachers* certificates, the overhaul through
subject panels of teacher training syllabuses,

the publication, and distribution to training
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colleges i1n the form of circular letters of
academic material related to the training of
students, the organization of refresher
courses for teachers, book exhibition and
occasional lectures, and the maintenance of
a teacher training library of books and

duplicated material used by training staff.

In 1961 the government together with the
Royal College set up a joint committee to
explore ways in which the college could be more
closely associated with training of teachers in
Kenya and might become the guarantee of academic
standards i1n teacher education.28 Both parties
agreed to establish the Institute of Education,
a decision reinforced by the Mombasa conference
on the Institutes of Education 1964. The
Institute was to be iIn the first instance
a ’shadow* institute, run by the government but
eventually and by progressive stages, the Royal
college would accept full responsibility.
Accordingly the government merged the Eastern
and Western Teacher Training organizations to

form the Institute of Education in 1964.
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Following its amalgamation with the Curriculum
Development and Research Centre, the Institute
carries out the functions which were originally
carried by the Teacher Training organizations
together with researching and making recommendations

on teaching materials.

The Conference also stressed the need for

changes i1n teaching methods.

eInstead of basing work on the lesson -
unit, the matter to be taught and the
orthodox way of presenting i1t to a whole
class, could we not more profitably

focus attention on the individual children
- constituting the class, each of which
must, after all, learn for himself iIn

his own way and at his own rate? In an
educational system which has examination
hurdles every four years, with all the
children hoping to get successfully over
the hurdle into a new field of education,
inevitably the attempt i1s made to teach
the whole class the same material at the
same time. This must be unsuccessful,
since children do not learn at the same
rate. The effect i1s to produce a large
number of children who have not in fact
learnt what had been put before them or
have memorised material which they have not
understood. If students can be trained to
teach i1n accordance with the children®s
capacity instead "of iIn relation to a fixed
examination objective a great step forward
will have been taken.*29

In such an approach to teaching Mrs.
Williams emphasised, methods like story-

telling and choice of activities for the
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children, working in groups or individually,
class discussion and observation. Students
could observe pupils while on teaching practice
and record some behaviour and discuss them with
theilr tutors. A noticeable feature of teacher
education noted while she was visiting the
colleges was that a great deal of time was
spent in teaching students to make full .use of
the blackboard, occasionally with a real
imaginative flair. This she emphasised ursuped
too large a share of the timetable, tuning
teaching towards talk and chalk methods. Such
an approach to teaching had the effect of making
teachers talk too much, which naturally
mesmerised children and too much of chalk made
an unreal sort of the world, with many signs
and symbols. The teacher’s best aids to his
job are the things that children could handle
and work and make use of. Students could

make a collection of simple things found
locally which can i1llustrate for the children
some of the lessons to be taught or start a
line of iInterest for them or suggest something
which they would like to make. She quotes a

Belgian educationist, Dr. Decroly, who thought
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that the "i1deal start for the schooling of young
children was an empty room with no equipment.

An enterprising teacher would make of that

room and i1ts surroundings a place as gay and
inviting to children as the best provided school.*
Desks and seats are less important than the
things children would see and handle, and

talk and write about. Since the students would
be very short of conventional equipment when
they got out of their school, the college ought
to give careful thought to ways in which

they could be helped both by allowing more
freedom and imagination in the choice of
Wmm mtmj M W w WWVW* re

aids they make and take away as their stock 1in
trade, and by suggesting ways of providing

more materials, pictures and new ideas for

teachers In service.30

"English Medium'the index of quality iIn teaching.

A call by the Binns Education Report and
the Teacher Education conference about the need
for revolution iIn teaching methods appeared
quite timely. A sense of “dissatisfaction”
was beginning to grow in the country over

the examination performance of Asian and African
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children, Asian primary pupils were taught in
one of the vernaculars, Gujerati, Punjabi,
Hindi, Urdu, English was taught as a subject
for two or three years then becoming a medium
of instruction. In African schools the children
were taught in one of the many tribal languages,
English taught as was the case with the Asian
schools. To the colonial education authorities
there was everything wrong with this system

of instruction and was largerly responsible

for ’poor quality®™ i1n teaching and the poor
examination results exhibited. The question
was “why was it that, seventy-five per-cent of
candidates for the School Certificate failed iIn

the English language paper’?'31

Though no
similar questions were asked about the rest of
the subjects! It was similarly argued that
Asian and African pupils revealed marked
weakness 1n the use of English. On School
Certificate, i1t was observed that few students
had either the confidence or the ability to
attempt the oral English Examination and those
who did, more than half failed. This the
argument went, iIndicated that there was

something wrong with the teaching of English.32
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While this argument stands no challenge; weakness

in English did not necessarily reflect the whole
educational system. What iIs quite questionable

iIs that no attempt was made to compare

performance in English with the rest of the
subjects. On the assumption that the quality

of teaching would be improved through reorganization
of methods of instructions iIn English, the

Ministry of Education in 1957 created a Special
Centre as the offshoot of the Inspectorate to

investigate and experiment.

-3

The centre staff focused their attentions
first on Asian prima}y schools and "discovered*
that pupils had little oral training in English
and instead were memorising items of iInformation
a written language they did not understand. A
very considerable problem involved i1n requiring
a child to change from language of instruction
to another halfway through the primary school
had been overlooked.

"The process of changing from ene

medium of learning to another has usually

resulted in the loss of about oneyyear,

measured purely iIn terms of time.
But in terms of psychological, linguistic
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and educational disturbance, this

transfer In amateur hands has been at

best a disturbed blessing and at worst

a disaster. Perhaps the main damage from one
teaching medium to another has lain in

the loss of meaning. Meaning 1is

understood or learnt by a process of
association in which the new language
symbol i1s met iIn the context of the
experience which 1t symbolises. Thus
teaching of the second language which
becomes the vehicle of all educational
thought and expression should i1nvolve

the presentation of both form and meaning
and their subsequent fusion into language
habits. When only form is taught, oral

and written expressions become an

abstract exercise dealing tentatively with
artificial classroom values rather than a
real life situations indeed intelligent and
intelligible expression in the new language
are virtually impossible®.33

Many arguments,tsome based possibly on
reseaches done iIn other countries and others
based on personal feelings were advanced to
justify a reorganization in the teaching of
English as a means of improving quality in
African education. One argument runs “the
difference between what is and what might have
been, lies wholly i1n the approach to language
learning. The proper function of a language in
school 1s that 1If should be used for learning.
Students should read to learn and write to learn

in a language they can handle on a sub-conscious
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level, as a habit.*34 Pupils were believed

to have either learned by rote or translated
imperfectly from their mother tongue. Two
difficulties were encountered by African

and Asian children iIn expressing themselves

in English; the relevance of the spoken language
was not really appreciated in the teaching of
English and meaning tended to become a casualty
of the transfer from one language teaching

medium to another.35

It was argued that i1t was an accepted
linguistic maxim that speech represents the
living dynamic aspect of languages. It 1is
also accepted that there is a considerable gap
between the written and spoken forms of
English. The order of priorities is therefore
for the child to learn first to express orally
what he has to say iIn correct English sentence
patterns, using a fTair approximation of the
standard sound-system of the English language.
Thereafter he can begin to express himself on
paper iIn the wiitten language, since fortunately
the gap i1s not unbridgeable, and there 1iIs a
considerable transfer between oral and written

expression.
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These priorities are rarely observed at
present. The early sentence - patterns which he
learns In English frequently do not correspond
with the realities of his age and environment,
and so do not permit him to say what he needs to
say. The sound - system of the language is
often neglected and many teachers are not
trained to attempt the task of teaching
systematically phonemes which occur in English
* tilfi CrIxXQ 1S Ji > t -
but not in the vernacular. Even when they do
make the attempt they are not clear about the
interference iImposed by the linguistic habits
of the mother—tongug and unaware that time
IS against them, iIn that difficulty of
establishing aural sensitivity to such phonemes
increases rapidly after the children reach
nine or ten years of age.

1pupil’s adjustment to school Is d ifficulfc
The children are iIn effect expected to

bring off a tour de force - to express themselves
clearly In written English without ever having
had the necessary practice In expressing
themselves orally, a training without which

they can scarcely be expected to learn to

think In the language. |Indeed, education Is so



133

largely equated in our schools with success in
written examinations that the important fact
that teaching is fundamentally a process of
communication becomes obscured. Teaching should
be organized round a child’s ability not only

to hear and understand but also to speak English
confidently and accurately. At present the need
to encourage Verbal Communication on the part

of the child is i1nadequately met.3 6

This "diagnosis* was sufficient to convince
the colonial educational administrators that the
centre should experiment with English teaching
from standard one. %his decision was obviously
contrary to the linguistic policy laid down by
the UNESCO linguistic authorities, that a child’s
education should begin iIn his native language.

A pupil’s adjustment to school 1is difficult

under any circumstances and i1t will be only more
difficult if he iIs given the formidable task

of learning a new language. Furthermore whatever
justification there could be iIn iIntroducing

him to learning through a foreign tongue,

ifT asked on his first day iIn school to put away
fhe makiria of teaehlnn ilh« * N
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his mother tongue and adopt another language
for learning he may be driven to feel that there
iIs something inferior about his language and

perhaps himself.

Ignoring some of these fundamental points,
the Special Centre went ahead with the
experiment. The Ford Foundation provided printing
equipment tape-recorders and additional staff.
The Centre undertook the task of "breaking,
down and reassembling English structures within
the limits of carefully selected word lists so
that a child could be taught to talk in simple
terms about the fami!iar aspects of his
immediate environment and to exchange experience

through communication with others.

The first step was to select for training
twenty five teachers from eight Asian schools
in Nairobi. These lower primary teachers taught
their classes i1In the mornings frequently under
supervision and came to the Centre every
afternoon to confer with one another and the
staff. Their instruction included speech
drills, lessons iIn English grammar and syntax,

the making of teaching aids, and guidance iIn the
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teaching of English. During the afternoon
sessions they planned their work for the
following day. Over a two year period they
were able to test the course books and readers
In preparation at the centre before these were
adopted in schools and introduced iInto the
syllabus of the Asian Teacher Training College
for women In Nairobi. In 1961 four years after
the centre was opened, the Oxford University
Press launched the PEAK SERIES a group of
English books designed to meet the needs of
Asian children In East Africa who begin their
primary education in English, without prior
knowledge of the language. One year later

Qow oFf Asian primary classes iIn Kenya were
following *PEAK* and the Asian training colleges

had incorporated i1t their syllabuses.

In extending the programme to African
schools the Centre i1s said to have been faced
with a major problem of “different qualifications*
among teachers. Most Asian primary teachers
had completed four years secondary school and
two years of training whereas African teachers
in the main had only primary education and a

two years course of training. With another
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grant from the Ford Foundation the work began

in 1961 with one African class 1 turning to
English Medium teaching. PEAK was oriented by
the Oxford University Press to an African back-
ground. Instructions were re-written with
African P3 teachers, formerly T3 teachers in
mind. The centre organized ’conversion* courses
for standard 1 teachers and supervisors and sent
its staff into all sections of the country to
demonstrate the English programme teaching

and to teach both the content and the procedures
MerhOGSe A nusp) - 5

of NEW PEAK material. By 1963, with only

one or two exceptions, all the colleges had
started to revise their syllabuses and include
NEW PEAK and i1ts implications as part of the
training of lower primary teachers. Teacher
college tutors went out to schools to supervise
English programme teachers and theilr reports
revealed that P3 teachers stood comparison

with Asian Pl formerly KT1l teachers. They were
using equipment and apparatus well, though

they were finding i1t difficult to pay attention
to individual pupils. As the programme grew

colleges began to train serving teachers,



137

headmasters and supervisors iIn addition to
carrying out their normal work: with students
in training. These courses normally lasted

for a Week.37

The English teaching programme introduced
as a result of "dissatisfactionT in the examination
performance was rightly termed the “English
Medium programme or Method.® The programme
was believed to represent the "modern
educational®™ 1idea of teaching through “Activity
Methods.* A very misplaced view indeed, because
the programme having concerned itself with
the teaching of English could reflect teaching
through activity in classes One and Two of the
primary school in which the subjects are not
sharply divided. Even with change of the
name to “New Primary Approach in 1965, teachers
and education authorities have iInterpreted the
method to mean the teaching of English in
the lower classes of the primary school”,
and this factor alone has already bedevilled

the success of the New Primary Approach programme.

Every attempt was made by the staff of the
Special Centre to obscure the naked fact that
the programme was intended for effective

teaching of English.
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Our aim In the Special Centre is not
primarily to teach English hut to educate
through the medium of English. Fluency

in English 1s a by - product of our
system, not its chief. IT children can
use a language for all they want to do

and say, In an atmosphere where inquiry
and activity are encouraged they will
learn the language fast enough.

This i1s what we have tried to do ,to

link language to all the needs of young
children. This i1s why we think our work 1is
revolutionary. The children work in small
groups as individuals and feel free to
express themselves through positive
constructive activities. The same

English structures recur repeatedly
through the day no matter what the child"s
time-table is framed to teacher.39

The experiment was described as"a practical
partnership between education and language
with the latter being adjusted to the demandsd

of the former.'40

Later observations on the
programme largely based on assumptions rather
than actual study ’painfully® try to associate
the English programme with a general revolution
in the Kenya primary education. The PEAK
English text-book was described as “having
introduced a new kind of education iIn East
Africa. The principles, and methods and the
paraphernalia of progressive education were

incorporated. The child becomes an active

and equal partner in his own learning; much
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of his education comes through the senses,

varied occupations and activities, A warm

and informal atmosphere which encouraged
children to express themselves and ask questions.
The school was a place where a child could

learn and enjoy himself with a new set of
brothers and sisters.** It is difficult

to visualize how this English text could permeate
the rest of the subjects and foster such a
spirit iIn education. Another conclusion runs
*many Asian and African teachers have realized
for the first time in their lives that teaching
can be obsorbing andlsatisfying; and their
pupils have rediscovered school as a rewarding
place to be In.""2 And yet the same observer
notes "Another interesting effect of change

has been observed: When a teacher for some
reason has to return to teaching vernacular

he relapses into the old mechanical ways of

rote teaching; on the other hand when English

iIs the medium of iInstruction there iIs a definite
transfer of modern activity method to the
teaching of other subjects. In other words
English medium teaching becomes firmly associated

in the teacher®s mind with the approved practices



140

of modern education*43 That the English

medium programme was accompanied with activity
methods of teaching and therefore was a

major break through the rote and mechanical
memorisation cannot be denied, but its
revolutionary effect on the whole primary
education system tended to be somewhat
exaggerated and over emphasised. The programme
was strongly pegged to English teaching and

~its influence on other subjects was "incidental*.

The expansion and decline of the “New Primary

Approach® programme 1963-1967.

Popularity of the English language largely
and partly the activity methods in the English-
Medium iInstruction led to formidable pressures
for the rapid expansion of the programme. In

1961 there was only one African standard.

One class using the new materials. In 1962
there was the one standard 11 and 82 new
standard ones. In 1963 the figures were one

standard 111, 82 standard Il and 22,6 standard 1.
New standards 1 numbered 650 iIn 1964 at

which point more than 10% of Kenya®"s primary
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system had gone over to English medium
instructions.44 By 1965 the term “English
Medium* had given way to the New Primary Approach
a supposedly accurate name for what was
now a national movement iIn the reform of
primary education. The Ministry of Education
reported the following number of NPA classes;
standard 1 1,920, standard 1l 650, standard
111 220, standard IV 80 and standard Vi 1.*5
The programme was endorsed by the Education
Commission Report of 1964 when the enthusiasm
for i1ts expansion was already very high. It
had tremendous popularity with teachers,
administrators and parents. There were cases
when parents complained i1f their children were
not receiving the new English teaching-ﬁf

In the face of this rapid expansion it
became quite difficult to maintain the standards
of training and supervision. This led to the
study undertaken by M. Hutasoit, the Deputy
Minister for planning in Indonesia and C.H.
Prator, Professor of English at the University

of California, a professional linguist. These
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were to make a detailed analysis of the
programme that had began as a ’small

experiment and had become an educational
revolution.= Among many of the aspects

the study had to explore were; the NPA
curriculum and the teaching methods, the content
and quality of the materials employed in

the programme, the pre-service and In-service
training of the teachers for the whole
programme, organisation, expansion and
supervision of the programme with particular
reference to the urgent popular demand for the
programme and the financial aspect of satisfying
that demand, and thetinpact of the programme

on the whole primary school system.

On the evaluation of the programme, the
study observed that though there was an amount
of Impressive enthusiasm about NPA, i1ts rapid
expansion had outstripped the stock of human
and material resources available for implementing
it properly. An iIncreasing number of untrained

teachers had been assigned to NPA work possibly

after a brief preparation course at a teachers*

college. Furthermore they were not frequently
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supervised. It was not even clear whether

the supervision should be done by the

college tutors or local supervisors. The
classrooms frequently had no doors, locks,

or cupboards for storing material. The end
result of the conditions is lack of uniformity

in the quality of the NPA programme. »

In the light of these conditions, the
commission recommended a slow down of the
programme so that 1970 could be a target by
which all standards | would be included iIn

the NPA programme.

The commission outlined the following
conditions as prerequisites for the opening

of NPA iIn a school.

a) That a good large, well lit, weather
proof classroom is available, with
at least two strong lockable
cupboards. IT therd are no cupboards,

the classroom i1tself should be lockable.

b) That the furnigure is sufficient 1In
quantity and Quality; at least
five large tables and enough individual
movable stools for all pupils, and a

blackboard



-hey
),

144

That funds are available to buy the
needed number of copies of all the
booklets making up The New Peak Course
and these texts will be obtained through
District stores well before the class is

scheduled to begin.

That there are funds to buy the minimal kit
of materials for making visual aids and
carrying out pupil activities which

the Ford Foundation has been supplying

for new NPA standards 1.

That a trained, at least a P3 teacher will
be assigned to the class, will not be
replaced in the course of the year by
a teacher of lower grade, and will be
encouraged to stay with the class through

standards Il and I111l.

That the class will be supervised by a

specific individual of at least Pl grade.

wef< t > lengthen tl:#ir :ralhin : period
That the teacher appointed to the class

will have his or her expenses paid to attend
a special training course of at least two
weeks duration so as to become familiar

with NPA methods, and that he or she will

be given a minimum of two afternoons per
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week for released time to work at the

Local NPA centre.

h) That the school 1i1s located within walking
or cycling distance or such a centre.
1) That no more than 40-45 pupils will be

admitted to the class.

Fairly stringent conditions; the commission
further recommended the extension of the NPA
programme to Swahili and other vernacular languages,
a thing that has been achieved through the TKK
books. Local supervisors were to operate in a
smaller area to enable them to be more effective
and efforts were to bg taken towards the development
of local NPA centres; which were to offer
demonstration classes supply materials, provide

detailed sample lessons, provide opportunity,

to up-grade their own oral English.

Teacher Education colleges were to be the
custodians of the NPA programme. To this end,
they were to lengthen their training period
and familiarize students with NPA material, draw up a

common syllabus for all the colleges in the
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preparation of NPA teachers instead of allowing
each college to devise i1ts own syllabus*

This the commission pointed out allowed a
great variation in the approach to NPA. All
students were to prepare for NPA teaching.

The programme could be confined to P2 teachers
and attempts were to be made by the Curriculum
Development and Research Centre to develop the
programme to upper classes and in all the
subjects. Teacher, education colleges could
further organize courses to upgrade P3 and

P4 teachers who formed the largest proportion

of the teaching force.

Following the recommendations of this
commission, particularly the conditions governing
the expansion of the NPA programme to other
schools,the Ministry of Education advised the
curtailment of new openings In 1966, when
standard 1 NPA classes had risen to 2,670.
The curtailment of the programme was a bit
unfortunate. What is reminiscent of NPA is that
in areas with effective supervision patticularly
in the Urban areas and in high cost primary

schools the NPA teaching methods are still in
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force but in the majority of the primary
schools iIn the rural areas there has been a
strong tendency to gravitate back to the

formal approach to teaching.
to use iIn teaching children* th t 1is, they
The impact of NPA on the primary school system

1967-1972.

Though the programme declined i1ts influence
is still felt in a number of educational
programmes connected with primary education.
There i1s still talk about i1ts apparent presence
in the approach to teaching in primary schools.
The present Primary School syllabus is based
on teaching through activity methods. Activity
methods that were once associated with NPA are
now encouraged in the teaching of all subjects
in the primary schools. This theme is to be
examined iIn this study iIn the next chapters.
Colleges no longer regard NPA as a separate
subject related only to language teaching;
and now introduce their students to the
theoretical underpinings and the practical

implications of learning through activity,
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and ’discovery’. The subcommittee which
surveyed teacher education, iIn Kenya in

1968 had this to say. ’Teachers should be taught
by the same methods which they will be expected
to use In teaching children, that is, they
should acquire some skills with a degree of
independence, and problem solving should be
emphasised over against rote memorisation and
drilling.’”2 The General Methods Section

of the Curriculum Development and Research
Centre has recently produced a Book of Creative
Activities which can be used iIn the teaching of
arithmetic, social studies, religious education
and .the vernaculars. The study turns to assess
how much activity mernods associated with the
NPA programme are reflected In teaching in
;he.g;?;ary schools and how they have possibly

improved the quality of teaching.

1. In 1945 the total number of primary
schools was 2,133 and by 1950 they were
2,928} Source: Department of Education,

Annual Reports.
Certificate:! in Schools for Arabs and African
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(Beecher Report) Government Printer,Nairobi

1949 p. 37.

K.N.A. Committee Appointed to Advise the

Director of Education on the organization and

Expansion of African Teacher Training

(Lockhart Committee) - Unpublished.
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Ibid.

Ibid.

K.N.A. 25th March 1946,
Report of Advisory on the

Training of Teache

Unpublished

K.N.A. B. 1738/111/66 Letter from the
Honourable Secretary to the Colonial Office.

A Ten Year Plan for the Development of

African Education. Government Printer,
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CHAPTER FOUR

TEACHERS1 CLASS ACTIVITIES AS AN INDEX OF QUALITY
AN TEACHING

The Independent Variables.

As already stated in chapter one, the aim
of this study i1s to investigate into the
influence of the New Primary Approach on the
quality of teaching in the primary schools. In
this respect NPA and non-NPA teachers are the
chief iIndependent variables iIn the data analysis.
It was, however, observed that other factors
apart from the NPA programme could also influence
teachers®"class behaviour. Consequently the
following independent variables were also
examined; teacher’s level of education and
training, thus whether a teacher is a Pl, P2,

P3 or a P4; whether the teacher was observed
teaching the lower or upper classes of the
primary school; the teacher i1s preparing for an
external examination or not; his age; teaching
experience; his sex; and the subject he was
observed teaching.

lesson i1s calculated. Time percent
The Dependent Variables.

Teachers” class activities.
Asking narrow questions.

Asking broad questions.
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Lecturing or presenting information.
Accepting ideas, behaviour, feelings and
helping individual pupils.

Teachers* non-verbal activities.

Pupils* Class Activities.

Pupil®s talk response

Pupils®™ initiated talk

Pupils®™ simple non-verbal activities

Pupil®s more involving non-verbal activities.

Confusion and irrelevant behaviour, giving

commands and taking commands.

The occurrence of any of the dependent
variables in the classroom situation was
recorded as tallies every after five seconds
on a recording sheet shown In the appendix II.
At the end of the lesson, the total number
of tallies for each variable or category number
was calculated as well as the total number of
the tallies for all the variables. Classroom
teaching time was assumed to represent 100 per
cent. In this way the percentage of the time
spent on each dependent variables 1In a given
lesson i1s calculated. Time percentage for each
of the 245 teachers spent on these dependent

variables is tabulated iA the appendix I11.
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In interpreting teacher®"s, and pupil®s,
class activities, the first step was to calculate
simple means of the time spent on each of the
variables through an S04B computer programme.
This simple table analysis was useful in
interpreting classroom behaviour of each of the
independent variables. Using a cross tabulation
analysis, 1t was possible to determine the mean
percentages of a group of teachers identified

in terms of two independent variables.

A. A SIMPLE ANALYSIS OF MEANS
The influence of the New Primary Approach

on teachers®™ class activities.



NPA Trained

NPA Inservice

Non-NPA

Means of Sample

oFigures for the

Table 4;

Number of Narrow

Teachers Juestions

86 11.0*
52 12.0
107 11.0
245 11.2

dependent variables

The New Primary Approach and teachers*

Broad Presenting Individual
Questions Information Differences
3.9 23.9 8.5
4.5 23.0 8.6
3.7 27.1 7.7
3.9 25.1 8.2

represent percentages

class activities

Non-Verbal

Activities

13.8

12.9

16.7

14.9
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From Table 4 1t is clear that a fairly high
proportion of the teachers iIn the sample had
either had some NPA training though their
teacher education course or through in-service
courses. Their class performance generally,
does not seem to reveal striking differences
when compared with those teachers who have not
attended the course. "/Both the NPA and the
Non—NPA teachers spent as much as 11.0% of the
class time asking narrow questions. Those who
have been oriented towards the course being
slightly higher, 12.0%. Teachers* approach to
broad questioning too does not show very marked
differences, ranging from 3.9% to 4.5% of the
class time. This is an aspect that would
reflect an improved quality iIn teaching. The
NPA programme does not have much impact on it.
Broad questions which are relatively open-ended,
thought provoking requiring expressions
of opinion would lead to a pupil - centred

/lesson than narrow questions.

A very noticeable feature, however, 1iIs that
the NPA programme sharply reduces teachers*
approach to lecturing or presenting information.
The NPA teachers are two points below the mean

of the group, while the non-NPA teachers are
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two points above the mean of the whole group.

It 1s quite remarkable that the programme has

made a break through In the traditional approach
to teaching which often leads to rote memorization.
The i1mpact of the course i1s somewhat weakly
reflected In the way NPA teachers accept pupils*
1deas behaviours, feelings and help individual
pupils. They are a point above the non-NPA
teachers. This perhaps reflects the emphasis laid
on individual differences iIn these activity

methods.
As already discussed In the las ® tht. it hop er:

Interestingly the non-NPA teachers spent
more time (16.7%), about two points above the
mean on non-verbal teachers class activities.
From my observation these largely consist of
giving lengthy notes sometimes short of
reproducing handwritten text-books and marking

of pupils®™ exercises.

In sum it iIs accepted that the NPA programme
has to a certain degree reduced "teachers*
directiveness iIn their class behaviour.

For the NPA teachers, class activities take
61.0% of the teaching time while for
the non-NPA 1t takes 66.0%. But teachers®

domination of class i1s still a remarkable feature
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particularly with an activity such as lecturing
or presenting information which takes 1/5

of the teaching time. The impact of the NPA
programme will be further examined In cross

tabulation analysis.

OTHER PROFESSIONAL FACTORS AFFECTING TEACHERS1
CLASS ACTIVITIES

The influence of teachers* academic and

professional level on class activities.

As already discussed in the last three chapters,
teachers®™ academic and professional level 1is
a widely accepted index for assessing the
quality of teaching. An analysis was made to
gauge how strongly these aspects are reflected 1in
the teachers® classroom behaviour. Table 5
summarises the activities of the four grades

of teachers"™ that were observed.



Table 5: Teachers* academic and professional

Pl1 Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Mean of Sample

Number ol

Teachers

36

99

95

15

245

Narrow

Questions

11.0

12.2

10.0

12.9

11.2

Non-verbal

Activities

15.7

14.9

14.0

18.2

level and their class activities.

Broad Presenting Individual
Questions Information Differences

6.0 26.3 4.9

4.0 25.3 8.7

3.5 24.6 8.9

1.3 24.3 7.6

3.9 25.1 8.2

~14.9

6GT
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Taking a general examination of the
dependent variables, the data reveals a few
striking factors. The four groups of teachers
spent a fairly high proportion of their class
activities asking narrow questions. P3
teachers ask relatively fewer questions
requiring brief answers and P4 teachers ask
more of such questions; the P4 group probably
demonstrating their limited academic background.
An outstanding aspect reflecting teachers”
academic and professional level, 1is their
approach to broad questions. The time spent on
this variable descends with teachers®™ academic
level; being highest,,6.0% with the Pl teachers
and tailing off to 1.3%; of the class time, with
P4 teachers. Pl teachers by virtue of their
academic level ask more questions which
are relatively open ended, more thought
provoking and requiring expression of opinion.
Their secondary education gives them the
security of exploring more deeply into the
"unknown world®. They ask questions to
which pupils may give some unexpected answers.
P3 and P4 teachers in particular tend to

suppress questions requiring expressions of
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opinions since they would lead them to the
threshold of the unknown. It will be improper
to overemphasise this point since there 1is

a small number of P3 teachers whose approach

to broad questioning compares favourably with

that of the Pl and P2 teachers. 7
- Jd ...-1 pupils* Th* rest of t
Lecturing or presenting information presents

an entirely opposite picture from that presented
in broad questioning. This apparently
declines with teachers’academic level. Pl
teachers rise a point higher than the mean

of the whole group, 26.3% and P4 teachers
AR OHOL BETOA L hean of theWhd1d!2”
group, 24.3%. This ;spect about Pl teachers,
could be an indication of their academic
background. Having been in an educational
system characterized with the traditional
methods of teaching and examination hurdles
longest, an imitation of their old teachers
is much more strongly established and i1t is
unlikely that a two year teachers* course of
largely ’theoretical®™ teaching would have

broken the appeal of the traditional methods.

f*
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Alternatively the fact that many have to

teach 1In the upper classes, where methods tend

to be more formal, perhaps they tend to do a
little more lecturing. This i1s particularly

the case since they spent 4.9% of the class

time, accepting ideas, behaviour, feelings and
helping individual pupils. The rest of the
teachers spent proportionately high time accepting
pupils as individuals; clarifying building or
developing i1deas suggested by pupils and

recognizing their emotions.

The four groups of teachers spent a
relatively high proportion of their class time
on non-verbal activities. Pl teachers 15.7%,
P2 teachers 14.9%, P3 teachers 14.0%, and
P4 teachers 18.2%. From lesson observation,

In very rare cases do these activities consist
of teacher’s demonstration of experiments or
ways In which processes have to be carried out.

More often they embrace copying notes on the

blackboard marking of pupils®™ work and going

W w Cfi'rs* class activities
round the class to see what pupils are
c "ylcvVv »C TV if. WVVe= 1T - . -

doing (simple exercises).

On the whole, teachers” academic and professional

level is reflected iIn teacher®s class activities.
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Very noticeable i1s their approach to asking
open ended questions which provide pupil
participation. This 1s a positive approach
to the quality of teaching iIn the primary
schools since it is one of the ways through
which a spirit of iInquiry can be imported

into the classroom. On the basis of this aspect
of teaching, teachers®™ academic level seems

a much more powerful influence on the quality
of teaching than perhaps the New Primary
Approach; 1t is however recognized that the
NPA programme has the advantages of reducing
the degree of lecturing. But iIn both cases,
teachers” clggs activities feature more
strongly than pupils®™ activities, taking about

60% of the teaching time.

The influence of teaching experience on

class activities.

This i1s the second professional factor
whose i1nfluence on the quality of teaching
was examined. Teachers®™ class activities
displayed some of the following characteristics

recorded in Table 6.
}md I

si . \Y



Table 6: Teaching experience and teachers* class activities.

Teaching Number of Narrow Broad Presenting Individual Non-verbal
Experience Teachers Questions Questions Information Differences Activities
0-10 Years 137 11.0 3.8 24.6 8.9 14.7
11-20Years 78 11.7 4.6 26.6 6.7 14.5
21-30Years 26 10.4 2.8 23.2 8.9 15.8

31-40Years 4 15.0 2.4 23.3 5.9 22.2

Means of Sample 245 11.2 3.9 25.1 8.2 14.9

Vo1



In interpreting teachers* class behaviour
in Table 6, teachers with 31-40 years
teaching experience will be ignored, since the
sample i1s too small to yield very reliable
information. As has been the case with the
independent variables already examined,
teachers* approach to asking narrow questions,
thus questions requiring brief answers remains
one of the aspects taking a fairly high
proportion of the class time. Asking broad
questions remains quite low, though a little
more strongly reflected by the teachers with
less than twenty years experience. This
could be possibly due to the influence of the
New Frimary Approach; wv/hich also perhaps reduces
the degree of lecturing by the teachers with
less than 10 years teaching experience, about

><24.6% of the teaching time.

It is not quite clear why teachers with 11
to 20 years teaching experience should
spent, 26.6% of their class time lecturing.
Probably this is due to the influence of
the traditional methods in which many could

be strongly embedded. Though such a conclusion
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does not seem to be truey when the teachers
whose teaching experience is 21-30 1is

considered.

The long serviced teachers, 11-30 years
teaching experience, fall rather low on
accepting pupils* feelings and ideas, 6.7%;
though the three groups approach to non-verbal
activities do not reveal any marked difference.
In general teaching experience does not seem to
display a very constant pattern of teachers*
behaviour; hence obscuring slightly 1ts impact

on the quality of teaching.

INTERNAL SCHOOL FACTORS AFFECTING TEACHERS*
CLASS ACTIVITIES.

The Influence of the level(lower and upper
classes) of the Primary School on teachers* class

activities.

Apart from the impact of the professional
factors such as the teachers* academic level

and the teaching experience, an examination was
made into the influence of the iInternal

factors of the school. Table 7 records teachers*
class activities i1n relation to the level

of the primary school.



Table 7: The level of the primary school and teachers* class

activities.

Class Number oj Narrow Broad Presenting Individual Non-Verbal

Teachers Questions Questions Information Differences Activities

1. 34 9.2 2.9 18.6 11.6 13.7
2. 33 10.2 2.3 22.6 9.9 14.2
3. 29 12.6 3.3 19.9 8.1 14.1
4 30 11.0 3.8 23.3 6.9 16.2
5 46 13.0 4.6 27.1 6.7 14.2
6 39 .”i1-6 5.2 29.5 7.6 15.1
7 34 10.2 4.7 32.3 6.8 16.9

Mean of Sample 245 11.2 3.9 25.1 8.2 14.9

9T
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Teacher class activities reflected
in table 7 perhaps present a much more
striking phenomenon than those already-
examined in connection with the other independent
variables, NPA teachers’ academic level, and
teaching experience. Asking brief questions
tends to fluctuate in both the lower and upper
classes of the primary school. If falls 2.0%
points below the mean iIn standard One and rises
with about the same number of points in class
Five. It 1s interesting to note that relatively
fewer narrow questions are asked in standard
One. One would have perhaps expected more of such
questions iIn this claés because of the pupils’
mental age. Teachers®™ approach to asking open -
ended and thought provoking questions requiring
expressions of opinion seem to back this point.
In class One 2.9% of the teaching time is
spent on broad questioning and steadily rise
to 5.2% iIn standard Six and falls slightly to
4_.7% in standard Seven a fall which is due most
probably to the influence of the Certificate of

Primary Education Examination in this class.
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Lecturing or presenting information, too
presents a very striking feature, which
perhaps reveals very important information
regarding the quality of teaching iIn the primary
schools. In class One, 18.6% of the teaching
time i1s devoted to presenting information and
rises very sharply to 32.3% in class seven,
almost twice the time spent on the same aspect
in class One and 7.2% points above the mean of

the whole group.

Recognizing pupils®™ feeling and ideas seems
to strengthen the above point. A fairly high
proportion of the teaching time i1s devoted to
this aspect in standard One, 11.6%, about three
points above the mean of the whole sample and
declines to 6.8% in standard seven. Teachers®
non-verbal activities somehow tend to fluctuate;
occupying 13.7% in class One, 14.1% in classes
Three and Five and rising to 15.1%, 16.2% and 16.9% 1in

classes Six, Four and Seven respectively.

Without minimising the impact of teachers”
academic level, and NPA on teachers® class
activities, the most powerful factor seems to be the

type of class. There iIs strong evidence
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for a more pupil - centred approach to
teaching 1n the lower classes than In the upper
classes. Teachers} class activities iIn class
one take 57.0% of the teaching time, while
in class Seven 1t rises to 71.0% of the time.
It 1s quite apparent that the lower classes
more strongly influence the quality
of teaching than the upper classes. The
most probable reasons for this; would be the
fact that the NPA programme has for long been
confined to the lower classes and secondly the
examination factor in the upper classes \
which will be examined In subsequent chapters.
The 1nfluence of the subjects on teachers*
class activities.
From the examination of the independent variable,
teaching 1n lower and the upper classes of
the primary class, 1t became apparent that the
C.P.E. examination seems to have a very strong
influence on the quality of teaching. An
attempt was made to assess this influence through
the subjects of the primary school curriculum. Teachers
class activities are examined In relation to the

examination subjects and the non-examinable

subjects.
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In comparing the number of lessons for
the examinable subjects English, Mathematics,
Geography, History and Science with the
non-examinable subjects from Table 8, the
stress given to the examinable subjects needs
no emphasis. English and Mathematics particularly,
dominate the time-tables of many primary schools.
In some of the schools visited the non-
examination subjects have been totally struck
off the time-table in the upper classes, or
it they appear on the time-table at all, they
are only there iIn theory and not iIn practice.
The only exception, however, is religious
knowledge which is taught once In a week
possibly because of pressure from a local
pastor or the headmaster, who knows quite
well that he partly holds his post by virtue
of belonging to the same denomination with

the school.

Teachers®™ approach to asking questions
requiring brief answers does not reflect a very
marked difference in the examinable subjects.

It 1s not quite clear why English and Science
should be characterized by a high proportion of

narrow questions. As for Science the cause would be that



Table 8: Subjects of the primary school curriculum and teachers* class activities.

Subject Number of Narrow Broad Presenting Individual Non-Verbal
Teachers Questions Questions Information Differences Activities
English 56 14.0 4.9 21.3 8.1 12.5
Maths 75 10.5 3.5 21.2 10.9 15.3
Geography 15 11.6 6.4 27.2 4.4 12.7
History 26 8.5 2.1 41.7 2.2 23.1
Science 23 15.0 5.4 24.7 5.1 14.2
Reliqgious Knowledge 15 14.1 5.4 31.8 6.4 11.2
Swahili 5 11.3 7.0 28.5 7.8 12.3
Reading 5 8.2 0.6 21.2 11.0 6.8
Writing 5 5.3 0.4 24.0 14.2 22.5
Vernacular 5 15.4 5.9 14.4 9.9 12.9
Art/D/Science/Craft 10 us 22.1 14.9 14.9
Music 5 - 32.2 6.6 18.9

Man of Sample 245 11.2 3.9 25.1 8.2 14.9

[N}
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many of the teachers interviewed had not
studied much of it during their school days,
particularly the P3 teachers and even the P2 and
Pl teachers who have been promoted in

the field. ~The non-examinable subjects also
reflect a high degree of narrow questions,
except for the more practical subjects like

Art and Craft and Domestic Science. Broad
questionig features fTairly significantly iIn

the examinable subjects falling rather low

in History. It is remarkable that Swahili
rises to 7.0% of the class time on this aspect.
This could be largely due to teachers*
familiarity with the subject and the absence of

the examination pressure.

The traditional approach still occupies
a higher proportion of the class time in
most of the subjects both the examinable
and the non-examinable subjects. There iIs a
lower degree of lecturing in English, Maths
and Science possibly due to the regular

in-service courses 1n these subjects.
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The PEAK Course series and the Safari books
are based on a practical approach to the
teaching of English; the New Maths and the
New Science which emphasise activity are
courses In which many teachers in the field
have been in-serviced. History and Geography
have not had much progress towards creativity.
This 1s particularly so with History which

IS perceived by many teachers as a lecturing
subject; this is why giving information,
facts and i1deas, occupies 40.0% of the

teaching time.

individuality i< a prominent aspect of class
Lecturing is also quite prominent in the

non-examinable subjedts. In religious
knowledge, the tendency is to preach rather
than teach; hence a ver™ sharp rise on this
dependent variable to 31.8%. In music 1t 1is
often unavoidable for the teacher to sing
together with the pupils just after having
demonstrated on how a song has to be sung; this
explains why presenting information has to

take a very high proportion of the teaching
time. There is proportionately less lecturing
in vernacular probably as a result of pupils’and

teachers familiarity with the subject matter.
activities. Reading on the other hand has less

6.8%, of the teaching time spent on non-verbal
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Accepting i1deas, behaviour, feelings
and helping pupils are aspects to which
teachers give much attention iIn many of the
subjects; particularly for the non-examinable
subjects. For the examinable subjects,
English, Maths and Science relatively higher
time 1s devoted on these aspects, possibly
because of the influence of the iIn-service
courses already discussed above. History
tails off due to the fact a greater amount
of class time i1s devoted to lecturing. In the
non-examinable subjects, accepting pupils”
individuality i1s a prominent aspect of class
teaching except i1n religious knowledge 1in
which as already po{nted out, proportionately much
time 1s spent on preaching. Music falls
sharply low since there are rare occasions

for individual singing or exercises.

soethod courses i1n which these teachers have
Teachers®™ non-verbal activities are quite

strong in all the subjects. In the examination
subjects, this aspect has much time devoted to it
rdt Still to nvOGG9 TchGICG Id tn clppdront

in history. Usually the case, being that

after the lectures fairly lengthy notes have

to be given. In the nonexamination_classes

urt tbve is 3 O ioCtr <0 v.O
writing by i1ts nature calls for more non-verbal

activities. Reading on the other hand has less time,

6.8%, of the teaching time spent on non-verbal
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activities. Teachers have to do a little
more talking to impart proper reading

and speech skills.

Though there i1s no generalized pattern
in which the influence of subject can be
interpreted iIn relation to the quality of
teaching, there are a number of points
that are discerned from teacher’s activities just
examined. As already indicated examination
subjects dominate many time-tables of the
primary school as compared to the non-examination
subjects. In drawing a comparison between
the examination subjécts, one would attribute
teacher’s tendency to reflect features which
would lead to pupil participation In subjects
like English, Maths and Science, to the activity
method courses iIn which these teachers have
been 1n-serviced. Whereas subjects like
Geography and History in which much progress
has still to be made, there is an apparent
reflection of traditional methods of teaching.
This i1s particularly the case with History
in which there i1s a high degree of lecturing and
copying notes. In the non-examination subjects,

there tends to be a stronger approach to activity
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in the practical subjects; though 1t is noted
that the sample of lessons for the non-examination
subjects is too low to be a basis for a reliable

interpretation.

THE NON-PROFESSIONAL FACTORS AFFECTING TEACHER®S
CLASS ACTIVITIES.

It 1s not rare for some educators to judge
the quality of teaching in the light of
non-professional factors such sex differences,
age and the preparation for external examinations.
Sweeping statements are often made about men
teachers being superior to women teachers, old
teachers being better or worse teachers than
young teachers; and recently complaints have
been voiced about teachers spending their
teaching time preparing for external examinations
and hence not doing adequate planning for
their lessons. An attempt was made to explore
the 1nfluence of each of these i1ndependent

variables on teacher®s class activities.

The influence of teacher®"s sex differences on class

activities.



Table 9:

Teachers* sex differences and class activities.

Sex Number of Narrow Broad Presenting Individual

Teachers Questions Questions Information Differences

Men 169 13.0 4.0 27.1 7.9

Women

76 11.0 3.6 20.6 8.9

Mean of Sample 245 11.2 3.9 25.1 8.2

Non-Verbal

Activities

15.3

14.0

14.9

8.1
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The results iIn Table 9 portray very
remarkable features as regards teachers”
approach to class activities in relation to
their sex differences. Women teachers ask
less narrow questions; 2% below the mean
of men teachers. Negligible differences exist
in the broad questioning technique, though
men teachers are slightly better of than the
women teachers. A very striking point 1is
that women teachers spent 20.6% of the
teaching time lecturing or presenting information;
while their male counterparts are 7.1%
above them. They further spent a little more
time accepting pupils*ideas, behaviour, feelings
and helping individual pupils. Men teachers,
however spent relatively more time on onon-verbal
activities; giving notes and writing on the

blackboard.

Taking a broad look on both women and
men teachers® class activities, the former
seem to reflect stronger aspects related to the
quality of teaching than the men teachers.
They display a much more child-centred approach

to teaching, (68% of the teaching time devoted
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to teachers* activities) than the male teachers
(67,3% of the teaching time devoted to teachers*

class activities).

The influence of age on teachers* class

activities.

Teachers* age was considered as another
non-professional factor affecting the quality
of teaching, though i1t somehow correlates with
teachers* experience. Teachers®™ class
activities with respect to their age were

as shown in Table 10.

In examining teachers* activities shown 1in
Table 10, the sampI%_for teachers whose age is
between 61-70 years i1s too low to yield reliable
information; therefore 1t will be ignored.
Narrow questioning features quite strongly
with all age groups. The oldest teachers
giving i1t relatively less time, 9.0% of the
teaching time. Open-ended and thought provoking
questions are generally low, being a little

higher with teachers whose age Is 31-40 years.
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Their approach to lecturing appears quite
variable; younger teachers spent 23.9% of the
teaching time while 31-40 age group rises highest
to 27.7%; and 41-50 group falls to 22.8% while
the older teachers rise slightly to 24.5%.
Recognizing pupils® as individuals is relatively
high with all the age groups, though it falls
by 3% below the mean of the rest of the groups for
31-40 age-group. Teachers* non-verbal activities
IS a very prominent aspect of teachers® class
activities; and rises somehow sharply with
older teachers; probgbly as a result of their
small sample. In general the influence of age
on teachers®™ class activities does not reveal a

systematic effect on the quality of teaching.



Table 10: Teachers®™ age and class activities.
Ade in Years Number of Narrow Broad Presenting Individual Non-Verbal
9 Teachers Questions Questions Information Differences Activities
21-30 117 10.8 3.7 23.9 9.1 14.0
31-40 91 11.7 4.3 27.7 6.6 15.5
41-50 28 11.3 3.7 22.8 9.1 15.2
51-60 7 9.0 2.3 24.5 9.9 19.2
61-70 2 20.5 6.2 9.2 6.7 14.5

Mean of Sample 245 11.2 3.9 25.1 8.2 14.9

28t
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The effect of external examinations on teachers-”

class activities.

From the iInterview with the teachers i1t was
noted that about 80% of them were preparing for one
of the external examinations, Kenya Junior Secondary
Examination, the East African Certificate of
Education, the Higher School Certificate and the
London G.C.E. Ordinary or Advanced levels. This
factor coupled with the general complaints about
teachers i1gnoring their class duties as a result of
concentrating on these promotion examinations,
necessitated looking at the effect of external

examinations on teachers* class activities.

In comparing the examination and the non-
examination groups of teachers* approach to class
activities as shown in Table 11 there are a number
of differences revealed. Teachers preparing for
examinations do more of narrow questioning than
the non-examination group; though the two devote
equal time 3.9% on broad questions. The effect
of the examination is strongly demonstrated in the
two groups of teachers* way of presenting information
or lecturing. The examination group spends 26.2%
of their class time on this directive behaviour,
while those who are not preparing for examinations

spent 21.0% of the teaching time on the same aspect.



Table 11: External Examinations and class activities”.

Im

Number of Narrow Broad ~resenting Individual Non-Verbal

Teachers Questions Questions Information Difference Activities

External Exam* 177 10.9 3.9 26.2 8.0 14.9

No External Exam, 68 12.0 3.9 221 8 rt 15.0

Mean of Sample 245 11.2 3.9 25.1 8.2 14.9




The former probably having less time for preparation
so as possibly to be able to vary their class
activities, lecturing becomes a prominent teachers*
class activity. The two groups* approach to
accepting pupils* individuality and non-verbal

activities do not show very marked differences.

Though the examination influence on teachers”
class activities seems to be reflected iIn the
teachers®™ approach to lecturing, it does not appear
to have a marked effect on the rest of the dependent
variables. This could be probably due to the fact
that teachers who might not be preparing for
external examinationé, might just as well be engaged
in taking care of personal business like running a

small shop or farm or any related activity.
B. A CROSS - TABULATION ANALYSIS OF MEANS.

From a simple analysis of means, a number of
independent variables which seem to have a remarkable
influence on teachers®™ class activities were Cross-
tabulated to assess their combined effect on the
dependent variables. The cross-tabulation was as

Tfollows:

a) 1. Teachers* academic and professional level;
and the New Primary Approach on teachers®

class activities.



186

Teachers” academic and professional levelj
and the level of the primary school on

class activities.

Teachers” academic and professional level;
and external examinations on teachers”
class activities.
iIv. Teachers®™ academic and professional level;
and age of the teacher on teachers”
class activities.
v. Teachers* academic and professional level;
and sex of the teacher on teachers’
class activities.
b) i. The NPA; and the level of the primary
school on teachers®™ class activities,
i11. The NPA; and teachers®™ sex on teachers”
class activities.
Teachers®™ academic and professional level; and the
New Primary Approach on teachers® class activities.
From a simple analysis of means i1t appeared
that each of the independent variables, teachers”
academic and professional level, and the NPA had
some considerable influence on the quality of
teaching. A further analysis is made here to

test their combined effect on the quality of teaching.
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Table 12: Teachers* academic and professional level
and NPA on Questioning,

Narrow Questions™ ,

NPA-Trainec NPA-Inservice Non NPA Total

Pl Teachers (14)14.3 @ 9.8 (13) 8.2 (36) 11.0
P2 Teachers (32)11.6 (19)13.7 (48)12.0 (99) 12.2
P3 Teachers (40) 9.3  (18)12.3 (37 9.3 (95) 10.0
P4 Teachers - (6) 9.2 (915.5 (15 12.9
Total (86)*11.0 (62)12.0 (107 )1LO0 (245)*12.7

Broad Questions.

NPA-Trained NPA-Inservice Non NPA Total

Pl Teachers (14) 6.7 ® 5.9 (13) 5.2 (36) 6.0
P2 Teachers (32) 4.0 (19)4.9 (48) 3.5 (99) 4.0
P3 Teachers (40) 2.7  (18)4.6 @7) 3.7 (95) 3.5
P4 Teachers - ( 6)0.9 (9 1.6 (15 1.3
Total (86) 3.9 (52)4.5 (107)3.7 (245)3.9

e In the cros-tabulation analysis all figures in the

brackets represent the number of teachers.
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Teachers®™ approach to narrow gquestions as seen In
Table 12 seem to present many striking points between
teachers®™ academic and professional level and the
New Primary Approach, There are no very remarkable
differences between the NPA and the non-NPA teachers.
The P3 teachers, however, generally ask fewer narrow
questions, 9.3% of class time while their Pl counter-
parts rise to 14.4% of their teaching time; and on
the whole, narrow questions decline with the academic
level of the teachers. This could possibly be due
to the nature of the class they teach; most of the
Pl teachers teaching the upper classes. In general
both the NPA and the Non-NPA teachers® approach to
asking narrow questions tends to fluctuate so
considerably that i1t is somewhat difficult to make
a systematic interpretation. At any rate, the Impact
of NPA on P4 teachers is quite noticeable. The NPA
P4 teachers spent 9.2% of the teaching time 3
points below the mean of the whole group while
non-NPA P4 teachers spent as much as 15.5% of the

teaching time asking narrow questions.

The broad questioning technique, perhaps
reflects a more stronger relationship between
teachers®™ academic and professional level and the
NPA programme. The NPA programme combine with the
academic and professional level, to better this

teachers* class activity. NPA remarkably upgrades
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P1 teachers* approach to asking elaborate questions.
The NPA Pl teachers spent about 6.3% of the
teaching time asking broad questions while their
non-NPA counterparts spent 5.2% of the time.

This effect i1s reflected In all the rest of the
groups of teachers with an exception of the P4

NPA Trained NPA Inservice;dr. NPA
teachers.

A combined influence of the New Primary
Approach and the teachers* academic and professional
level i1s strongly shown i1n teachers* approach to
lecturing or presenting information. As
reflected In Table 13 i1t reduces the degree of
lecturing or presenting information, though
the relationship between the NPA and Pl teachers
on this dependent variable is gquite weak, possibly
due to the upper class effect where many Pl
teachers presumably teach. The course has a
remarkable effect on the P3 and P2 teachers*
approach to lecturing, though it does not seem

to affect the P4 teachers.



Table 13:, Teachers® ,academic and professional

level and the NPA on lecturing or presenting Information.

:scuss«d In the simple anal

less favourably with the oth

NPA Trained NPA Inservice Non NPA Total

Pl Teachers (14) 26.3 ® 25.9 (13126.6 (36)26.3

P2 Teachers (32) 23.9 (19)19.0 (48)28.7 (99)25.3

P3 Teachers (40) 23.1 (18)24.8 (37)26.1 (95)24.6
/

P4 Teachers -, () 25.6 () 23.3 (15)24.3

Total (B86) 23.9 (52)23.0 (107)27.1 (245)25.1
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In looking at the teachers®™ recognition
of pupilsTindividuality in Table 14, Pl teachers as
discussed i1In the simple analysis of means compare
less favourably with the other groups of
teachers; the NPA, Pl trained teachers fall
sharply low. But on the whole there is still
an indication of NPA trained teachers, having
some relative superiority over the non-NPA as

tabulated 1In Tabl% %4-

J?3 Teacherft;

P4 Teachers
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Table 14: Teachers* Academic and professional

level on accepting a pupil’s individuality.

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

"JPA Trained NPA

14 3.1

(32) 8.9

(40)10.1

(86) 8.5

(9 6.0

(19)10.5

@18) 7.7

(6 9.4

52) 8.6

Ins™rvice Non-NPA Total

(13) 6.2 (36) 4.9

“8) 7.9 (99) 8.7
T

(37) 8.2 t95) 8.9

(9 6.4 (15) 7.6

(107)7.7 (245)8.2
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Teachers®™ non-verbal activities reveal a very-
interesting point. The non-NPA teachers exercise
more non-verbal activities. As already observed
in the analysis of simple means in the previous
section, these activities In a majority of cases,
consist of giving lengthy notes and marking
pupils work. These are some of the chief
characteristics of teaching associated with the
traditional approach to teaching; and 1t does
not appear strange that they are reflected more
strongly in the non-NPA teachers® approach to

teaching. Table 15, summarises these activities.
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Table 15: Teachers* Academic and professional

level and NPA on non-verbal teachers* activities.

NPA Trained NPA Inservice Non NPA Total

Pl Teachers (14) 12.6 © 12.7 (13)21.2 (36)15.7

P2 Teachers (32) 15.3 (19)11.9 (48)15.9 (99)14.9
t

P3 Teachers (40) 13.1 (18)12.2 (37)15.6 (95)14.0

ah:. _cti emx!

P4 Teachers - (6) 19.1 @ 17.6 (15)18.2

Total (86) 13.8 (52)12.9 (107)16.7 (245)14.
\+-

NPA Vs Non-NPA

tulcates negative r
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Though the frequency analysis table 1in
the previous section appeared to indicate that
the NPA programme has not had a profound
influence on the quality of teaching, it can be seen
from the cross-tabulation that i1t combines
with teachers* academic and professional level
to improve the quality of teaching. The
relationship drawn from these variables 1is

summarised in figure 1.

Figure Is Relationship between teachers*
academic and professional level, NPA and the

Teachers* class activities.

Teachers* acad<amic and professional
Level PI. P2. P3y P4

=+

Quality of Teaching
(Teachers* activities

NPA Vs Non-NF>A

+ Indicates positive relationship

- Indicates negative relationship
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The New Primary Approach and the level of the

primary school on teachers* class activities.

From a simple analysis of means it became
clear that, the level of the primary school has a
very powerful influence on teachers® class
behaviour. A further attempt was made iIn this
cross-tabulation to ascertain the combined
influence of the NPA and this variable on the

quality of teaching.

Examining narrow questioning in Table 16,
there do not seem to be outstanding differences
between NPA and the non NPA teachers. A very
striking feature is that the former ask relatively
few questions iIn the lower classes particularly
the NPA trained, but rise In the upper classes;
the NPA i1n-service presenting a somewhat irregular
pattern, while the non-NPA remain constantly
high on this variable in all the classes, but
sharply decline iIn class Seven. Turning to
asking elaborate questions, here the two NPA
groups have relative superiority over the non-NPA
teachers and maintain a fairly high proportion
of broad questions in the upper classes.

Generally the structure of the questions

reflect pupils* intellectual development,
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being fewer in the lower classes and many in
the upper classes. The non-activity method

teachers display a somewhat irregular pattern.

chsol on teachers' apt

Iy



Table 16: NPA and the level of the primary

Asking Narrow Questions.

9 n

CLASS 1

MPA Trained 16) 8.2
N~A Inservice (10)11.3
NON—NPA $ 8) 8.5
T$tal 34 9.2

Asking Broad Questions.

CLASS 1

NPA Trained 116) 1.9
NPA Inservice ;i0) 3.7
Nan NPA J8 3.9

Toital 34) 2.9

2
an 7.7
@ 15.0
© 11.2

(33)10.2

2
17) 2.4
N 4.2
<9) 0.6

(33) 2.3

3
() 10.
@ 7.
$15)14.
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€9 3.
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8 (17) 3.

3 (fo) 3.

teachers”™ approach to questioning.
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9 (13)15,3 @@D12.2 1(13)12.3
3 (11)10#3 (8)13.7 K 5)15.9
5 ﬁ22)13-0 (20)10.5 1(6) 6.8
0O (46)13.0 (39)11.6 <34)10.2
.5 ) 6 1 7
5 (B 5.7 dIH 3.7 f13) 5.7
3 MI) 4.4 (8 7.7 |5 4.7
6 (22) 4.0 j20)5.0 1\16) 3.9
8 (46) 4.6 (> 5.2 (34 4.7

Total
(86)11.0

(52)12.0
(107)11.0

(245)11.2

Total

(86) 3.9
(52) 4.5
(107)3.7

(245)3.9

86T
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It 1s not only through questioning that
the influence of the NPA is felt in teachers”
class activities. As seen from the simple
frequency tables presenting information
remains one of the outstanding teachers”
class activity. Table 17 reveals that a fairly
high proportion of class time is devoted to this
activity, and rises quite remarkably in the
upper classes. A very striking feature is that
it Is reduced somewhat in the upper classes for
the NPA teachers. The NPA in-service drop
by 5% and 6% respectively below the means of
class Five and Six. The non-NPA teachers on the
i I I | 1 x| 01 1. M
other hand, fall quite strongly to lecturing
in the upper classes rising from 25.0% of
the ceaching time i1n class Four to 34.3%

in seven.



Table 17: NPA and the level of the primary school 6n teachers* presentation of Information.

CLASS 1 2 3 4 5 6 7 Total

NPA Trained (16)20.6 (17)22.6 (7)15.1 (9)23.0 (13)25.4 (11)29.4 (13)28.9 (86)23.9
NPA Inservice  (10)16.6 < 7)22.4 (7)26.7 (4)16.9 (11)23.0 (8 23.4 (5 )35.0 (52)23.0
Non NPA (8)16.7 (9)22.7 (15)18.9 (17)25.0 (22)30.2 (21)31.9 (16)34.3 (107)27.1
Total (34)18.6 (33)22.6 (29)19.9 (30)23.3 (46)27.1  (39)29.5 (34) 32.3 (245)25.1

Table 18: The effect of NPA and the level of the primary school on teachers®™ approach to
kddividuaX differences.

CLASS 1 2 3 4 5 6 7 Total

NPA Trainee®  (16)11.3 (17)10.8 (7) 8.7 (9) 8.7 (13) 6.0 (11) 6.8 (13) 6.8 (86)8.5
NPA Inservice (10)11.9 (7) 5.4 (7) 8.8 (4)11.1 (11)10.0 (8 7-4 (5 3.2 (52)8.6
Non NPA (8)11.6 (9)11.9 (5)7.5 (17)5.8 (22) 5.5 (20) 8.2 (16) 8.0 (10)7.7

Total (GH11.6 (3B) 9.9 (29)8.1 (30)6.9 (46) 6.7 (39) 7.6 (34) 6.8 (245)8.2

00¢



Table 19 The NPA and the level of the primary school on teachersl non-verbal activities

Class
3 4 5 6 7 Total
NPA Trained (16)14.4 (17)15.5 (9)12.5 (9)10.6 (13)11.8 (@1)17.4 (13)12.9 (86)13.8)

NPA Inservic 2(10)13.6 ( 7)13.9 (7)11.6- (4)11.5 (11) 13.9 ( 8)12.5 (5) 11.9 (52)12.9

Non NPA @ 12.5 (912.1 (15)15.9(17)20.2 (22) 15.9 (20)14.9 (16)21.7 (107)16.7

Total (34)13.7 (33)14.2 (29)14.1(30)16.2 (46) 14.2 (39)15.1 (34)16.9 (245)14.9

T0
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As shown iIn table 19, teacher”™ non
verbal activities remain outstandingly high with
non-NPA teachers. As discussed in simple frequency
analysis, they are activities in which note making

and the marking of books feature very strongly.

From the cross-tabulation analysis, the level
of the school 1.e. teaching In lower or upper
classes, remains a very prominent influence on
teachers®™ class activity; but the effect of NPA
is quite strongly demonstrated iIn teachers®™ class
behaviour*. The relationship between these variables

iIs represented as follows:

1

Fig. 2: The New Approach and the level
of the primary school and the quality of teaching

(Teachers®Class Activities).

The effect of NPA and teachers®™ sex differences on

teachers™ class activities.
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The simple analysis of means showed that
women teachers reflect more characteristics
associated with good quality teaching than
men teachers. A further test was made iIn
the cross—tabulation to find out how each
of the groups benefits from the NPA programme.
Table 20 does not reveal any marked differences
in both men and women teachers* approach to
asking narrow and broad questions, though
men—NPA teachers are relatively superior to
their counterparts without NPA training.

Women NPA teachers compare favourably with NPA

men teachers



Table 20t MPA and

teachers* Questioning technique.

Narrow Questions.

NPA Trained

NPA Inservice

Non NPA

Total

ftroad Questions

NPA Trained

| |
NPA Inservice

Non NPA

Total

204

teachers* sex differences on

Men
Teachers

(46)11.3
(35)12.3

(88)10.9

(169)11.3

t

Men
Teachers

(46)4.3

(35)4.5

(88)3.7

(169)4.0

Women Total
Teachers
(40)10.6 (86)11.1
(17)11.4 (62)12.0
(19)11.3 (107)11.0
(76)11.0 (245)1.2
Women |
Teachers
(40)3.3 (86:3.9)
(17)4.6 (B2 4.5
(19)3.4 (107)3.7
(76)3.6 (245)3.9
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In their approach to lecturing or presenting
information, sex difference seems to be a more
powerful factor than the NPA course as illustrated
in Table 21. Women teachers spent a less
proportion of the time lecturing. Some Impact
of NPA is somewhat strongly felt among the NPA

men teachers and the non-NPA men teachers.
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Table 21x Teachers®™ sex differerices, and. NPA

on presenting Information.

Hen 1 Women Total
ieacners 16ckCn615

In-— = 1EWIHIM| e

NPA Trained (46)26.0 (40)21.5 (86)23.9
i
NPA Inservice(35)25.1 (17) 18.5 (52)23.0 ]
i 1
| Non-NPA |<88)28.4 (19)20.7 (107)27.1
S e I
Total (169)27.1  (76)20.6 (245)25.1

The effect of NPA Is reflected weakly in
teachers®™ approach to aceepting pupilsTideas,
behaviour, feelings and helping individual
pupils. As shown In Table 22 both NPA women and
men teachers give slightly more time to this
aspect than the non-NPA group, though sex

differences plays a much stronger role.
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On teacher** non-verbal activities, both
Table 22: Teachers* sex differences and NPA

on accepting pupils® Individuality.

———— e . T E __________

Men Women

Teachers Teachers Total
NPA Trained (46)8.0 (40)9.1 (86 8.5
NPA Inservice (35)8.2 (17)9.5 (52)8.6
Non—NPA (88)7.6 (19)7.9 (107)7.7

Total (169)7.9 (76)8.9 (245)8.2
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On teachers®™ non-verbal activities, both
non-NPA women and men teachers devote a little
more time than the NPA groups. Teachers®™ sex
differences does not appear to play a prominent

role, as illustrated in Table 23.
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Table 23: MPA mri teachers* sex differences on

Teachers* non-verbal activities.

Men Women Total
Teachers Teachers
i NPA Trained (46)13.6 (40)14.1 (86)13.8
|23 m
NPA Inservicei (35)13.1 (a7n12.7 (52)12.9
Non—NPA (88)17.0 (19)15.1 (107)16.7

Total (169)15.3 (76)14.0 (245)14.9



210

The relationship between these iIndependent
variables i1s weak but significant. Sex
differences as a single factor tends to
have a marked influence on teachers” class
activities. The association figure for these

variables is as follows:

Fig. 3: NPA, Sex differences and the quality

of teaching.

Teachers” academic and professional level
and the level of the primary school on teachers*

class activities.

The examination of the simple frequency table
revealed that teachers®™ academic and professional
level has profound influence on teachers-”

activities. It was seen that Pl teachers
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reflect more activities leading to a high
quality teaching than the rest of the grades.
This was particularly the case with their
approach to broad questioning. An attempt is
made here to analyse the combined influence

of the iIndependent variabls teachers* academic
and professional level and the level of the

school on the quality of teaching.

An examination of Table 24 seems to reveal
a very striking feature iIn the four grades of
teachers®™ approach to class questioning.
Pl and P2 teachers possibly with a deeper study
of child psychology tend to ask more elaborate
questions 1In the upper classes. Narrow questions
are given a higher proportion of class time 1iIn
the lower classes and decline in the upper
classes; whereas the broader questions are much
fewer in the lower classes but increase inlthe
upper classes. The P3 teachers terid to be
somewhat constant, but they iIncrease the narrow
questions iIn the upper classes possibly as they

approach the limits of their knowledge.

It 1s quite remarkable, however, that they
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favourably compare with the P2 teachers in relation
to broad questions though they flop sharply
in class 7* The P4 teachers also show some
decline iIn asking narrow questions as they approach
the upper classes; though their broad questions
remain constantly low* Possibly a reflection of
their low academic background* A very noticeable
feature 1In the questioning technique, 1iIs the
ability of the Pl teachers to ask more broad

questions iIn the upper classes*



Table 241 Teachers* academic and professional

approach to questioning:

Asking Narrow Questions:

Class

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

1 2 3 4
- (@16.8 (D11.6 (5)11.9
(11)9.5 (H)14.7 (5)16.1 (13)11.3

(20)8.7 (23)8.0 (18)10.4 (10)11.9

(3)11.1 (4)15.0 (5)16,9 ( 2)3.2

(34)9.2 (33)10.2 (29)12.6 (30)11.0

5
(6)12.3
(26)13.5

(13)12.6

( 1)9.9

(46)13.0

6

(11)10.3
(19)12.8

( 9)10.7

( -

(39)11.6

7,
(11)9.4
(21)10.6

( 2111.6

(34)10.2

Total

(36)11.0
(99)12.2

(95)10.0

(15)12.9

(245)11.2

level and the level of the school on Teachers’

€Te



Asking Broad Questions.

Class 1 2 3 4 5 6 7 Total

PI Teachers (4.0 (1.4 () 2.7 (6)6.6 (11)8.2 (1) 5.7 (36)6.0
P2 Teachers (11)2.7 (4)1.4 (5)2.5 (13)4.5 (26)4.8 (19)3.6 (21)4.4 i(99)4.0
iP3 Teachers (20)3.3 (23)2.5 (18)4.1 (10)3.9 (13)3.5 (9)4.9 @ 2.0 (95)3.5

|P4 Teachers (3)1.0 1.1 (B)1.5 @ 2.0 ( D1.0 - _ (15)1.3

|Total (34)2.9 (33)3.3 (29)3.3 (30)3.8 (46)4.6 (39)5.2 (34)4.7 ,(245)3.9
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As revealed In Table 25, lecturing or
presenting information strongly supports the
hypothesis arrived at in the analysis of simple
means that teaching the lower classes or upper
classes of the primary school i1s a very
powerful factor iInfluencing teachers* class
activity. There is a strong inclination to
apply lecture methods in the upper classes
particularly in the examination class. The PI
teachers, however, portray a unique picture 1in
comparison with the other teacher-grades. They
spent less time presenting information even in
the upper classes witq_an exception of the
examination class. This could be . reflection
of their academic background; though their
secondary education has exposed them to lecturing
for a long time; 1t on the other hand makes them
a little secure as to minimise too much talk.
The P3 teachers 3trongly stick to this approach
of teaching a3 they operate In classes tending
to the limits of their knowledge. P4 teachers
with their embedded traditional approach are
able to take as much as 30% of the teaching time
on presenting information in class 2, 7%

above the mean of the class.



Table 25: Teach<*r«»

lecturing.

Class

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

S .

(11)18.1

(20)18.8

(3)18.9

(34)18.6

- 2 .

(2)24.7

(4)20.1

(23)21.5

(4)30.0

(33)22.6

3 4 5

(8.7 (5)19.6 (6)16.7

(5)19.1 (13)18.4 (26)26.9

(18)21.3 (10)30.3 (13)31.5

(5)17.8 (2)29.7 (1)39.1

(29)19.9 (30)23.3 (46)27.1

tho_school on

H
a S

(11)26.2 (11)36.7

(19)29.7 (21)29.6

(9 32.9 (2)36.4

(39)29.5 (34)32.3

>

Total

(36)26.7

(99)25.3

(95)24.6

(15)24.3

(245)25.1

S
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Accepting pupils individuality i1s given propor-
tionally high time by all the teachers. It is
pronounced in the lower classes, particularly in
class One where pupils presumably need *delicate*
care and declines in the upper classes. Pl
teachers showing a sharper decline as shown
in Table 26. A very remarkable factor is that P3
teachers compare favourably with P2 teachers in

sustaining 1t In the upper classes.



TA>lg.  26:

accepting pupils

Class

Pl Teachers

P2 Teachers

P3 Teachers

P 4 Teachers

Total

Teachers*

(11)12.0

(20)11.3

(3)12.4

-34)11.6

individuality.

@ -

(4)9.7

D 8.1

(5)9.1

(23)11.2 (18)8.4

(4)7.9

(33)9.9

(5)6.0

(29)8.1

(G)7.4 (6)3.6 (11)6.1

(13)7.7 (26)8.3 (19)8.6

(L 5.2 (13)4.9 (9) 7.5

@ 4.1 @ 7.0 _

(30)6.9 (46)6.7 (39)7.6

(11)4.0

(21)8.1

) 8.6

(34)6.8

academic and professional level and the level of the school on

Total

(36) 4.9

(99) 8.7

(95)8.9

(15)7.6

(245)8.2

81¢
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Teachers* non-verbal activities as illustrated
in Table 27 rises i1n upper classes, where the

need for giving lengthy notes is quite pressing.
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Table 27: Teachers academi lev

activities “pP
09 H 3 $ K S
VAN
CLASS E*j 3 4 5 6 -~ Total
P 1 Teacher 0 p (2)13.5 (1)24.5 (5)17.2 (6)11.9 (11)15.2 (@A1)17.3 (36)15.7

P2 Teachers (11)14.4 (4)12.1 (5)9.8 (13M6.3 (26)13.5 (19)16.5 (21)16.5 (99)14.9
P3 Teachers <20)12.8(23)13.7 (18)13.9 (10)14.1 (13)16.8 (9)12.2 (2) 18.7 (95)14.0
P4 Teachers <3)17.1 (4)19.5 (5)17.0 (2)23.0 (1)13.3 - (15)18.2

Total (34)13.7 (34)14.2 2914.1 (30)16-2 (46y14.2 (39)15.1 (34)16.9 (245)14.9
6366

0ce
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From the cross-tabulation 1t can be seen
that though the level of the primary school remains
a very powerful factor affecting teachers”
approach to pupils®™ - centered lessons; teachers”
academic and professional level i1s also strongly
felt. The relationship between the three

variables, 1s quite strong.

Fig. 4 Teachers®™ academic and professional level
and the level of the school and the quality of

teaching.

Teachers®™ Academic and professional level; and

external examinations on teachers* class activities.

A simple analysis of means revealed that the

independent variable external examinations has a
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weak: Influence on teachers* class activities* A cross-
tabulation was undertaken to test its effect further
on teachers* class activities in combination with

the teachers* academic and professional level.

In looking at the teachers* approach to questioning,
as shown In Table 28, teachers preparing for
examinations ask few narrow questions particularly
the Pl and P3 teachers. The Pl teachers not
preparing for examinations ask a very high
proportion of broad questions, twice the mean
of those teachers preparing for examinations, and
3* above the mean of all the Pl teachers. The rest
of the grades of teaéhers do not show any outstandng

difference.
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Table 28: Teachers* academic and professional level.

and external examinations on asking questions.

Asking Narrow Questions,

External No external
Examinations Examinations Total
Pi Teachers t o [T (35)117s
P2 Teachers (89)12.0 (10)13.6 (99)12.2
P 3Teachers (11)9.8 (34)10.3 (95)10.0
P4 Teachers - (15)12.9 (15)12.9
Total (177)10.9l (68)12.0 (245)11.2

Asking Broad Questions.

No External

Eig;?;gizonsExaminations Total
Pl Teachers (27)4.9 (99.1 (36) 6.0
P2 Teachers (89)4.1 (10)3.0 (9 4.0
P3 Teachers (61)3.2 (34)4.0 (95) 3.5
P4 Teachers < - (15)1.3 (15 1.3

Total (177)3.9 (68)3.9 (245)3.9
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Lecturing or presenting information seems to
reveal the impact of the examinations as Table
29 iIndicates. Teachers preparing for external
examinations make i1t a very outstanding aspect
of teaching. The Pl teachers preparing for
laminations spent as much as 30.2% of the teaching
time, while theilr counterparts not preparing
for examinations spent only 14.9% of the
class time. There is no marked difference between
xg P2 examination group and the non-examination
.isr +helP3 ébnzeiéﬁination spent 4% points below

their counterparts engaged iIn examination preparation,

P4 Teachers

Total (177)26.2
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Table 29: Teachers* academic and professional

level and external examination on presenting

Information.

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

External
Examinations

(7 30.2

(89) 25.3

(61) 26.0

(177)26.2

No External
Examinations

(9)14.9

(10)25.2

(34)22.1

(15)24.3

(68)22.1

Total

(36)26.3

(99)25.3

(95)24.6

(15)24.3

(245)25.1



Accepting pupils individuality as
illustrated in Table 30 Is an aspect to which the

non-examination groups, tend devote more time to.

Eipils* indl.

£3) 4.8

P2 Teachers (89)8*5

P3 Teachers (£1)8.5 *

< % -4
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Table 30: Teachers* academic and professional
level and External examinations on accepting

pupils* individuality.

External No External

Examinations Examinations TOTAL
Pl Teachers (27)5.0 O 4.8 (36)4.9
P2 Teachers (89)8.5 (10)11.2 (99)8.7
P3 Teachers (61)8.5 > (34)9.5 (95)8.9
P4 Teachers ( - (15)7.6 (15)7.6

TOTAL (177)8.0  (68)8.7 (245)8.2
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Table 31 also reveals the impact of the
examination on teachers® class activities.
Generally teachers preparing for examinations
spent a fairly high amount of their time on
non-verbal activities. These as already observed
largely consist of giving lengthy notes and

marking pupils® work.



Table 31: Teachers*academic and professional
Level and External examinations on teachers”

non-verbal activities

External No External TOTAL
Examinations Examinations

Pl Teachers (27)16.4 © 13.8 (36)15.7
P2 Teachers (89)15.2 (10)12.9 (99)14.9
P3 Teachers (61)13-Z| (34)14.4 (95)14.0
P4 Teachers (15)18.2 (15)18.2

Total (177114.9 (68)15.0 245)14.9
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The cross-tabulation reveals that the
examination factor, has some effect on teachers*
class activities and present a following

figure of variable association.

Figure 5:
Teachers* academic and professional level, preparation
for External Examinations and Teachers* class

activities.

Teachers* academic and professional level and

teachers* age on the quality of teaching.

Teachers®™ age as seen in simple analysis of
means had a weak, but nonetheless significant
influence on the quality of teaching. An analysis
was made to gauge the combined effect of this

variables and teachers®™ academic and professional
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level on teachers’ class activities. In this
interpretation, the 61-70 age group will be

ignored because the sample i1s very small.

Teachers®™ approach to asking narrow questions
does not display very remarkable differences as
Table 32 indicates. The Pl teachers of 41-50
years ask proportionately fewer questions, but this
is probably influenced by their small sample. The
P3 teachers of 21-30 and 41-50 years ask fewer
narrow questions, but generally all the age
group spent fairly much time on this aspect of
teaching. Asking broad questions reflects the
influence of teachers®™ academic and professional
level than that of age. On the whole middle-aged
teachers of all the grades seem to give
a little more time on this aspect of teaching

than the younger teachers.



Table 32: Teachers* academic and professional level and teachers* age on approach to

questioning.
Asking Narrow Questions.

Age 21-30 31-40 41-50 51-60 ] 61-70 ] TOTAL

Pl Teachers (19)11.1 (15)11.3 ( 2)7.7 ) ! ! (36)11.0
j P2 Teachers (651)12.0 | (31)12.5 ( 5)11.8 - - (99)12.2
1 P3 Teachers (41) 9.0 (37)11.3 (12)9.6 (4)10.3 (1)16.0 (95)12.9
Jj P4 Teachers 1 ( 2)10,6 (914.0 @A 7.3 (1)25.0 (15)12.9
j Total (117)10.8 j (91)11.7 (28)11.3 (7 9.0 (2)20.5 (245)11.2

Asking Broad Questions.

21-30 31-40 41-50 51-60 61-70 Total
Pl Teachers (19 5.3 (15 9.8 2 13.9 - - (36) 6.0
P2 Teachers (1) 3.8 (37 4.3 G 3.1 - - (@9 4.0
P3 Teachers 41 2.8 (39) 4.0 (12) 3.9 @ 3.4 @ 9.0 (95) 3.5
P4 Teachers - (2 0.5 (9 14 (4) 0.8 Q) 3.4 a5 1.3

Total (117)3.7 (91l) 4.3 (28) 3.7 (1) 2.3 @ 6.2 (245)3.9

cee
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Lecturing or presenting information does
not seem to support an earlier conclusion that
young teachers suffer from the dualism of
theory and practice. Comparatively they do
less lecturing than the middle aged groups.
The effect of academic and professional level
does not seem to feature very significantly

as shown in Table 33.

In examining Table 34, it i1s clear that PI
teachers of all age levels do not show a strong
recognition of pupils” individuality. This is
possibly because many teach iIn the upper classes
for the rest of the grades, younger teachers reveal

an apparent superiority over the older teachers.



Table 33: Teachers* academic and professional level and age on presenting Information

Pl Teachers

P2 Teachers

P3 Teachersf

P4 Teachers

Total

21-30 31-40 41-50 51-60 61-70 TOTAL
(19)27.6 (15) 26.4 (2) 14.4 - - (36)26.3
(57)23.6 @7 27.9 () 25.1 : : (99)25.3

(41)22.7 (G7) 28.6 (12)22.2 (4 18.3 (1)6.3  (95)24.6

" (2 18.2 (9)24.1 @) 32.8 (1)12.2 (15)24.3

(117)23.9  (91) 27.7 (28)22.8 (7) 24.3 (2) 9.5 (245)25.1

vee



Table 34: Teachers*

pupils* individuality.

Age

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

(41)10.0

(117) 9.1

31-40

(15)4.2

(37)6.9

(37)7.0

( 2)14.1

(1) 6.6

academic and professional

41-50

(2)4.8

(5)13.0

(12)9.2

(9)7.7

(28)9.1

and teachers*

age on accepting

Total

(36)4.9

(99)8.7

(95)8.9

(15)7.6

(245)8.2

gee
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Teachers®™ non-verbal activities does not
seem to present a systematic pattern of teachers®

academic behaviour, as shown in table 35.



Table 35: Teachers* academic and professional

activities.

Age

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

21-30

(19)14.9

(57)14.1

(41)13.6

(117)14.0

31-40

(15)17.1

(37)16.8

(37)13.8

( 2)12.1

(91)15.5

41-50

(2)13.9

G 11.4

(12)15.7

( 9)17.0

(28)15.2

51-60

@ 15.4

G 25.1

@ 19.5

JT a4

60-70

@) 8.3

(1)20.7

(2)14.5

level and teachers* age on non-verbal

Total

(36)15.7

(99)14.9

(95)14.0

(15)18.2

(245)14.9

LEC
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Examining the relationship between academic and
professional level with teachers®™ age, i1t appears as if
the two independent variables do not present a very
systematic influence on the quality of teaching.

There are a number of teachers®™ activities which seem
to be influenced more by the independent variable
teachers®™ age while others are affected by teachers”
academic and professional level 1in isolation.
Teachers* academic and professional level and sex
differences on teachers®™ class activities.

The simple frequency table indicated that the
independent variables, teachers®™ academic and
professional levelj and sex differences are some of
the powerful factors affecting the quality of teaching .
in the primary schools. A further analysis is made to
assess their combined effect on teachers® class
activities.

Table 36 indicates that Pl women teachers ask
more narrow questions; possibly reflecting some degree
of iInsecurity when teaching i1n the upper classes,
probably iIn the presence of bigger boys, they tend to be
affected by their sex role. P2 teachers do not
show a significant difference, while P3 women teachers
ask relatively fewer questions than their men counter-
parts. The interaction figure below strongly points
to the influence of teachers®™ grade on women teachers®
class behaviour; i1nformation obscured somewhat by

cross-tabulations.
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P4 women teachers are significantly affected by
their small sample} whereas their men counterparts
reveal a high devotion of class time to narrow
questions. Broad questioning Is much more
influenced by teachers* academic and professional
level than by sex differences. Pl teachers
spending slightly more time on broad questions

than the rest of the grades.

level and asking narrow questions.
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Table 36 Teachers* academic and professional level and

sex differences on teachers* approach to questioning.

Asking Narrow Questions.

7

Men Women

Teachers Teachers Total

Pl Teachers (24)7.5 (12)17.8 (36)11.0
P2 Teachers (r7H)12.1 (22)12.7 (99)12.2

P3 Teachers (55)11.1 (40) 8.5 (95)10.0

P4 Teachers (13)14.7 @ 1.5 (15)12.9

Total (169)11.3  (76)11.0 (245)11.2

Asking Broad Questioﬁs-

Men Women Total
Teachers Teachers
Pl Teachers (24)6.0 (12)5.9 (36)6.0
P2 Teachers (77H)4.0 (22)3.6 (99)4.0
P3 Teachers (55)3.7 (40)3.1 (95)1.3
P4 Teachers (13)1.5 @ - (15)1.3

Total (169)4.0  (76)3.6 (245)3.9
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Lecturing or presenting information shows a
very strong combination of sex differences and

teachers* academic and professional level as

indicated in Table 37. Both Pl and P2 women teachers

lecture much less than their male counterparts.

With male teachers, lecturing declines with the

grade while with female teachers it rises with

grade of teacher.

P2 Teachers <77)26.9
P3 Teacher®s <55)27.0 (40)21.2

<95)24.6

:P4 Teachers

(76)2u .6
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Table 37: Teachers* academic and professional

level and sex differences on lecturing.

Men Women

Teachers Teachers Total

Pl Teachers (24)29.9 (12)19.2 (36)26.3

P2 Teachers  (77)26.9 (22)19.4  (99)25.3

P3 Teachers  (55)27.0 (40)21.2  (95)24.6

P4 Teachers (13)23.1 ( 2)31.5 (15)24.3

Total (169)27.1 (76)20.6  (245)25.1
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Teachers* approach to accepting pupils®
individuality also reflects a combined
influence of the two independent variables.
Women teachers tend to accept pupils®™ feelings
much more than the men teachers, though PI
women teachers fall sharply on this dependent
variable. The two groups approach to accepting

pupils® feelings i1s illustrated in Table 38.

P2 Teachers (77)8.4 22)10.1

P3 Teachers

P4 Teachers (13)6.8 (15)7.6

(169)7.9
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Teachersl academic and professional

and sex differences on recognizing pupils*

individuality.

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

Men
Teachers

(24)5.2

(77)8.4

(55)8.5

(13)6w8

(169)7.9

Women
Teachers

12)4.3

22)10.1

(40)9.4

@ 12.8

(76) 8.9

Total

(36)4.9

(99)8.7

(95)8.9

(15)7.6

(245)8.2

level
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Table 39 points out to the fact that men
ally sustain much of the non-verbal
activities, which as already discussed, embrace

the giving of notes and marking pupils books.

fieri Mohan
Teachers Teachers

F— -n
Pl Teacher* (24)15.6 <36)15.7
*77) 15.6 (22)12.6 (99)14.9
i
(55) 14.2 (40)13.7 f: 14

P4 Teacher”

Total <169)15.3 jC245;14.9

L —
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analysis®™ It can ba

N pBle 39— Teacherse academ

level and sex differences on

activities.

Pl Teachers

Teachers * Ac

P2 Teachers

P3 Teachers

P4 Teachers

Total

Men

Teachers

(24)15.6

(77) 15.6

(55) 14.2

(13)17.3

(169)15.3

Women

Teachers

(12)16.0

(22)12.6

(40)13.7

( 2)24.3

(76)14.0

Total

(36)15.7

(99)14.9

(95)14.0

(15)18.2

(245)14.9
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Prom the cross-tabulation analysis, 1t can be
concluded that teachers* academic and professional
level combined strongly with sex differences to affect
the quality of teaching. The relationship of

these variables i1s summarized in figure 7.

Figure 7s Teachers” academic and professional

level, sex differences and the quality of teaching.
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Teachers* sex differences and the level of the

school on the quality of teaching.

Both the simple analysis of means and the
cross-tabulation have pointed to the independent
variables the level of the school and teachers”
sex differences as having a very powerful i1nfluence
on the quality of teaching. An analysis of their
combined effect on teachers®™ class activities
IS examined to assess their effect on the quality

of teaching.

In looking at Table 40 i1t is clear that men
teachers ask more narrow questions i1n the lower
classes and reduce them iIn the upper classes.

Women teachers spent relatively less time asking
narrow questions in the lower classes and

increase them iIn the upper classes, possibly due to
the examination factor. The two groups increase

their broad questions iIn the upper classes, but

six and seven e Ch

tULL1! -



Table 40: Teacher”™ sex differences and the level of the school on teachers* questioning
approach.

Asking Narrow Questions.

Class 1 2 3 4 5 6 7 Total

Men Teachers (12)10.0 (14)11.1 (19)14.8 (20) 9.6 (40)13.3 (33)10.4 (31)3.9 (169)11.3
Women Teachers (22) 8.2 (19) 9.5 (10) 8.3 (10)14.0 ( 6)11.2 (6)18.4 (3)24.6 (76)11.0

Total (34)9.2  (33)10.2 (29)12.6  (30)11.0 (46)13.0 (39)11.6 (34)10.2 (245)11.

Asking Broad Questions.

Class 1 2 3 4 5 6 7 Total

Men Teachers (12) 2.5 (@4) 1.7 (19 3.3 (200 3.9 (@0 5.2 (33) 5.0 ((B1)3.9 (@169Y4.0

Women Teachers (22)3.2 (19) 2.7 (10) 3.4 (10) 3.7 (6) 0.8 (6) 6.4 ( 3)13.6 (76)3.6

Total (34 2.9 (33) 2.3 (29 3.3 (30) 3.8 (6) 4.6 (39) 5.2 (34) 4.7 (245)3.9



250

On teachers®™ approach to lecturing or
presenting information Table 41 reveals that both
groups spent proportionately less time lecturing
in the lower classes. Women teachers being slightly
superior to men teachers. Lecturing rises in the
upper classes though women teachers generally

minimize 1It.



Table 41: Teachers* sex differences and the level of the class on lecturing.

Class 1 2 3 4 5 6 7 Total

Men Teachers (12) 19.4 (14)23.7 (19)20.6 (20)25.2 (40)25.9 (33)30.9 (31)34.4 (169)27.1
N
Women Teachers (22) 18.1 (19)21.7 (10)18.5 (10)19.5 ( 6)35.7 ( 6)21.8 ( 3)11.0 ( 76)20.6 &

Total (34) 18.6 (33)22.6 (29)19.9 (30)23.3 (46)27.1 (39)29.5 (34)32.3 (245)25.5
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Accepting pupils® feelings as shown in
Table 42 i1s strongly maintained iIn the lower classes
by both sexes, though it declines iIn the upper
classes. Men teachers tend to sustain i1t iIn the

upper classes.
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Table 42: Teachers* sex differences and the level of the class on accepting pupils*

individuality;

Class 1 2 3 4 5 6 6 Total
y £

Men Teachers (12)11.5 (14)10.7 (19) 7.8 (20) 6.8 (40) 6.8 (33) 8.2 (31) 7.0 (169)7.9

€S

Women Teachers (22)11.6 (19 9.4 (@0 8.7 ((10) 7.6 (6) 6.0 (6) 4.7 (3 4.4 (76) 8.9

Total (34)11.6 (33) 9.9 (29) 8.1 (30) 6.9 (46) 6.7 (39) 7.6 (34) 6.8 (245)8.2
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Teachers®™ non-verbal activities take a high toll
of the class time with both sexes i1n all the
classes though much of 1t Is done iIn the upper classes.
Women teachers reduce it in the upper classes as compared
to men teachers. Teachers®™ non-verbal activities

are summarized In Table 43.
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Table 43: Teachersl sex differences and teaching

non-verbal activities.

Class 1 2 3 4

in lower or upper classes on Teachers*

5 6 7 Total

Men Teachers (12)12.5 (14)13.1 (19)15.1 (20)16.9 (40)13.8 (33)15.8 (31)17.8 (169)15.3

Women Teachers (22)14.4 (19)15.1 (10)12.0 (10)14.8 ( 6)17.1 ( 6)11.6 ( 3) 7.7 (76)14.0

Total (3H)13.7 (33)14.2 (29)14.1 (30)16.2 (46)14.2 (39)15.1 (34)16.9 (245)14.9

GG2
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Prom the cross-tabulation of these independent
variables it has been ascertained that a strong
relationship exists between teachers®™ sex
differences and the level of the school and the
quality of teaching. Teaching lower or upper
classes remains one of the most powerful factors
influencing teachers®™ class behaviour as shown in

figure 8.

Figure 81 Teachers®™ sex differences, teaching
in lower or upper classes and the quality of

teaching.

What emerges from this analysis iIs that general,y

lessons in primary school are still teacher
dominated. The NPA programme has slightly
improved the quality of teaching. Teachers®™ class
activities take 61% of the teaching time for

the NPA teachers while for the non-NPA i1t i1s 66%.
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A very significant feature affecting the quality

of teaching appears to be teaching in lower or

upper classes. There iIs a stronger reflection of
pupil-centred lessons in the lower classes than in

the upper class. In class One teachers” class
activities take 57.0% of the teaching time rising

to 71.0% in class Seven. A second strong factor

is the sex differences of the teachers. Women teachers
class activities take 58.0% of the teaching time

while for men teachers it i1s 67.0%.

Looking at the dependent variables, teachers®
class activities ref!ect a strong traditional
approach to teaching. Asking narrow questions and
lecturing feature prominently In the teaching process
taking, 11.2% and 25% of the teaching time
respectively. Activities like asking broad
questions and accepting a pupil as an individual
which can lead to a pupil-centred lesson are quite low

3.9% and 8.2% of the teaching time respectively.

Examining each of these dependent variables, it
iIs seen that NPA in-service teachers, teaching in
the lower classes, the Pl teachers, women teachers
and teachers not preparing for external examination

reflect strong features towards pupil-centred lessons.
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CHAPTER FIVE
PUPILS* CLASS ACTIVITIES AS AN INDEX OF QUALITY IN

TEACHING.

In the previous chapter the quality of teaching
in the primary schools was examined iIn relation
to teachers* class activities. In this chapter
an attempt 1a made to analyse the problem of
quality iIn teaching with respect to pupils class
activities. The independent variables used in the
previous chapter will be retained. Their influence
on the quality of teaching will be discussed
in the light of the following dependent variables;
of the formal approach to teaching. He suaaests

Pupils* talk response

Pupils* initiated talk

Pupils® simple non-verbal activities

Pupils”’ more i1nvolving non-verbal activities.

A. SIMPLE ANALYIS OF MEANS
The NPA and the non-NPA teachers®™ and pupils® class
activities.

Table 44 reveals that NPA teachers slightly
involve pupils more than non-NPA teachers in
teachers® solicited responses, an average of 15.0%
and 13.0% respectively. Possibly the NPA teachers
perceive pupil i1nvolvement through teachers® solicited

talk as a way of departing from lecturing.
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Pupils are asked more questions,particularly broad
questions as a means of helping them to

discover their own information. Unfortunately

as discussed in the previous chapter more time 1is

devoted to narrow questions.

A very perturbing feature or teaching in the
primary school classes is the absence of pupil -
initiated talk. NPA trained and the NPA i1nservice
spent 0.3% and 2.1% respectively, while the non NPA
spent 0.5% of their teaching time on this aspect.
One author argues that the way African traditional
education was transmitted could be a cause
of the formal approach to teaching. He suggests
that much of i1t was prescriptive, the young sat
at the feet of the elders and were told.

Whether this statement has much substance is a subject
that i1s open to debate. Perhaps a majority of

the teachers* educational background is a better
factor on which the absence of pupil initiated talk

in the classroom could be attributed. Many

having only primary school education, and

having been taught through traditional methods of
teaching, would be afraid of any questions in the
classroom, except what they themselves ask; for they
are the only ones to which they are sure of knowing the
answers. Pupils* initiated talk is shunned because

It can too easily lead to the brink of the unknown.
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Pupils” non-verbal simple activities seem
quite prominent In the teaching of the three
groups of teachers; being more outstanding with
the NPA trained teachers, 17.4%; less time,
however, 1s spent on more involving pupils* non-
verbal activities. Activities like drawing,
modelling project work and dramatization have very

little time devoted to them.

Though table 44 portrays a fairly strong
traditional approach to teaching, the impact of
the NPA programme on teachers who have attended
1t through iIn-service courses deserves some
comment. These being long serviced teachers might
have recognized the”’evils” of a traditional
methods and appear more ready to change to
activity methods than those who trained 1in
activity methods. Teachers who have trained 1in
activity methods directly at college largely know
the ’evils®™ of a traditional approach to teaching
rather theoreticaily- After all they passed the
examination hurdles through traditional methods

which have obviously an immediate appeal to them.

The apparent influence of the NPA programme
on the long serviced teachers perhaps contradicts
a New York research finding which concluded that
behaviour patterns which are ingrained as those

of teachers with many years of teaching experience



ivities

Table 44 NPA and pupils* class act

B} 2
cannot be changed overnight. And yet most of
the NPA iIn-service courses lasted barely two

weeks, although regular daily group meetings
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Table 44 NPA and pupils' class activities.

Number of Talk Initiated Simple non- More i1nvolving
Teachers Response Talk verbal activities activities

NPA trained 86 14.6 0.3 17.4 5.5

NPA Inservice 52 15.7 2.1 13.7 6.3

Non-NPA 107 13.2 0.5 13.4 5.5

Mean of Sample 245 14.2 0.8 14.8 5.7

29¢
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Teachers' academic and professional level and pupilsl

class activities.

The dependent variable teachers®™ academic
and professional level reveals a striding
feature on pupils®™ class activities as shown 1In
table 45. Pupil talk response seems a very important
feature of pupil class activity. All the four
grades of teachers reflect i1t quite strongly
in their teaching behaviour. The Pl teachers
fall a little below the mean of the whole group
while P2 teachers rise a point above the mean.
Pupil initiated talk is “dead” with all the
grades of teachers with an exception of Pl teachers
who spent 3.6% of the teaching on allowing pupils*
unsolicited talk. As already discussed in chapter
4 this 1s a reflection of their academic background.
The rest of the teachers, particularly P3 and P4
teachers tend to suppress pupil initiated
activities because these would lead them to tread

on the brinks of the known.

The P3 teachers devote a higher proportion of
their teaching time on more i1nvolving pupils®
activities than the rest of the teachers, this

would largely be as a result of many having to be
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confined to the lower classes. It is remarkable
that though a majority of the Pl teachers are
confined to upper classes they devote as

much as 5.3% of their teaching on more involving
pupils* activities. P2 and P4 teachers are
remarkably low on this dependent variable; though
the former gives much emphasis on simple

non-verbal activities.

Though table 45 presents a more spectacular
picture of pupils* class activities than that of
NPA, in both cases pupils* class activities occupy
barely 40% of the teaching time. Activities
reflecting a positive approach like pupils®
initiated talk, thattis, pupils® unprompted talk
or pupils®™ expressions of personal opinions, and
group discussions; and more involving pupils”
activities like drawing, modelling, painting,
project work outdoor and indoor activities and
performing experiments are seriously lacking in
pupils®™ class activities. Very little time is

devoted to them.



Table 45 Teachers”

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Mean of Sample

%I

academic and professional level and pupilsl class activities

Number of Talk Initiated Simple non- More involving
Teachers Response Talk verbal non-verbal
activities activities
36 13.1 3.6 13.7 5.3
99 15.2 0.2 18.3 3.3
95 13.7 0.4 12.0 8.5
15 14.1 0.1 9.6 4.7
245 14.2 0.8 14.8 5.7

G9¢
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Teaching experience and pupilsl class activities.

Pupils* class activities hardly rise above
35% of class time on the iIndependent variable,
teaching experience as iIs the case with the other
two independent variables already examined, as illus

trated in Table 46.

Pupils” talk response takes a high proportion
of pupils®™ class talk. Teachers with 11-20
years teaching experience devote a little more
time on this i1tem and reflect a stronger
tendency to allow for pupil - initiated talk.
As seen earlier In this chapter, this could
probably be traced back to the influence of the
NPA. Surprisingly teachers with less than ten
years®™ teaching experience, a majority of whom have
trained when there is a strong emphasis on the
role of the pupil iIn lesson processes, fail to ref-
lect this feature iIn their teaching. This 1is
likely to be due to the point discussed in the
last chapter, that they suffer from the dualism of
theory and practice. At college they have
certainly been taught the evils of mere rote
memorization as the basis of all education, but
it is unlikely they have been given the detailed
instructions and techniques of breaking out
the circle when they take up their first

position iIn schools whose practice is traditionally
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based on memorizing, associated with strigent
examination hurdles. This as Beeby concludes,

makes colleges the worst offenders. They teach

the aims and i1deas regarding pupil-centred lessons

by lecture. The ultimate result iIs that what lingers
in the young teachers®"mind iIs precept rather

than practice and i1t iIs not surprising that a

similar dualism should develop iIn the young

teachers®™ teaching techniques.”

Table 46 further illustrates a very high
proportion of pupil non-verbal activities in all
the groups of teachers. Much emphasis i1s placed
on simple Don-verbal activities which most
teachers perceive ab representing outstanding
pupil activities. Pupils are asked to work
out exercises from text-books and those given by
teachers and do silent reading. Very little time
but nonetheless significant, 1is portioned to
more involving activities. Though this pupils*
class activity iIs given a fairly high proportion
of the teaching time with 21-30 years teaching
experience; those with 31-40 years experience

hardly reflect it i1In their teaching.



Table 46. Teaching experience and pupilsl class activities.

Teaching Number of Talk: Initiatec Simple Involving
Experience Teachers Response Talk Activities Activities
0-10 years 137 14.0 0.3 15.8 5.5
11-12 years 78 15.2 1.7 13.0 4.9
21-30 years 26 12.5 - 15.3 9.7
31-40 years 4 15.4 - 14.1 -

Mean of sample 245 14.2 0.8 14.8 5.7

89¢



Pupils* class activities and the level of the

primary school.

As reflected in table 47, pupils* class
activities display a very striking pattern of class
behaviour as was the case with teachers* class
activities and teaching in lower classes or the
upper classes examined iIn chapter 4. Pupils*
solicited responses are noticeably given a
high proportion of the teaching time in all the
classes. They tend to rise from class one 11.8%
to 16.0% and slightly decline to 13.3% in class 7.
Pupil - iInitiated talk i1s remarkably absent in
many classes. Whereas i1t may be appreciated that
pupils in the lower classes may not possibly
initiate very sensible discussions, that can
hardly be the case in the upper classes of the
primary school. Unless pupils are allowed in a
classroom situation to ask their "awkward”
questions, the principles of modern activity
methods can hardly be put iInto effect. From the
field observation, it was realized that even in
the so called NPA classes pupils were mostly

given rigid instructions on what they should do.

Pupils* simple non-verbal activities and more
involving pupil activities have very revealing
features iIn relation to the quality of teaching.
The simple non-verbal activities rise as high as

19.5% and more demanding activities rise as
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high as 11.7% in class One. Generally these
activities fall very steeply with the upper
classes. Simple non-verbal activities fall

from 19.5% in class One to 12.5% of the teaching
time in class seven; while more demanding
activities fall to 1.2% in the same class.

While this steep fall can be explained iIn terms
of the activity method courses which as discussed
in chapter 3 were confined to the lower classes
of the primary school, the examination factor

has a very important part to play. The lower
classes with an absence of this factor, teachers
spend a fairly significant amount of the teaching
time i1nvolving pupils In activities requiring

a high degree of pupil-participation, drawing,
modelling and a little of project work. I recall
a very impressive lesson on local geography in
class Three i1n which pupils were put in groups to
discuss and record the means of transport in the
locality of the school, a thing that was
virtually absent in the upper classes of the primary
schools. In the same locality iIn another primary
school a teacher was teaching class 7 a lesson on
tea growing, but he could not take the class

to a small holder tea plantation which was barely
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a quarter of a mile from the school. The effect
of the C_P.E. examination on teachers® class
activities will be discussed in the next and last
chapters. Suffice here to mention that pupils*
class activities tend to point to It as a major

factor influencing the quality of teaching.
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Table 47. Pupils* class activities and the level of the classes.

Class Number of
Teachers
1 34
2 33
3 29
4 30
5 46
6 39
7 34
weans of

Sample 245

Talk
Response

11.8
13.4
15.8
14.4
16.0

14.4
13.3

14.2

Initiated
Talk

0.7

0.8

0.5

1.9

1.0
0.2

0.8

Simple
Activities

19.5
17.1
15.9
14.7
12.4

13.1
12.5

14.8

Involving Activities

11.7
9.0
8.5
8.3
2.2

1.4
1.2

5.7

[AX
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Pupils* class activities In the subjects of the

primary school.

As examined i1n chapter four, the iIndependent
variable subjects of the primary school 1is best
discussed when the subjects are grouped in the

examination subjects and the non examination subjects.

Table 48 shows that pupils* talk response is
a very prominent aspects of pupil activity in all
the examination subjects, English, Maths, Geography,
History and Science, being quite remarkable in
English, geography and science. Pupils also exercise a lot
of talk response to teachers®™ gquestions 1In
the non-examination %ubjects except for the practical
subjects like writing, Art and craft and Domestic
science. Initiated discussions remain quite low in
the examination subjects, rising a little bit iIn
English and Geography. The non-examination subjects
show complete "deadness®™ on this dependent variable
except for swahili and vernacular in which probably
teachers tend to be more at home with the subject
matter. They therefore do not fear being driven Iin

the "abyss®™ of the unknown.

Simple non-verbal activities remain prominent
even in the examination subjects falling rather low
in history; though more demanding activities continue

to have less time devoted to them. The non-examination
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subjects display a somewhat irregular pattern,
but very remarkable features are shown in the
practical subjects to which as high as 25.6% of the
teaching time is spent on more iInvolving activities,

five times the mean of the whole group.



Table 48.

Subject
English

Maths
Geography
History
Science
R/Knowledge
Swahili
Reading
Writing
Vernacular
Art/craft/D/Sc.
Music

Means of Sample

Pupils* class activities

Number of
Te achers

56

75
15
26
23
15

10

245

Talk
Response

18.9

12.7
17.
10.
16.
19.
15.

3
9
8
1
9
25.4
4.6
17.5
1.4
23.4
2

14.

27

Initiated
Talk

1.7

0.3
1.4

0.4
0.9
3.1

1.9

0.8

Simple
Activities

13.7

18.3
12.0

9.6
10.1

9.7

9*5
25.5
27.8
13.6
19.3
15.3
14.8

in the subjects of the school curriculum.

Involving
Activities

3.4
5.9
4.9
1.3
7.4
0.2
2.8
0.4
8.1
25.6

5.7

G/¢c
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Teachers* sex differences and pupils* class activities.

It was revealed iIn the previous chapter
that women teachers devote a little more than 40%
of their teaching time on pupils®™ activities,
reflecting a stronger tendency towards pupil -
centred lessons than the men teachers who only
give 30.0% of their teaching time to pupils*
activities. An attempt is made here to analyse the
nature of pupil activities in which pupils are

engaged in relation to the sex differences.

As 1llustrated iIn table 49 pupils exercise
equal amounts of time iIn their talk responses, In
both men and women teachers® lessons. In women
lessons, howeverfthere is a little more pupil-initiated
talk. Women teachers remarkably allow a high
degree of pupils®simple non-verbal activities and
more demanding activities. These activities seem
to strengthen an earlier conclusion that sex
differences correlates strongly with the quality

of teaching.



Teachers* sex differences and pupilS’class activities

Number of Talk Initiated Simple Involving
Teachers Response Talk Activities Activities
Men
Teachers 169 14.2 0.7 13.7 4.6
Women
Teachers 76 14.2 1.0 17.3 8.1
Mean of

Sample 245 14.2 0.8 14.8 5.9
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Teachers* age and pupilsl class activities.

Sable 50 tabulating pupils®™ class activities
in relation to age does not appear to present
a pattern of pupils®™ activities similar to
the one presented above. Pupil talk response is
given a Tairly high proportion of the teaching time
with all the four groups of teachers (nhote the age
group of 61-70 years is ignored because the sample
is very small), falling to 10.1% with teachers
whose age is 51-60 years. Pupil iInitiated talk tails
off with the older teachers, being absent with

the oldest teachers.

Simple non-verbal activities is fairly high with
the younger teachers,”falling with the middle aged
and rises again to 19.2% with the oldest teachers.
More demanding activities are relatively high with
all the age groups, though tends to fluctuate. The
first two groups spending 5.6% and 5.0% of their
teaching time involving pupils iIn more demanding
activities. They rise quite remarkably to 8.2%
with 41-50 age group and falling to 4.5% with the

oldest group.



Table 50. Teachersl age and pupils* class activities.

Age In Number of Talk Initiated Simple Involving Activities
Years Teachers Response Talk Activities

21-30 117 14.3 1.0 16.3 5.6

31-40 91 14.1 0.3 13.2 5.0

41-50 28 14.7 0.3 13.3 8.2

51-60 7 10.1 - 19.2 4.5

61-70 2 *3.0 - 21.1 9.9

Mean of

Sample 245 14.2 0.8 14.8 5.7

6.2
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Teachers* external examination factor and pupils*

class activities.

As shown In table 51, teachers* preoccupation
with preparation for external examinations does not
affect pupils®™ class activities much except that
the non-examination group allow for a very high
proportion of more demanding pupils® class
activities. This factor alone reveals that
preparation for external examination has a
remarkable effect on teacher®s class activities

that constitute good quality.



Table 51, Teachersl external examination factor and pupils class activities#

Number of Talk Initiated Simple Involving
Teachers Response talk Activities
External
Exam. 177 14.1 0.9 15.2 4.6
&
H
No. Exam 68 14.6 0.5 13.9 8.4

Mean of group 245 14.2 0.8 14.8 5.7



282

B. A CROSS - TABULATION ANALYSIS OF MEANS.

A cross-tabulation of iIndependent variables
analysed in the last chapter iIs examined 1In
this section i1n relation to pupils” class
activities to gauge their effect on pupils®class
activities.
Teachers” academic and professional level, the

New Primary Approach and pupils®™ class activities.

The effect of teachers®™ academic and professional
level and the New Primary Approach on the
quality of teaching were examined iIn the previous
chapter in relation to teachers®™ class activities.
A further analysis iIs made to examine their

influence on pupils®™ alass activities.

Looking at table 52 it can be seen that
pupils®™ talk response feature fairly strongly
in the NPA teachers®™ lessons. Possibly in the
face of external conditions like lack of apparatus
as will be examined in the next chapter, the
NPA teachers view pupils®™ talk response as
one of the ways of making lessons pupil -
centred. Pupils®™ unsolicited talk Is as dead
as ever, though PI NPA inservice powerfully
demonstrates the influence of the programme by
relagatiog 10.7% of theilr teaching time to

pupils®™ unsolicited talk.



Table 52. Teachers”

talk.

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

TOTAL

Pupil talk

NPA
Trained

(14)18.4

(32)14.8

(40)13.1

(86)14.6

Response

academic and professional

NPA
Inservice

(9)13.6

(19)17.1

(18)17.4

6 9.8

(52)15.7

Non
NPA

(13)7.1

(48)14.6

(37)12.6

( 9)17.0

(107)13.2

level and the NPA on pupils* class

TOTAL

(36)13.1

(99)15.2

(95)13.7

(15)14.1

(245)14.2

€8¢



Pupil

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

TOTAL

initiated talk

NPA
Trained

ad1.1

@2 -

(40)0.2

(86)0.3

NPA
Inservice

(9)10.7

(19)0.1

(18)0.7

(e -

(52)0.2

\on TOTAL

(13)1.4 (36)3.6
(48)0.3 (99)0.2
37)0.7 (95)0.4
( 9)0.1 (15)0.1

(107)0.5 (245)0.8

8¢
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Pupils®™ non-verbal activities shown 1in
table 53 reveal a contrary picture to the
one shown above as regards Pl teachers and
pupils®™ class activities. Their approach to
allowing pupil simple non-verbal activities lack
consistency. P2 and P3 teachers allow more of these
activities in their lessons than the non-NPA.
P4 teachers on the other hand do not show that their
class activities are influenced by the NPA
programme. The influence of the programme lacks a
regular pattern when more involving pupils*

activities are examined.



Table 53. Teachers* academic and professional level and the NPA on pupilsl non-
verbal class activities.

Simple non-verbal activities

NPA NPA Non

Trained Inservice NPA TOTAL
Pl Teachers (14)13.8 (97.9 - (13)14.8 (36) 12.7
P2 Teachers (32)17.4 (19)15.7 (48)13.3 (99)15.1
P3 Teachers (40)18.6 (18)14.6 (37)12.2 (95)15.3
P4 Teachers - ( 6)13.7 ( 9)16.5 (15)15.3

TOTAL (86) 17.4 (52)13.7 (107)13.4 (245)14.8

98¢C-



Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

TOTAL

Pupils* more

NPA

Trained

(14)2.7

(32)3.3

(40)8.3

(86)5.5

involving non-verbal

NPA
Inservice

(9)6.7

(19)5.7

(18)5.0

( 6)11.7

(52)6.3

287

Non
NPA

(13)7.1

(48)2.3

(37)10.5

(9)0.1

(107)5.5

activities.

TOTAL

(36)5.3

(99)3.3

(95)8.5

(15)4.7

(245)5.7

8¢
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From the cross tabulation i1t can be
seen that though the relationship between
teachers* academic and professional level and the
NPA 1s strong, their combined effectaon the
quality of teaching does not seem to be as strong
as 1t appeared to be the case with teachers*
class activities, as shown in figure 9.
Fig, 9 Teachers” Academic and Professional
level; The New Primary Approach and the Quality

of teaching.

The New Primary Approach and the level of the
classes and pupils* class activities.
From the simple frequency analysis in the
first section i1t was shown that teaching In lower
or upper classes of the primary school is a very powerful
factor affecting the quality of teaching.
An attempt is made here to gauge i1ts combined effect

with the NPA on pupils® class activities.
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Table 54 shows a lot of pupil talk response
in the lessons of the three groups of teachers.
The NPA influence is reflected i1n pupils”®
activities iIn that pupil talk response 1is
sustained in all the classes of the NPA teachers®
lessons, whereas the non-NPA teachers appear to
decline quite remarkably in class seven, almost
with half the points below the mean of this class.
The view that pupils have only to talk when talked
to, also lingers in the minds of the NPA
teachers, consequently pupil initiated talk 1is
virtually absent in their lessons. It 1s however
quite remarkable that the NPA inservice to a

certain extent reflect i1t in their teaching.



Table 54. New Primary Approach and

Pupil Talk Response.

Class 1 2

NPA Trained (16)10.1 (17)11.7

NPA Inservice (10)14.9 ( 7)19.8

Non NPA (\8ill.6 ( 9)11.8

TOTAL (34)11.8 (33)13.4

290

the level of the school and pupil class talk.

(7H15.4 (9)18.4 (13)19.6 (11)13.9 (13)16.8

(7)12.5 (4)14.8 (11)13.5 ( 8)17.6 ( 5)19.2

(15)17.5 (17)12.3 (22)15.1 (20)13.4 (16)8.7

(29)15.8 (30)14.4 (46)16.0 (39)14.4 (34)13.3

TOTAL

(86)14.6

(52)15.7

(107)13.2

(245)14.7

06¢
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Pupil Initiated talk

Class 1 2 3 4 5 6 7 TOTAL

NPA Trained (16) - (17)0.5 (7)0.3  (9)0.4 (13) - (11)0.4  (13)0.4  (86)0.3
NPA Inservic* F© . (7)1.4 (7)0.6 (4 - (11)7.1 (8)2.2 (5)0.6 (52)2.1
Non NPA (18) - (9)0.4 (15)1.1 (17)0.8 (22)0.4 (20)0.8 (16) - (107)0.5

TOTAL (34)- (33)0.7 (29)0.8 (30)0.5 (46)1.9 (39)1.0 (34)0.2  (245)0.8

T6¢Z



In table 55 i1t appears as i1If the lower and
upper class effect has stronger influence on
pupil class activities than NPA. Simple non-
verbal activities take a high proportion of the
class time for both the NPA and the non-NPA
teachers. It is noticeable that the NPA trained
teachers sustain it quite strongly in all the
classes. More involving activities feature quite
prominently in the lower classes and decline
sharply i1n the upper classes and obscuring

the 1nfluence of the NPA programme.
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Table 55. The NPA and the level of the class on pupils* non-verbal activities.

Simple non-verbal activities.

Class

NPA Trained

(16)13.4

NPA Inservicf (10)17.9

Non NPA

TOTAL

( 8)13.7

(34)19.5

(17)18.3

( 7)13.3

( 917.7

(33)17.1

3 4 5 6 7 Total

(7MH21.9 (9)16.5 (13)14.6 (11)14.3 (13)12.1 (86)17.4

(715.2 (4)8.9  (11)13.4 ( 8)13.9 ( 5)8.7 (52)13.7

(15)13.5 (17)15.2 (22)10.6 (20)12.2  (16)13.9 (107)13.4

(29)15.9 (30)14.7 (46)12.4 (39)13.1 (34)12.5 (245)14.8

€6¢c



More Involving pupil activities

Class 2
NPA Trained <16)9.0 (17)9.4

NPA Inservice(10)9.1 ( 7)4.1
Non NPA (8)20.5 (9)12.2

Total (34)11.7 (33)9.0

(7)9.8 (9)5.4 (@13) -

(7D11.0 (4)23.3 (11)3.3

s | |
w 8 (7)6.2 (22)3.0

(2>>8.5 (30)8.3 <48"2.2

(11)1.0

(8)0.5

(20)2.1

1do9>1.4

v

(13)3.1

& -

(16)0.1

"3471.2

| TATAL

(86)5.5

(52)6.3

(107)5.5

(245)5.7

62
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The relationship figure below for the
three variables indicates a strong relationship
between pupils®™ class activities and the NPAT
and teaching in the lower classes, but a much
stronger relationship exists between pupils”

class activities and the level of the class.

Fig. 10 The NPA and class effect and pupils”

class activities.
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The New Primary Approach and teachers* sex
differences and pupils* class activities.
From the simple analysis of means it was
apparent that NPA and teachers®™ sex, each iIndependently
affect pupils®™ class activities. Their combined
effect Is examined in relation to pupils®™ class

talk and non-verbal activities.

Table 56 suggests that both men and women NPA
teachers allow more pupil talk in their lessons
than the non-NPA teachers. The NPA inserviced teachers
exceptionally come off well on pupil initiated
talk; though sex differences i1s somewhat reflected;
in that women non-NPA teachers also give a small
proportion of the teaching time to pupil initiated

discussions.
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Table 56. NPA and sex differences and pupils*

class talk.

Pupil Talk Response.

Men Women
Teachers Teachers Total

NPA Trained  (46)15.2 (40)13.9 (86)14.6

NPA Inservice (35)15.8 (17)15.6 (52)15.7

Non—NPA (88)13.1 (19)13.4 (107)13.2

Total (169)14.2 (76)14.2 (245)14.2

f

Pupil initiated Talk,

Men i Women

TeacherSiTeachersl Total

NPA Trained  (46)0.2  (40)0.4  (86)0.3

NPA Inservice (35)2.3 (17)1.9 (52)2.1
Non—NPA (88)0.3  (19)1.5  (107)0.5

Total (169)0.7 (76)1.0  (145)0.8
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In table 57, though the influence of the
NPA programme is reflected, sex difference
seems a very powerful factor affecting pupils*
class behaviour. In looking at the simple
non-verbal activities, women teachers allow more of
these activities than their men counterparts,
through the programme slightly improves the
NPA men teachers as compared to the non-NPA
men teachers. Pupils®™ more i1nvolving activities
demonstrate more pupil participation in lessons
taught by women teachers than in lessons given

by men teachers.
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Table 57. NPA and sex differences and pupils*, non-

verbal activities.

Pupil simple non-verbal activities.

Men Women

Teachers Teachers Total
NPA Trained (46)15.8 (40)19.2 (86)17.4
NPA Inservice (35)13.0 (17)15.2 (52)13.7
Non—NPA (88)12.9 (19)15.3 (107)13.4
Total (169)13.7 (76)17.3 (245)14.8

More involving pupil non-verbal activities.

Men Women
Teachers Teachers Total

NPA Trained (46)4.5 (40)6.7 (86)5.5

NPA Inservice (35)4.7 (17)9.8 (52)6.3

Non-NPA (88)4.6 (19)9.7 (107)5.5

Total (169)4.6  (76)8.1 (245)5.7
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The cross - tabulation reveals a weak but
nonetheless significant relationship between
the iIndependent variables NPA and teachers*
sex differences. A very strong relationship
however, exists between teacherslsex differences

and the quality of teaching.

Fig. 11 NPA and teachers* sex differences and the

quality of teaching.



The i1ndependent variables teachers* academic
and professional level and teaching in the
lower or upper class did not demonstrate much
relationship between them when examined 1in
relation to teachers* class activities (Chapter 4)*
It was, however, observed that each strongly
influences the quality of teaching. In this
section an attempt is made to gauge If there is any
combined influence between them on pupils* class

activities.

f

Table 58 shows much pupil talk response in ail
the classes. Considering all the four grades
of teachers it tends to rise from the lower classes to
the upper classes but declines 3harply iIn class seven.
The 1nfluence of academic and professional level
i1s strongly reflected in pupils® unsolicited
talk response. It is reflected in all the PI

teachers lessons only declining iIn class seven.



Table 58.

Pupils* talk
Pupils* talk

Class

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

TOTAL

response.

(Iilionn.

(20)12.7

(3)12.3

(34)11.8

(2)18.6

.(4)16.8

(23)12.3

(4)13.8

(33)13.4

Teachersl academic and professional

(1)13.3

(5)15.9

(18)14.7

( 5)19.8

(29)15.8

level;

(5)7.3

(13)17.9

(10)15.3

( 2)4.9

(30)14.4

and the level of the class effect on

5 6
(6)16.3 (11)15.8
(26)16.1 (19)14.6

(13)16.1 (9)12.3

( D10.9 ( -

(46)16.0 (39)14.4

v

(11)10.4

(21)14.9

@

12.0

TOTAL

(36)13.1

(99)15.2

(95)13.7

(15)14.1

(34)13.3 (245)14.2

A0}



Pupils* iInitiated talk

Class 1 2 3 4 5 6 7 TOTAL

P1 Teachers - (5.0 4.3 G)1.3 (B)12.5 (11)2.4 (11)0.7 (36)3.6

P2 Teachers (1) - &1.0 G) - (13)0.2 (26)0.4 (9 - 1) - (99)15.2
P3 Teachers (20) - (23)0.4 (18)0.9 (10)0.7 (13) - ( 9)1.3 @ - 95)0.4
P4 Teachers (3 - & G)o3 (29 - O - - - (15)0.1

TOTAL (34) - (33)0.7 (29)0.8 (30)0.5 (46)1.9 (39)1.0 (34)0.2  (245)0.8

€o0e
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As reflected iIn table 59 pupil non-verbal
activities form a very important part of
pupils®™ class activities. Most prominent,
however, are simple non-verbal activities,
which are strong in the lessons of the four
grades of teachers; though featuring most 1in
P2 and Pl lessons. They decline gradually in
the upper classes. More i1nvolving activities
are outstanding in the lower classes, and fall
sharply iIn the upper classes. They are very
pronounced with the P3 teachers in most of the

classes and the Pl teachers in classes 3 and 4.



Table 53. Teachers* ac

non-verbal activities.

Pupil - simple non-verbal activi

CLASS

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

TOTAL

(17.2 (Q)17.4

(11)21.6 (4)18.6 (5)16.6

(20)18.8 (23)17.7 (18)14.9

( 3)16.2 ( 4)12.1 ( 5)18.9

(34)19.5 (33)17.1 (29)15.9

(5)7.5 (6)18.6

(13)19.4 (26)12.6

(10)12.7 (13)9.2

( 2)12.4 (1)14.1

(20)14.7 (46)12.4

Level

(11)13.8

(19)11.7

( 9)15.5

(39)13.1

of class on

v

(11)9.5

(21)14.2

( 2)10.6

(34)12.5

TOTAL

(36)12.7

(99)15.1

(95)15.3

(15)15.3

(245)14.8

{0}



More Involving pupils* activities

Class 1 2 3 4 5 6 7 TOTAL

PI Teachers @ - (@104 (G)24.1 (G6) - (A1)1.7 (11)3.7 (36)5.3

P2 Teachers (11)10.2 (4)3.9 (5)9.8 (13)3.2 (26)2.9 (19)1.4 (21)0.1 (99)3.3

P3 Teachers (20)12.9 (23)12.3 (18)10.4 (10)4.4 (13)2.0 ( 9)1.2 - (95)8.5

P 4 Teachers ( 3)9.8 (49 - (5)0.2 (2)20.6 O - - - (15)4.7

TOTAL (34)11.7 (33)9.0 (29)8.5 (30)8*3 (46)2.2 (39)1.4 (34)1.2 (245)5.7
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Pupils* class activities, unlike
teachers* class activities reveal a strong
relationship between the independent variables,
teachers®™ academic and professional level; and
the level of the class. The two combine to influence

the quality of teaching.

Fig. 12 Teaching in lower or upper class,
Teachers* academic and professional and the Quality

of Teaching.

Teachers®™ academic and professional level and the
external examination factor on pupils®™ class

activities
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A simple mean analysis early iIn this chapter
indicated that teachers®™ involvement 1n preparing
for external examinations has some effect on
pupil class activities. A further analysis through
cross-tabulation i1s examined here to assess how
the examination factor affects each of the grades

of teachers.

Table 60 does show very marked differences 1in
teachers®™ approach to pupils®™ talk response.
They tend to decrease with teachers®™ grades for the
non-examination group being highest with the PI
teachers and falls with the P3 teachers. The
examination group dQFs not reflect a regular pattern.
Pupil 1nitiated talk seems to be noticeable, with
the Pl teachers; the examination group being out-

standing.
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Table 60. Teachers®™ academic and professional
level and the external examination factor on pupils*

class talk.

Pupil talk response.

External Non TOTAL
Exam. Examination

Pl Teachers (27)11.8 9)17.2 (36)13.1

P2 Teachers (89)15.1 (10)15.7 (99)15.2

P3 Teachers (61)13.7 (34)13.7  (95)13.7

(15)14.1 (15)14.1

P4 Teachers

Total (177)14.1  (68)14.6  (245)14.2

Pupil Initiated talk.

Eﬁgﬁfna' Eggmination TOTAL
Pl Teachers (27)3.9 (9)2.6 (36)3.6
P2 Teachers (89)0.1 (10)0.4 (99)0.2
P3 Teachers (61)0.6 (34)0.2 (95)0.4
P4 Teachers - (15)0.1 (15)0.1

TOTAL (177)0.9 (68)0.5 (245)0.8
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Pupil simple non-verbal activities as table 61
shows, does not portray a systematic pattern,
though P2 and P3 examination teachers® lessons show
a higher proportion of these activities than the PI
teachers. The examination factor, however, is
strongly reflected in more involving activities.
The non-examination groups remarkably allow
much of these activities iIn their lessons; Pl

and P3 teachers exercising them more strongly.
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Table 61. Teachers* academic and professional
level and the external examination factor and
pupills* non-verbal activities.

Pupils®™ simple non-verbal activities.

External Non
Exam. Examine .

PI Teachers (27)11.9 (9)15.0 (36)12.7

Total

P2 Teachers (89)15.3 (10)13.6 (99)15.1

P3 Teachers (61)16.1 (34)13.2 (95)15.3
P4 Teachers - (15)15.3 (15)15.3
Total (177)15.2 (68)13.9 (245)14.8

More i1nvolving pupil activities.

External Non Total
Exam. Examination
Pl Teachers (27)4.7 (9)7.0 (36)5.3
P2 Teachers (89)3.3 (10)2.8 (99)3.3
P3 Teachers (61)6.6 (34)12.0 (95)8.5
P4 Teachers - (15)4.7 (15)4.7

Total (177)4.6 (68)8.4 (245)5.7
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From the analysis of pupils* class behaviour i1t can

be seen that the external examination factor has
some negative effect on the quality of teaching.
Its relationship with teachers* academic and
professional level is shown in the figure below.
Fig. 13 Teachers* academic and professional level,
the examination factor and the quality of

teaching.

Teachers* academic and professional level and
teachers* age on pupils* class activities.

Since teachers* academic and professional level
IS accepted as an outstanding factor iIn the

determination of quality, it was cross-tabulated

//
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With a number of other independent variables
to gauge i1ts impact on the quality of teaching.
Here 1t is examined iIn relation with teachers”

age.

As reflected In table 62 pupils talk response
remains one of the leading aspect of pupils*®
class activities; it iIs quite pronounced with
teachers of all age levels, though P2 teachers
are slightly better than the other grades.
Pupil unsolicited talk continue to reflect
teachers®™ academic and professional level; PI

teachers of 21-30 age group being very outstanding.



Table 62: Teachers* academic and professional

class talk

Pupil Talk Response

Age

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

21-30 31-40

(19)13.3 (15)12.1

(57)15.1 (37)15.3

(41)13.6 (37)13.8

- ( 2)13.3

(117)14.3 (91)14.1

41-50

(2)19.3

( 5)14.6

(12)13.6

(9)15.2

(28)14.7

51-60

(MH12.1

(3)7.3

(7)10.1

61-70

(1) 19.3

(1)26.7

(2)23.0

level and teachers* age on pupils*

Total

(36)13.1

(99)15.2

(95)13.7

(15)14.1

(245)14.2

vie



Pupil intlated

Age

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

talk.

21-30

(19)5.4

(57)0.2

(41)0.2

(117)1.0

31-40

(15)1.9

(37)0.1

(37)0.7

(2 -

(91)0.7

41-50 51-60
@ -
(5)0.1 (

(12)0.6 -

(9)0.1 3)-

(28)0.3 -

61-70

<D-

(D-

-

TOTAL

(36)3.6

(99)0.2

(95)0.4

(15)0.1

(245)0.8



Table 63: Teachers* academic and professional level and teachers* age on pupils*

non-verbal class activities.

Simple non-verbal activities.

Age 21-30 31-40 41-50 51-60 61-70 Total
Pl Teachers (19)11.0 (15)14.1 (2)17.9 . - (36)12.7
P2 Teachers (57)16.5 (37)12.9 (5)15.2 - (99)15.1

P3 Teachers (41)18.5 (37)13.0 (12)11.0  (4)17.3 (1)19.0  (95)15.3

P4 Teachers - @ 15.7 (9D14.2 (3)21.8 (1)5.3 (15)15.3

Total (117)16.3 (91)13.2 (28)13.3  (7)19.2 (2)12.1 (245)14.8

91¢
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More involving pupil non-verbal activities.

Age

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Total

21-30

(19)5.2

(GN4.1

(41)8.0

(117)5.6

31-40

(15)5.2

(37)1.8

(37)7.5

(1)15.3

(91)5.0

41-50 51-60 61-70

7.1 _ -

(5)4.3 -

(12)12.7 (4)8.0  (1)19.8

(9)4.5 @ - @O -

(28)8.2 (ND4.5  (2)9.9

Total

(36)5.3

(99)3.3

(95)8.5

(15)4.7

(245)5.7

L1€
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Simple non-verbal pupils®™ activities
do not seem to present a regular pattern of
pupils®™ class behaviour in relation to teachers”
academic and professional level and age as
table 63 i1llustrates particularly for P4, P3
and P2 teachers of all age groups. More involving
activities tend to rise with age of teachers,
for Pl and P3 teachers but lacking a systematic

pattern with P2 and P4 teachers.

From this cross-tabulation it Is apparent
teachers®™ age has some impact on the quality
of teaching, though 1t does present a systematic

pattern on pupils®™ clAss behaviour.

Teachers* Academic and professional level and
teachers®™ sex differences on pupils®™ class

activities.

A simple analysis of means examined in the
first section of this chapter revealed that the
independent variables,teachers® academic and
professional level and sex differences have
a marked influence on the quality of teaching.
A further examination Is made to assess their

combined effect on the quality of teaching.
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Examining able 64 1t can be seen that
pupil3 * talk response iIn men teachers®™ lessons
does not present a systematic picture* They
fall with the grade for women teachers, being
strong with the Pl women teachers and fall
sharply with the P4 teachers. Figure 14, however,reveals
a considerable influence of teachers®™ grade.
Pupils®™ unsolicited talk reflects sex differences
as well as teachers®™ academic and professional
level. Hen Pl teachers allow more pupil discussion
than their women counterparts. Pupil initiated
discussion is virtually absent iIn the rest of

teachers®™ classes.

GRADE OF TEACHERS
Fig. 14. Interaction between teachers® sex ,
their academic and professional level

and pupil talk response.
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Table 64. Teachers* academic and professional

level and sex differences on pupils* talk.

Pupil talk response

Men Women Total
Teachers Teachers

Pl Teachers (24)11.7 (12)15.9 (36)13.1

P2 Teachers (77)15.0 (22)15.8  (99)15.2

P3 Teachers (55)13.9 (40)13.4 (95)13.7
-0

P4 Teachers (13)16.1 ( 2)1.0 (15)14.1

Total (169)14.2 (76)14.2  (245)14.2
t

Pupil initiated talk

Men Women

Teachers Teachers Total
Pl Teachers (24)4.0 (12)2.9 (36)3.6
P2 Teachers (77)0.1 (22)0.3 (99)0.2

P3 Teachers (55)0.2 (40)0.9 (95)0.1

P4 Teachers (13)0.1 @ - (15)0.1

Total (169)0.7 (76)1.0 (245)0.8
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Both simple and less demanding pupil non-
verbal activities to a high degree reflect sex
- differences between teachers than the academic
and professional level of the teachers. Women
teachers allow as many simple non-verbal
activities as they do with the more demanding

activities iIn their lessons as shown in table 65.
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Table 65 Teachers®™ academic and professional
level and sex differences on pupils* non-verbal
class activities.

Simple non-verbal pupils®™ activities

Men Women

Teachers Teachers Total

Pl Teachers (24)12.9 (12)12.2 (36)12.7
P2 Teachers (77)14.3 (22)17.9 (99)15.1
P3 Teachers (55)12.9 40)18.7 (95)15.3

P4 Teachers (13)15.5 ( 2)14.2 (15)15.3
Total (169)13.7 (76)17.3 (245)14.8

f
More involving non-verbal activities.

Men Women

Teachers Teachers Total
Pl Teachers (24)5.4 (12)5.0 (36)5.3
P2 Teachers (77)2.5 (22)5.9 (99)3.3
P3 Teachers (565)7.4 (40)10.0 (95)8.5
P4 Teachers (13)3.2 ( 2)14.7 (15)4.7

Total (169)4.6 (76)8.1 (245)5.7
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From the foregoing analysis 1t can be
concluded that the relationship between teachers”
academic and professional level and teachers”
sex differences i1s weak, but nonetheless
significant. Teachers®™ sex differences emerges
as a powerful factor influencing the quality

of teaching, as shown in figure 15.

Fig. 15 Teachers®academic and professional
level and sex differences and the quality of

teaching.

Teachers®™ sex differences and the level of the

class effect on pupils®™ class activities.

Teachers* sex differences does not only
appear a prominent factor influencing the quality
of teaching when examined in relation to teachers”
academic and professional level, but also in

relation to the lower and upper class factor.
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Table 66 supports an earlier conclusion
that women teachers reflect more features of good
teaching iIn their classes than men teachers.
They allow more pupil talk response well into the
upper classes while men teachers tend to reduce
them 1In the upper classes. Though approach to
pupil initiated talk appears remarkably low
with both sexes, women teachers are able to

reflect it in all the classes.
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Table 66: Teachers* sex differences and the lower and upper class effect or pupils* class talk.

Pupil talk response

Class

Men Teachers

Women Teachers

Total

Pupil i1nitiated

Class

Men Teachers

Women Teachers

Total

1

(12)12.8

(22)11.3

(34)11.8

talk.

a2 -
@) -

G -

2

(14)12.1

(19)14.4

(33)13.4

as -
(19)1.2

(33)0.7

3

(19)17.4

(10)12.6

(29)15.8

as -
(10)2.2

(29)0.8

4

(20)13.1

(10)17.1

(30)14.4

(20)0.3
(10)1.0

(30)0.5

5

(40)17.0

(6)9.1

(46)16.0

(40)2.1
® -

(46)1.9

6

(33)13.4

( 6)19.8

(39)14.4

(33)0.5
( 6)3.7

(39)1.0

v

(31)11.9

(3)28.0

(34)13.3

(31)0.2
A -

(34)0.2

Total

(169)14.2

( 76)14.2

(245)14.2

Total

(169)0.7
(76)1.0

(245)0.8

N
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It 1s not only through pupil talk that women
teachers reflect a more positive approach to
pupil-centred lessons. This iIs also demonstrated
in pupils®™ non-verbal activities. Table 67
shows a high proportion of simple non-verbal
activities i1n the lessons of the two groups,
though women teachers reflect them much more
than the men teachers. Both sexes of teachers
allow more involving pupils®™ activities iIn most
of the classes, though these tend to decline more
sharply in the upper classes than the simple

non-verbal activities.
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Table 67: Teachers* sex differences and the lower and upper class effect on pupils®™ non-
verbal class activities.

Simple non-verbal pupil activities.

Class 1 2 3 4 5 6 7 Total
Men Teachers (12)17.9 (14)16.0 (19)14.3 (20)14.2 (40)12.2 (33)13.5 (31)12.6 (169)13.7
Women Teachers (22)20.4 (19)17.9 (10)19.0 (10)19.0 ( 6)13.8 (6)11.2 (@) 10.5 (76)17.3

Total (34)19.5  (33)17.1 (29)15.9 (30)14.7 (16)12.4 (39)13.1 (34)12.5 (245)14.8

More involving non-verbal pupil activities.

Class 1 2 3 4 5 6 7 Total
Men Teachers (12)11.7 (14)12.0 (19)5.6 (20)9.8 (40)1.9 (33)1.4 (G11.4 (169)4.6

Women Teachers (22)11.7 (19)6.8 (10)14.2 (10)5.2 ( 6)4.4 ( 6)1.8 (3 - (76)8.1

Total (34)11.7  (33)9.0 (29)8.5 (30)8.3 (46)2.2  (39)1.4 (34)1.2 (245)5.7

yXAS
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The relationships between teachers®™ sex
differences and the level of the class effect
and the quality of teaching i1s summarised Iin
figure 16
Fig. 16 Teachers®™ sex differences the lower,
and upper class effect, and the quality of

teaching*

From the analysis of pupil activities as an
index of quality iIn teaching, generally pupil
class activities take a lesser proportion of the
teaching time. They however feature somewhat
strongly 1n the NPA teachers® lessons than the
non-NPA teachers®™ lessons; and are quite strongly
reflected in the lower classes of the primary

schools and in Women teachers* lessons.
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The Individual dependent variables seem to
point strongly to traditional class activities.
Pupils* talk response and simple non-verbal
activities feature prominently in the lessons;
taking 14.2% and 14.8% of the teaching time
respectively. Pupils®™ initiated talk i1s remarkably
"dead* i1In many of the lessons taking 0.8% of the
teaching time and more Involving pupil activities
generally take 5.7% of the teaching time.
Considering that emphasis on these activities
could lead to a pupil-centred lessons, It Is quite
disturbing that very little time i1s devoted to
them. What 13 quite remarkable Is that pupil -
initiated talk strongly correlates with teachers*
academic and professional level, and the level
of the class effect. These activities to some
degree are reflected quite strongly in the NPA
teachers®™ classes, women teacher*? classes and in lessons

of teachers not preparing for external examination.

1. E. Stabler op. cit. p. 40
2. N.L. Gage op. cit. p. 52
3. C.E. Beeby op. cit. p.86.
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CHAPTER SIX

TEACHER* - STUDENT VIEWS ABOUT THE NEW PRIMARY
APPROACH AND THE QUALITY OF TEACHING.

It was important in this study to find
out the relationship between what primary teachers
actually do and what they say about the NPA
programme. To avoild repetition the views of tutors
and students in colleges about NPA are also discussed
in this chapter. In chapters four and five 1t was
apparent that the influence of the NPA methods
on teacher and pupil class activities was low but
nonetheless significant. In this analysis an
attempt is made to assess the possible contribution
of teachers* attitudes to the NPA programme

on their class activities.

Teacher - student views discussed here are
based on the responses to the questionnaire
items for primary teachers*college students and
tutors which appear iIn the appendix 1l of the
study. In the questionnaire, teachers, students
and tutors were asked to say what they think
are the most important points of the NPA programme

and the advantages and disadvantages of NPA.

* This i1ncludes college tutors.
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College tutors in particular were asked whether
NPA was taught as a separate subject or part

of every subject and to recommend the best
method of teaching the subject. From their
observation they were to give what they thought
were students® general attitudes about NPA.
Being an open ended questionnaire one would have
to reckon with the problem of recording a wide
variety of views expressed. For convenience the
discussion will be centred on the iIntroduction
of the NPA, iImpression about 1t and problems

of i1ts application. |In the discussion it will be
seen that none of the above aspects can be

analysed iIn i1solation.

Table 68: shows that a very high proportion
of tutors, students and primary teachers,
85,7%, 77.7% and 76.8% respectively feel that
the methods should not hawe been confined to
English and P3 teachers. This is probably why
a fairly high percentage of the tutors and
primary teachers, 45.7% and 43.5% tend to think
the materials on which NPA is based are foreign.
This too explains why 44.3% of the tutors, 41.3%
of the students and 55.8% of the primary teachers
think that the method only developsverbal

communication of the pupils. Attention is drawn



on a very high proportion of primary teachers

who feel that the NPA 1s synonymous with

language development. This has naturally impaired
the application of activity methods. It 1is,
however, important to note that a low but fairly
high proportion of the tutors, students and
teachers do not think the materials on which

the subject is built are foreign; 50.4% of the
students. Also quite noticeable 1s that a low
proportion see the subject as developing

both written and verbal aspects of the child.

The introduction of the NPA.

Views were expressed which reflected some
concern about the way the NPA programme was

introduced. They were as follows:
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the NPA Programme.

Schould not have been
confined to English or
P3 teachers.

No specific infor-
mation

Method only develops
verbal communication

Can develop all .
aspects of the child

No specific infor-
mation

Materials(books cards
etc.) reflect a
foreign background

Do not think material
foreign

No specific infor-
mation

Method be integrated
in all subjects

Be taught separately

No specific views

All figures represent

Opinions about the introduction of

Stude- Primary

Tutors nts
85.7 7.7
14_3 22.3
46.3 41.3
31.4 34.5
24 _3 24._2
457 28.2
30.3 50.4
240 21.4
81.4 -

9.0 -
9.6 -
percentages.

Teacherjs

76.8*

23.2

55.8

31.2

21.0

43.5

39.9

16.6
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A number of the colleges still teach NPA
as a separate subject, though during the
interview with the tutors a very high
percentage 81.4% felt that i1t should be iIntegrated
in the method courses of all the subjects.
What seemed interesting iIs that a good proportion
of tutors most of whom were expatriates
felt that the subject should continue to be
taught separately; 9.0% of the sample. Their
resistence to the integration of the subject
IS understandable. Many were specifically
posted to colleges to teach English Medium or
NPA. A deputy principal observed that In a
number of cases some of these tutors do not even
teach activity methods but teach English.
Nor has the method any longer got a common
name. Some colleges refer to 1t as lower primary
method. This dichotomy seems to linger in the
minds of student teachers when they take their
teaching posts and might not be quite enthusiastic
to apply methods, whose aims probably the college
never made clear. All these problems bounce
back to the fact that the introduction of NPA
programme did not have straight forward
objectives, as already discussed in chapter

three
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Impression”™ about the NPA.

Table 69 summarises the iImpressions of primary
teachers, students and tutors about NPA. A
fairly high percentage of the tutors 51.4%,

63.0% of the primary students and primary
teachers respectively expressed views that the
activity methods constitute a very practical

way of teaching, for pupils are actively involved.
The child is at the centre of learning.

Interest 1s focused on the child rather than

the teacher. The children are encouraged to
learn according to their own iInterests with the
guidance of the teacher. In other words, stress
is on training and encouraging the child to
learn through discovery or finding out things
for himself. They generally saw i1t as learning,
through practical work in which the child is

actively engaged iIn his own education.

As opposed to a traditional approach, the
child’s mind is not considered a "tabula rasa-”
on which the teacher has to write completely new
material. This 1mplies that the teacher is
not the “king of knowledge®, or has to assume
an authoritarian approach to teaching. Activity
methods were perceived as recognizing that

children have basic i1deas and concepts about
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knowledge according to their own experience.
The methods recognize the natural curiosity

of the children to explore things.

These views were strongly subscribed to by
teachers iIn the field and yet their classroom
activities did not reflect them. Teachers® beliefs
were strongly consistent with this modern
educational philosophy and yet their activities

do not correlate positively with the philosophy.

Attention 1is, however, drawn on the small
proportion of teachers, tutors and students who
do not subscribe to the above iImpressions about
NPA methods. A fairly high proportion of tutors
25.7% and 13.6% of the students and 19.6%
teachers do not think the method enables pupils

to discover their own iInformation.

Another very remarkable percentage of tutors
27.1%, 27.2% of the students and 24.6% of the
primary teachers feel activity methods cannot be
appropriately applied in large classes without
disciplinary problems. Low as these critical
views about NPA methods might be, iIn a study of

this nature iIn which the sincerity of the
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subjects could be doubted, perhaps these responses
represent the actual feelings of the groups.

After all a very significant anomally exists

in what the teachers actually do in the classes

and what they say about the NPA Programme.

Some problems of application.

Despite these impression™ a number of problems
were said to be limiting the effectiveness of
NPA. These included problems partaining to material
and class procedure, problems concerning teachers

and pupils.

In table 70 1t.is seen that 37.7% of the
primary teachers were of the view that NPA
or activity methods are too slow and if
followed the syllabus cannot be covered in time.
A fairly high percentage 41.3%, however, felt
that the syllabus can be covered under any
methods. A very outstanding feature 1is that
71.4% of the tutors, 77.7% of the students
and 73.2% of the primary teachers expressed views
that the application of activity methods
is seriously limited by the unavailability of

teaching material.
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Table 69;Impressions about NPA

Tutors Stud- Primary
ents Teachers

1. Most practical way
of teaching,pupils
are actively involved. 51.4 63.6 63.0

Do not consider it a
practical way of
teaching 25.7 13.6 19.6

No specific views 29.9 22.8 17.4

2. Pupils discover
information and
making learning real 54.3 62.6 60.9

Pupils do not
discover their
own Information 20.0 14.4 19.6

No specific views 25.7 20.0 19.5
3. Better teacher pupil

relationship hence
relaxed discipline 32.9 36.9 44.2

Cannot be applied
without disciplinary
problems 27.1 17.2 24.6

No specific views 40.0 35.9 31.2
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Anybody who i1s familiar with primary schools
particularly in the rural areas would be quite
aware of this problem. A good number of the
many primary schools visited showed poor
classroom facilities and a lack of teaching
equipment. It was not a rare feature to see pupils
learning under a tree or iIn a church. Pupils
had to sit and write on church benches for a
whole morning and sometimes part of the
afternoon. The many semi-permanent classrooms
that are available have no shutters to enable
teachers to store their teaching equipment.

Some of these buildings can i1ndeed i1nevitably
hamper activity teaching.,depress the spirit of
the children and sap the enthusiasm of the
teachers. Desks are lacking and the few that
are available are of traditional type sometimes
posted firmly into the ground. With the
concentration of the supply of equipment, teachers
complained that materials generally do not
arrive iIn schools in good time and sometimes
materials iIs despatched for which the
headmaster did not place an order. Under such
depressing conditions, one would surely* require
the patience of a Job, the wisdom of a Solomon
and the strength of aSamson® for one to do very

effective teaching.
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Table 70: The problem of class procedure and

teaching facilities.

1. Activity methods
are too slow and
if followed
syllabus cannot
be covered.

Syllabus can be
covered under
any methods.

No specific view

2. Effectiveness and
applicability of
NPA is limited,
by teaching
facilities.

Do not consider
teaching facilities
a problem

No specific views

Tutors Students

71.4 7r.7

5.9 2.9

22.9 19.4

Primary
teachers

37.7

41.3
21.0

73.2

11.6

15.2
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Teachers®™ attitudes towards their profession
is perhaps another powerful militating factor
against the effectiveness of activity methods.
Table 71 shows that 76.1% of the teachers feel
that they have a very heavy teaching load which
does not enable them to make preparations for

activity methods.

They revealed that they generally have a
heavy teaching load of 45 periods a week. This
they complained made lessons planning impossible
let alone preparing for activity methods. This
problem coupled with that of high staff turnoever,
could very seriously frustrate the efforts of a
primary teacher who might be genuinely interested
in promoting modern activity methods of teaching.
As a result of staff shortage, there is a notice-
able proportion of untrained teachers employed
on tripartite or such like terms. These could be
a very strong factor militating against improving
the quality of teaching in primary schools; since

they tend to teach as they were themselves taught.

While the problem of understaffing is
appreciated, a very strong factor militating
against activity methods is the teachers”
attitudes. Table 71 further reveals that 58.6%

of the tutors feel that students in college
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tend to resent activity methods because they think them
too involving, 63% of the students feel them
quite i1nvolving, 50.0% of the teachers

share such views. Attention is drawn on the
63.0% of the students who after a few

lessons during the teaching practice already
think the methods too involving. This naturally
makes the chances of student teachers applying
activity methods when they have taken up their
posts remote. As a result of these attitudes
little or no efforts are made to plan lessons.
Lessons taught on Mondays by primary teachers
after the weekend showed no signs of having

been planned as those taught on Fridays.
Generally teachers®™ class activities reflect
slackness, apathy and negligence and lack of
interest iIn teaching. Half of primary teachers,
50.0% admitted that it was difficult to break
through traditional methods; though a sizeable
percentage, 27.5% did not think this a problem.
At any rate these resigned attitudes make the

application of activity methods very difficult.
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Table 71: Teachers* attitudes towards activity
methods.
i to
@r
Primary
Tutors Students Techers

1. Understaffing does not
make i1t possible for

NPA preparations. 76.1
Do not think under-

staffing a problem - a 7.2
No specific views - - 16.7

2. Teachers* resent NPA
because it 1s too
involving 58.6 63.0 50.0

Do not think too
involving 28.6 27.0 17.4

No specific infor-
mation 12.8 10.0 32.6

3. It i1s difficult to
break through
traditional methods 50.0

Do not consider break

in traditional
methods a problem 27.5

No specific views - - 22*5
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Primary teachers* attitudes and lack of teaching
facilities are not the only problems that limit
the application of activity methods; pupils*
attitudes also play a very significant role to
influence primary teachers"adoption of a formal
approach to teaching. A good percentage of teachers
37.7% felt that pupils learn more in traditional
methods; though a fairly high proportion 40.6%
difl not hold such views. Table 72 goes further
to point out that 45.7% of the tutors, 41.7% of
the students and 54.4% of the primary teachers
hold that pupils iIn the upper classes of the
primary school resent the method because they
consider it time wasting. Not-e the fairly high
percentage of primary teachers who do hold such

opinions.

A simple test was administered iIn a standard
seven class 1In one of the primary schools -
Losengeli1 school N. Maragoli, to assess pupils”
views about the methods that teachers should
actually apply in teaching class seven. The
pupils were asked to write iIn order of iImportanfce
what they thought about some of the class

activities. Teachers teaching them should help
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Table 72: Views about pupils*attitudes to

activity methods.

Tutors Students Primary |

Teachers

1. Pupils learn more

under traditional

methods 37.7

Pupills could learn as

much through activities - - 40.6

No specific information - - 21.7
2. Pupil in upper classes

consider the method

time wasting 45.7 41.7 54.4

Can be applied 1in

upper class depending

on the approach 28.6 13.6 15.5

No specific information 25.7 17.2 26.1
3. A homogenous grouping

in activity methods has

a psychological effect

on pupils 49.5 32.6

A ﬁomogenous grouping

has no effect - 41.6 22.5

No specific views - 35.9 44 .9



346

them to write many essays, discuss what they

learn between themselves iIn groups, do

some project like visiting villages, markets,
dramatize stories, work through multiple

choice questions of the past Certificate of

Primary Education examination, and work out many
exercises from the text-books. The views expressed
in order of Importance were as summarized In

table 73, Figures are expressed as percentages.
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Table 73: Class seven pupil views about

teaching Methods.

Item Percentage

1. Work through multiple choice
questions of the past C.P.E.
examination 67.0

2. Work out many exercises

from text-books 15.0
3. Write many essaysf 10.0
4. Discuss between themselves <O
5. Dramatize 2.0

6. Do some projects like
visiting villages,
markets, etc. 2.0

Note  Total number of pupils in class was 57
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Table 73 strongly supports the general
views expressed by tutors, students and
teachers about the position of activity methods in
the upper classes* Pupils generally tend
to regard time spent on clas3 activities such
as composition writing, project work, dramatization
or field study as time wasted* Thus primary
teachers trained at colleges which stressed the
need for such activities in teaching, find
themselves iIn a situation where pupils come close
to refusing to work on such skills that are not
directly examined* In each of the subjects the
CPE Is seen as requiring a very close acquitance
with a body of fact, the right answer culled
crom the previous sSiIX Or SO years™ papers, are
carefully memorized and worked over* Pupils
tend to see the examination as a technique
in which long and sustained practice iIs vital for
success* There 1s a general trend in which pupils
know from their C.P.E. text3 to which reference will
be made later, what are the answers or
definitions ana scientific laws that they are
expected to know; and increasingly regard as a

waste of time proving by rudimentary experiments
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what they already know. The pupils have a very
fine perception of how much i1s required of each
subject and a teacher who begins to give too much
may find himself out of repute or iIn extreme
cases face a showdown. They have restricted
interests in some subjects; definitions and
outstanding features are given full note of
because the examination does not test coherent

knowledge.

This problem iIs aggravated by the presence of
a high proportion of repeaters iIn classes six and
seven. The requirements of fresh pupils iIn these
classes are that new material on the standard
six or seven syllabus Be taught through
rudimentary methods. The sole need of the
repeaters, however, is to concentrate on some of
the more complex areas and have ever more practice
at the multiple choice tests. The end result iIs that
the repeaters force the pace of the class
activity and the fresh pupils must reconcile them-
selves to picking up on their own the basic
upper class curriculum.Thus making standard seven in
particular exclusively a revision class even for
those who have not yet learnt what the others

know have to revise. This explains lack of much
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pupil activity in class seven and the general

decline of pupil activities iIn the upper classes.

On tho application of activity methods iIn the
lower classes a fTairly high proportion students and
a sizeable number of teachers felt that grouping
pupils according to ability as advocated in the
NPA methods had a very serious psychological
~effects on pupils class behaviour. The best group
in the class adopts attitudes of intellectual
superiority and the worst group always feels

withdriiwn.

It can be seen that college tutors and
students, primary teachers hold strong views about the
NPA as being a revolutionary method of teaching
and learning in which pupils are at the centre
of the educational process. A very disturbing
feature, however, 1is the dichotomy between what
primary teachers say and what they actually do in
their classes. This i1s partly due to a lacta
of clear objectives iIn the NPA during its
introduction and partly as a result of some
of the critical constraints as lack of good
teaching facilities, teachers®™ and pupils* attitudes;
some of which will be subject to further

J
scrutiny i1n the concluding chapter.
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CHAPTER SEVEN
TEACHER EDUCATION AND THE QUALITY OF TEACHING.

Though the term teacher education embraces
the pre-service and the iIn-service education of
teachers, much attention iIn this chapter will be
focused on the pre-service education of teachers.
Educators i1nvolved in the actual education of
teachers have sometimes been known to v ice
the opinion that most teachers do not teach 1in
accordance with the pattern prescribed by
teacher education institutions, but rather
teach iIn accordance with the pattern observed
when they were pupils and which they believe
IS expected of them.l Very extreme views are
sometimes held to the effect that pre-service
education itself does not matter. Such views
do not reflect well about the place of teacher

<
education on the quality of teaching.

In the light of some of these assumptions
a very simple experiment was carried out to
discern the impact of the pre-service teacher
education programme on student concept of modern
activity methods. First and second year students
were given a sheet of paper and pencil each and
were instructed to draw a simple drawing of the
teacher with a class. The aim was to let each

group express what teachers could do iIn the classroom
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They were advised to draw a complete and simple
drawing as much as they could, not minding

about their artistic ability. The drawings

were rated on the following criteria:

(1) activity outside the control of the teacher

(e.g. some pupils studying by themselves).

(@ Situations in which there was partial or

total pupil control.

(@ Tension in the relationship between pupil

and teacher.
(4 Teacher and pupil working together.

() Teacher conveying information while pupils

are listening.

Significant differences were found on each
of these criteria between beginning students and
those who were completing their course. On each
of the criteria the drawing of the beginning
group portrayed a more teacher-dominated class

than that of the completing group.

This simple drawing revealed that when
student teachers pass out they seem to have a very
strong concept about pupil-centred education.
Looking at the NPA trained teachers® class

practice and young teachers® class behaviour,
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they do not seem to concur with the philosophy
the teachers hold on modern education. The dualism
between theory and practice points to a number
of critical issues In the programmes of teacher

education.

To discern some of these issues, college
tutors, students and primary teachers were given
a questionnaire which contained items on the
curriculum of teacher education iInstitutions,
the techniques of teaching in these iInstitutions,
the teaching practice and some miscellaneous
items. The questions were open ended, hence
making the codification of the results rather

difficult.

The Curriculum.

The respondents were asked to say whether
the subjects of the teacher education curriculum
wAre too many too few or they thought they
were right in number. In a further question
they were asked to recommend or suggest any

changes to be made to improve this curriculum.

Table 74: Summarises the views expressed on

the curriculum.
\\
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Table 74: the curriculum of teacher education.

Primary
Tutors Students Teachers

Curriculum 1is ad
crowded 34.4 60.2 27.9

Subjects are just
the right number 51.4 35.9 64.0

. Subjects are very
few 7.1 2.4 8.1

No specific infor-
mation 7.1 1.5 -

2. There should be
specialization 41 .4 52.9 16.3

Curriculum should
include practical
subjects 10.0 2.4 6.8

- No specific views 48.6 44.7 77.9



355 *

Table 74 shows that a high percentage

of students 60.2% are of the opinion that the
curriculum 1s crowded; but many of the tutors
and primary teachers feeling that the subjects
are just of the right number. Students being
directly involved in the curriculum, are much
more conscious of the load 1t imposes on them.
Though many tutors expressed views that subjects
were enough, they pointed out that this was in

relation to the demands of the primary schools.

Examining the structure of the primary
college curriculum, there are strong reflections
of crowdedness. It iIncludes all the subjects
taught iIn the primary school with some emphasis
on the needs of the Kenya Junior Secondary
Examination (K-J-S-E-)Z, the East African
Certificate of Education (E.A.C.E.) and the
Higher School Certificate.3 Normally iIn each
subject course, two thirds of the time i1s devoted
to improving the students academic background
and a third to the methods. The professional
aspect embraces subjects like child psychology,
school management and organisation; and teaching

practice. Given the brief period in which
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the teacher has to learn so much and yet

be adequately prepared for his fundamental

jJob which is classroom teaching, i1t should not
perhaps be doubted that his teaching is

poor as already examined. In general students
are exposed to a multiplicity of curriculum
courses with a strong dichotomy between the
academic and the professional studies and this
dichotomy lingers in teachers®™ minds when

they take up theilr posts iIn primary schools.

A fairly high proportion of tutors
41.4% and 52.9% of the students stressed the
need for specialization In primary teacher
education. It is perhaps needless to point
out that teachers are significantly more effective

in dealing with one subject rather than another.

Methods of instruction during the pre-service
courses.

Techniques of teaching In teacher education
are a factor of constant controversy. The
sub-committee on teacher education of 1968
recommended that "teachers should be taught
by the same methods which they will be expected

B B a 4
to use In teaching children®
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Other authorities holding the same views,

argue that students cannot be expected to be
creative, when their tutors are not creative
themselves. They could be themselves involved
in the learning process not believing themselves
above it or allowing ’theilr students to see them
as being outside i1t, for this is likely to
initiate the same behaviours among the students
towards their children’5 Tutors on the other
hand argue that they cannot use activity

methods because students are mature and 1iIn

any case a college i1s not a primary school.

Table 75 tabulates studentstutors® and
to a lesser degree primary teachers* views
about the place of academic and professional
studies In teacher education and the techniques
of teaching iIn teacher education. Many students,
66.5%, were of the opinion that the professional
aspect of teacher education should have more
time devoted on 1t, 11.7% preferred academic
studies, 10.7% were iIn favour of balancing
academic and professional education. Most
of the tutors, 38.6% were iIn favour of professional
studies, 32.9% for academic studies and 14.3%
would desire a balance In the academic and

professional studies. Both students and tutors
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are rather unhappy about the stress laid upon
academic courses for intending primary teachers
as a means of furthering the students* own

intellectual development.

With a stress laid on professional studies
a majority of the students 67,0% emphasise
that their tutors should use activity methods
of instructions; 38,6% of the tutors share
the same views. Some students suggest that
they had not seen activity methods in practice
and 1t is only at the college that these
could practically be done. About a quarter
of the tutors prefer lecturing methods and
the same fraction would favour a combination
of lecture, activity, tutorial and seminar
methods, A very small proportion of the

tutors and students prefer tutorial methods.

Table 75 further reveals that 60.0%
of the tutors have observed students iImitate
their methods during the teaching practice,
62.6% of the students admit that they
imitate their tutors®™ methods of teaching

when on teaching practice, while 80.2% of the
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primary teachers agreed that they imitate
their former tutors* ways of teaching. A
very small percentage of tutors 21.4%, 28.2%
of the students and 14.0% of the primary teachers

holding contrary views.

Imitation 1s a well established phenomenon.
The long period of exposure to teachers during
their school years perhaps provide a body of
experiences and pattern to imitate which may
well serve the new teacher as a guide to action.
This background of direct experiences with
teaching probably provides a much more vivid
guide to action iIn the classroom than the period
of pre-service training i1If it is largely
theoretical. Lack of activity iIn teacher
education perhaps succeeds iIn polarizing the

inherited tradition.

As one conference ” observed, the
choice of teaching methods In an iInstitution
for the education of intending teachers is
a much more complex 1issue than It is 1n
other educational establishments. In devising
teaching methods for intending teachers, not
must the chosen methods prove to be serviceable

in equipping students with a prescribed body
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of knowledge but must also be regarded as
possible examples or models that students may
be disposed to imitate subsequently when they
become teachers themselves. Unlike the
majority of other students, intending teachers,
when they attend a class or lecture are just
as much interested in the form of teaching
displayed as well as the substance. Being
committed to the profession of teaching they
are naturally disposed to pay attention to any
demonstration of that art that they are
preparing themselves to practice. Thus tutors
must expect to find their own methods of
instruction submitted toclose scrutiny and

may find them being adopted by their students.

Professor Senteza Kajubi has the following

to say on the same theme:

"I think that a useful comment which
brings us back to the vicious circle

of teachers who go out and teach the
way they were taught In primary or
secondary school. The teacher trainers
themselves don"t often speak about

the methods they use iIn training
students. They talk about the methods
to use iIn teaching primary school
children or secondary school children,
but not about the methods of instruction
Iin centres where teachers are produced.
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Very often methods used in teacher
colleges and Universities are as traditional
as anything can be. Many lecturers
spent so much time lecturing to
students on the subjects of not lecturing
to students or pupils and then they
are disappointed when they go to
schools to find teachers lecturing to
pupils jJust as their teachers in the 7
college or University lecture to them®.

Teaching Practice.

This is one of the most iImportant aspects
of teacher preparation. Table 76 summarises
a variety of opinions that were expressed about
it. A very outstanding feature is that a
majority of the students, 85.4%, and primary
school teachers 82.6%, liked teaching practice.
Their views were supported by 72.9% of the
tutors. A rather depressing thing iIs that
60.2% of the students and 46% of teachers had
not seen demonstration lessons before beginning
teaching practice and 70.0% of the tutors
admitted that they do not carry out lesson
demonstration. Of the few demonstrated
lessons not many were said to have been successful.
Most of the tutors defended the absence of
demonstration lessons by the fact that there
are no proper time-table arrangements between

the colleges and the demonstration schools;
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and this was largely because colleges did not
have direct control over these schools* A few
of the tutors, however, admitted that they did
not demonstrate lessons before teaching practice
because they dislike the artificiality of the
demonstration lessons. Demonstration lessons
were believed to be very Important since
students before their teaching practice might
rarely have seen a really good lesson given

and hence might have no practical criteria by
which to judge good lessons or bad ones.

To send students into schools after a brief and
largely theoretical iIntroduction course 1is
perhaps to invite them to turn to other sources
for help and influence. Very often they will
always turn to the long serviced teachers

in the field, or application of methods 1in

which they have no confidence or even understand.
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Table 75: Teaching techniques In teacher education.

Tutors Students Primary

Teachers
1. Professional studies
be given more time 38.6 66.5
Academic studies be
given more time 32.9 11.7 -
Professional and
academic studies be
balanced 14_.3 10.7
No specific infor-
mation 14.2 11.1 -
2. Lecturing be a
method of teaching 24.3 10.2 -
Tutorial methods be
used 1n teaching 11.4 14.1 i
Activity methods 38.6 67.0 -
A combination of all
the above methods 25.7 8.8
3. Imitates tutors/
seen students
imitate methods 66.0 62.6 80.2
Do not imitate/not
seen students Imi-
tate methods 21.4 28.2 14.0

No specific views 18.6 9.2 5.8
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Table 76 goes further to i1llustrate this
point by the fact that about 18.9% of the
students and 5.8% of the teachers expressed
opinions that they applied methods that their
tutors had taught as a result of tutors”
pressure, and 34.3% of the tutors seem to support
the view. In response to the question about
some of the methods they applied due to
tutors®™ pressure, about 85% of them pointed
at the activity methods. A small percentage
of the students 8.7 and 29.1% of the teachers
were of the opinion that they applied methods
par :ly due to pressure and partly because they
understood them. A majority of the students
63.1% and 59.3% suggested that they applied
methods genuinely and 34.3% of the tutors supported
these views; but the reliability of this
information is perhaps questionable. This is
particularly the case when 72.9% and 50.0% of
the students and 77.9% of the primary teachers
feel that when students are on teaching practice
they should not be restricted to methods they
have been taught, but be given opportunity to initiate

their own methods.
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A very critical aspect of the teaching
practice would appear to be that of assessment.
Though each college has some agreed, pattern
of lesson assessment, it seems from table 76
that there are no common things that tutors look
for In student lessons. From interviews held with
tutors it was clear that tutors of the same
college would hold a wide range of views about
a good student lesson and very often views which
were quite contradictory. It is clear from the
table that though colleges might be emphasising
pupil - centred education most tutors, 58.7%,
still consider teacher based activities such as
language, blackboard .work and presentation as
points constituting a good student lesson. A
large proportion of students 62.6% and 77.9% of
the primary teachers suggest that these are the
points their tutors emphasised when they supervised
them on teaching practice. Only 22.9% of the
tutors stress pupil based activities like project
work, pupil discussions and dramarization as
points constituting a good student lesson; and
only 18.5% of the students and 12.8% of the
primary teachers indicated that tutors stressed a
pupil-centred lesson; and almost the same
percentage suggesting that tutors stressed a

combination of teacher and pupil centred points.



The role of the colleges to inculcate the
modern philosophy of pupil-centred education was
contested by the tutors when 37,3% of them
admitted that student classrotnm behaviour during
the teaching practice leans more heavily
to teacher domination of the class; 25.6%,
however, fTeel that i1t 13 pupil-centred; while
21.4% thought i1t was a combination of pupil-
centredness and teacher-domination. From the
student and primary teachers* stand point only
19.2% and 15.1 respectively seemed to have
considered the course practical and iIntended to
put methods that were taught In practice;

40.0% and 50.0% felt that they did not generally
find the course quite practical; though a
similar percentage of students had no specific
views about i1t. All these views hinge on the

ineffectiveness of teaching practice.

A very vital point that perhaps militates
against the effectiveness of teaching practice
iIs that, tutors often have a dual role.
That of supervisor and helper. It is notoriously

difficult for psychological reasons to operate
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simultaneously, the assessing role and the
helping role, the two contradict each other.
Another problem is that of ascertaining the
reliability and validity of the iInstruments used

for lesson assessment.

As has been examined, the curriculum iIn
teacher education, teaching techniques, and
teaching practice are a very critical factor in the
improvement of quality in teaching. A further
analysis on the possible ways of improving them

will be made iIn next chapter.
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Table 76:”~ Opinions on teaching practice and the

evaluation of the pre-service education.

1,

Tutors Students

Lessons are/were
demonstrated 28.6

No demonstration
lessons 70.0

Demonstrated lessons
were successtul 14_.3

Demonstrated lessons
were not successful 7.1

Some were successful
others not 7.2

No specific informatioii 71.4

Students like/liked
teaching practice 72.9

Do not/did not like
teaching practice 12.9

No specific views 14.2

While on Teaching

Practice applies/

applied methods taught
genuinely 37.1

Applied/Apply methods
due to tutor*s
pressure 34.3

A combination of
pressure and genuine-
ness 12.9

No specific infor-
mation \ 15.7

36.9

60.2

20.9

3.3

7.8

68.0

85.4

8.3

6.3

63.1

18.9

8.7

6.3

Primary
Teachers

53.5

46.5

30.2

4.7

18.6

46.5

82.6

4.7

12.7

59.3

5.8

29.1

5.8
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Table 76 @Opinions on teaching practice and the

| d ;lon of the pre-service teacher education,

IPrimary
Tutors Students Teachers

1. Students be given
opportunity to Initiate

their own methods 72.9 50.0 77.9
Students be restric- 1

ted to methods taught

to them 25.7 36.9 18.6
Mo specific views 1.4 13.1 3.5

2. Most important points
in a good student *
lesson (Teacher based
activities) 58.7 62.6 77.9

Pup -centred r-
activities 22.9 18.5 12.8

Combination of teacher
and pupil activities 21.4 18.9 9.3

3. Students dominate
class while on
teachina practice 37.3

Student lessons are
pupil-centred 25.6

Student lessons are
pupil as well
teacher dominated 21.4

No specific views 15.7 - -

4. Course is/was prac-
tical applies/will
apply method taught 19.2 15.1

Did not/does not find
course quite practical 40.0 50.0
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CHAPTER EIGHT

CONCLUSIONS AND SUGGESTIONS.

Quality of teaching

What emerges from this study iIs that despite
seven decades of talk about the quality of
teaching and all the attempts made to improve 1it,
Kenya’s primary education largely remains
teacher-dominated. The teacher as the “centre
of knowledge®™ constitutes a greater proportion
of the class activities, over 60%. In his
directive behaviour the teacher emphasises activities
which put premium on rote memorization, rather than
helping a pupil to become part of the knowledge
he acquires. The teacher asks stock questions
to which he expects stock answers. Short or
narrow questions requiring brief answers iIs a
very iImportant aspect of the teacher"s class
behaviour, taking 11.0% of the teaching time.
Broad questions which are relatively open-ended,
thought provoking requiring expressions of pupils”
own opinion are shunned, generally taking 3.9%
of the teachers®™ class activities, lest they

lead all too easily to the brink of the unknown.
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Mechanical drilling through lecturing or
presentation of information loom strongly,
25.0% of the class activities, iIn the primary
class today as It perhaps loomed in the classroom
of the catechist teacher fifty years ago.

This factor alone makes i1t hard to have any
place for understanding or for the cultivation
of a creative and imaginative mind. It 1is
however important to note that there is a signi-
ficant proportion of teachers®™ activities in
which i1deas, behaviour feelings of individual

pupils are given attention, 8.0% of class time.

Pupils®™ class activities hardly take more
than 40.0% of the class time. Most of these
activities are confindd to giving stock answers
to stock questions asked by the teacher, 14.2%
of the class activities and working out solutions
to problems and exercises from text-books or
given by the teacher to which he doubtlessly
knows the answers. Pupils®™ class activities
which are perhaps the pivot of the modern
educational philosophy of pupil-centred learning,
pupil Initiated talk are noticeably “dead* 1in
the teachers® classroom practice. Teachers tend
to be "afraid® of any other qyestions in the classroom

but those they themselves ask,for probably they are
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the ones to which they know the answers best.

This fact alone throws their teaching methods

back into the last century. As Beeby observes,

if the pupils* cannot be encouraged to ask their

own awkward questions, most of the techniques

of the good modern classroom become impossible.

This feature in the primary school classroom is hardly

noticeable, taking 0.8% of the teaching time.

Creative activities which stress discovery
exploration and inquiry just feature weakly, 5.7%
of the teaching time. |If pupils are not encouraged
to discuss, draw, model, paint undertake
outdoor and indoor project work, record and perform
experiments, 1t can be hardly imagined how Kenya

can fulfil i1ts educational aims.

Examining a number of factors influencing the
quality of teaching i1t was however, apparent that
some progress has been made. Before analysing
some of the factors, i1t is important to stress
that the improvement of quality iIn teaching should
remain the objective of the education authorities,
iT education has to reflect the principles on which

the Kenya society is built. As already discussed in
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chapter one,the objectives of education iIn Kenya

have been set forth In numerous statements ranging
from the Ominde Report (1964), the Ndegwa

Report (1971) and the Bessey curriculum Report
(1972)* Broadly conceived, the objectives include self-
realization, human relationships, economic efficiency
and civic responsibility. In detail, the

objectives have included physical health, mental

and emotional health, communication, a

quantitative understanding, social relationships,
understanding the social environment moral

and spiritual values, understanding the physical
world, critical thinking and aesthetic and

creative development.

A type of teaching based on these aims must
recognize as 1ts major educational objective the
guidance of children towards "becoming effective
in the process through which they seek
to understand the social and physical environment
of the human condition and wherein they

relate themselves to the human enterprise.”

The country aspires to remain democratic hence the
teaching must obtain its basic direction from 1
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a philosphy which asserts that ’democracy is a good
way of life for man because iIn i1t iIs the quest

by the individual for self-value and eosial

value 1s encouraged and sustained.= Teaching
should provide early opportunities wherein

the child starts this quest. It is essential

that the people of a democracy conceive the

role of education as one in which the individual
IS encouraged, guided and sustained as he seeks to
understand and relate to the human conditions of
his age. Inevitably, the critical level of
decision and action i1s found to be in

the primary school system and iIn the individual
classroom. The aims of education might not be
accomplished or will not be functional unless

and until they are translated into specific

learning experiences and behaviour characteristics.

The Mew Primary Approach and the quality of teaching
Prom this study it iIs apparent that the

extent to which the NPA introduced ’principles and

methods of progressive education in which the

child 1s an active and equal partner In his own

learning* 1s quite doubtful. The NPA teachers



revealed a strong tendency towards directive
behaviour as much as the non-NPA, though the
former were slightly better. They reflected

a tendency to ask many narrow questions, though
the course has had some influence on their
approach to asking broad questions. A
remarkable aspect is that it has reduced the
amount of lecturing and slightly iIncreased

their approach to accepting pupils* Individuality
On pupil class activities i1t has hardly had

an 1mpact on activities which would constitute
good teaching like pupil Intiated talk and

more involving class activities. It Is however
reckoned that i1t has iInfluenced teachers who att-
ended the course through iIn-service to reflect
traces of teacher initiated talk and broadened
their approach to more involving non-verbal
pupil activities. Though as an independent
factor NPA might not have had much impact on

the quality of teaching, 1t was seen through
cross-tabulation that i1t combined with teachers®
academic and professional level to- have a marked
influence on the teacher** progressive approach

In their class activities. Its impact was also
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reflected In teachers®™ activities in the lower
classes where for sometime it was confined

during its introduction.

At any rate the effects of NPA on pupil
and teacher class activities are quite
scattered and are not consistent with the
earlier assertions that i1t represented the
practices of modern education. Possibly it
was a factor iIn the quality of teaching when the
programme was actively iInto operation, but it
appears that its significance today is not
as great as often suggested. To a considerable
extent one would interpret i1ts popularity and
the “high sounding Impressions®™ as having
been derived from the fact that it introduced
English as a medium of instruction from class
one, a thing that was quite revolutionary indeed.
But today with the teaching of English beginning
in class one, 1its popularity has been on the
decline, despite a lot of talk about it.
English teaching cannot iIn i1tself be regarded
as being an index of good teaching; and i1t is
important that the continued association of
English and NPA should not lead to exaggeration
of the probable effects of i1ts improvement of

the quality of teaching.



378

This points to one of the factors that
has limited the influence of the NPA on the
quality of teaching. As outlined iIn chapter
three the introduction of the programme lacked
clear and straight forward objectives. Initially
terming i1t the English Medium, attempts were
made to have i1t reflect a revolutionary approach
to teaching in the primary school - teaching
through activity. Later efforts were made
to term 1t NPA. These efforts to tinker with the
name without changing i1ts objectives, which were
centred on the instruction of English hardly
convinced primary teachers about the role of
NPA. They continue to see the method basically
as a teaching of English and nor do they perceive
that the activities associated with teaching
of English are generally geared to a total
revolution in methodology. What is remarkable
Is that teaahers see NPA iIn relation to the
philosophy of a pupil - centred education. But
their classroom practice does not seem to support
the philosophy they hold. This is largely
because of the problems of the iIntroduction of

NPA
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As already outlined there are a number
of problems possibly countervailing the
effectiveness of NPA. Most crucial 1is
perhaps that of availability of good teaching
facilities and as already discussed in chapter
three, 1t led to the curtailment in the
expansion of the programme. As will be examined
shortly this problem i1s exaggerated and in any
case reflects the misplaced objectives of the
NPA at the time of i1ts iIntroduction. The most
crucial problem to be reckoned with iIn the Improvement
of quality i1s the examination factor to which

attention will be turned later.

Since the training of teachers iIn activity
methods 1s conceived as one of the ways of
improving quality of education in the primary
schools, efforts should be made to reorganize
the NPA programme. First and foremost the
methods should not be described as “New Primary
Approach® for the name i1s somewhat confusing
and cannotes a new methodology, when actually
there 1s nothing new In the activity methods.
Philosophers and psychologists have talked

about them though iIn different parts of the world.
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The methods should be simply called “activity
methods® and should be taught to all students
during their pre-service courses and should be
made aware that the methods are applicable to

all the classes of the primary school.

For teachers already iIn the service*regular in-
service courses could be organised to familiarize
them further with methods; as i1t has already been
pointed out they are less liable to suffer
from the dualism between theory and practice.

The pre-service and the in-service teachers
should be made conscious to the fact that
activity methods are not founded Qn the supply

of sophisticated teaching apparatus.

The Certificate of Primary Education Examination
and the quality of teaching.

The study has repealed that the C.P.E.
examination is a very critical constraint to
the quality of teaching in the pfimary schools.
It was seen In chapters four and five that
there are reflections of pupil-centred lessons
in the lower classes of the primary school and

decline quite sharply iIn the upper classes.
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In class one for instance teacher class activities
take 57% of the teaching time and rise to 71.0%
of the teaching time iIn class seven, narrow
questions take 9.2% of the class activities
in class one but rise to 10.2% in class seven;
broad questions seem to correlate with the pupils®
intellectual development but tend to decline
in class seven; lecturing or presenting
information takes 18.6% of the teaching time
in class one but rises sharply to 32.3% in
class seven; accepting pupils®™ individuality
declines with the classes being higher
in class one. Pupils®™ talk response is noticeably
dead 1n the two classes, but pupils®™ more involving
non-verbal activities take 11.7% of the teaching
time and sharply decline to 1.2% in class seven.
The cross-tabulation of means too revealed that
lower and upper class effect was a much more
powerful influence than any other independent
variable. That the examination tends to dictate
teacher pupil class activities was revealed
by the opinions expressed on NPA by tutprs,
teachers and students and by the simple test

administered to one of the class seven pupils.
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Teaching In the upper classes, especially
in class seven consists of skimming through
the syllabus by very elaborate lectures followed
by drilling pupils more often than not using
the most popular book the *C.P.E. 1973, Pupils”’
Companion in all the subjects - The Complete
C.P.E. Guide Book.®" The examination factor
alone seems to make nonsense of the modern

activity methods.

The i1ntroduction of a multiple approach
to C.P.E. has had far reaching effects on the
quality instructions iIn the upper classes of
the primary school. At the time of i1ts Inauguration,
it was felt that the total number of C.P.E.
candidates made the assessment of written or
essay work prohibitive consequently there i1s no
occasion to write anything long hand iIn the
examination beyond ones®™ name. This has
introduced the unfortunate impact iIn which
pupils are not systematically prepared for the
paper through conscientious work other than
drilling and guessing; and has even introduced

an element of luck iIn the examination, there

have been cases when mediorce pupils have been
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known to perform well on the paper while very
bright pupils who work systematically through
the paper fail to score high grades. The
examination generally does not test subject
ability; so in thousands of schools, whose
reputation iIs based on the number of pupils
that qualify for government secondary schools,
teachers feel themselves forced to pay scant
attention to the structural skills of the
subjects. A good number of teachers are not

by any means complacent about their role as
cramming advisors for this critical examination,
but their disenchantment with this approach to
teaching in the light of the current emphasis
on teaching through discovery conflicts with
their knowledge that the reputation of the
school and the staff i1s almost entirely derived
from success in C.P_.E. Sometimes the iIntensity
for secondary school preparation Is so acute
that methods of teaching conceived for as
necessary for success pervade teaching as far as

class 4.

King observes in his paper "Primary
2
Schools i1n Kenya"™, (Discussion Paper, Institute

for Development Studies, University of Nairobi)
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that the style of the C.P.E. examination
has to a great extent switched the interest of
teachers away from whatever books of the
syllabus that require pupils to have a pupil-
based approach to teaching, towards those
that provide practice iIn multiple choice
answers. Books prescribed in the syllabus
however good they may be for other purposes
are of little direct value in coaching pupils
for success in C.P.E. Many teachers therefore
go outside the official syllabus to find books
that would directly aid them In preparing for
secondary school selection. What have become
the standard texts i1n upper classes are the
Indian published books, one of which has been
quoted above. Selection pressures have proportionately
given them great popularity above books prescribed
in the syllabus for one thing, they are
absolutely up to date in that there is a new
edition each year and each fresh edition contains
as an appendix to all the previous years C.P.E.
questions with answers, but more crucially gives
the teacher and the pupils a large number of

question types raised by the C.P.E. If any
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new type of question is introduced in the C.P.E.,
say In 1972, that particular item will be discussed
and analysed and reproduced iIn a variety of
multiple choice contexts for the candidate

preparing for C.P.E. i1n 1973.

As a matter of expediency therefore primary
teachers are forced to adopt methods of teaching
they are convinced are “unpopular*. This is
apparently a problem with most of the developing
countries, for the All India Council3 observes
that the effect of examinations on teaching 1is
apparent where major decisions are based
primarily on examination performance of students.
An Indian teacher 1is under great pressure from
students, parents and even educational administrators
to prepare the student for the type of the official
achievement examination to be given. Though
the examination factor is a world-wide problem
there i1s an urgent need for education authorities
to look iInto 1t with a view of improving the
quality of teaching. First a separate research
should be undertaken to gauge the force of the

examination in influencing a teacher®s class
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activity In relation to other factors* Recommendations
of such a study would effectively direct the

trend of future innovations in the approach to
teaching through activity. An immediate step
towards reducing the examination control of

class activities should be that instead of having
the examination set largely by the subject
specialists of the Inspectorate of the Ministry

of Education there could be a small educational
testing unit possibly attached to the Ministry

and yet as much decentralized as possible (possibly
having centres at provincial level). Such a

body would work closely with the Inspectorate

and explore the chances of having the examination
test achievement and have it reflect a pupils”
knowledge of self acquired i1deas based on his own
immediate environment. The Unit would also

look Into the possibilities of pupils®™ continuous
assessment contributing to their selection for

secondary school.

Teachers* sex differences and the quality of
teaching.
From the analysis of teacher and pupil

class activities it was clear that women teachers
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are a very important element In Improving

the quality of teaching. It was revealed that
their class activities take 58.0% of the

teaching time, while those of their men counterparts
rise to 67.0%. There is less lecturing Iin

their activities than the men teachers and they

do recognize pupils®™ individuality much more

than the men teachers. On pupils®™ activities,

they reflect a stronger tendency to engage

pupils in more involving non-verbal activities.

A cross-tabulation with other i1ndependent variables
reinforced the superiority of women teachers.

As a general 1mprovement of quality there iIs a

need to iIncrease the proportion of women teachers
particularly for the lower classes of the primary

school.

Teachers®™ academic and professional level and

the quality of teaching.

The study supports the assumed criterion
for determining the quality of teaching;
teachers®™ academic and professional level.

It was seen that teachers®™ approach to broad
questioning tends to decline with the teachers”

academic and professional level; Pl teachers
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spent 6.0% of the teaching time on this aspect
of teaching while the P4 teachers spent only
1.3% of the teaching time. Pl teachers

further reflect a stronger tendency to allow
more pupil-initiated discussion. Theilr educational
background gives them confidence to ask more
latitude questions and expect latitude answers,
and i1t enables them to allow pupils to temper
with classroom .procedure. It iIs iImportant

that plans are underway to eliminate the lowest
grades of teachers. Further attempts should
also be made to upgrade the large proportion

of P3 and P4 teachers, but this should not be
only through external examinations for as
already discussed, preparation for examination
robs a majority of the teachers the time for
preparation of their class work. Promotions
should largely be centred on professional
achievements through short iIn-service courses
in teacher colleges. Here teachers can undertake
further professional and academic studies which

would be succeeded with an iInternal examination.

Teaching materials and the problem of quality
in teaching.

In the questionnailre It was apparent that
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primary teachers, students and tutors see

the i1nadequacy iIn the supply of teaching
material as a major factor against the use

of activity methods. The point that i1s perhaps
ignored in looking at the unavailability of
materials i1s that whatever the wealth or poverty
of a school and whatever the abundance or
privation of experience the children bring

to 1t, the quality of learning In any classroom
depends to a large extent on the Initiative

of the teacher. Of course a good teacher can

do a better job If he has appropriate materials
and equipment: Eﬁt a»good teacher iIn a deprived
situation can with a creative spirit and

warm personality, ameliorate some of the

effects of deprivation.

By lack of equipments, many primary teachers
tend to envisage a situation in which they are
provided with fairly ’sophisticated®™ teaching
apparatus as was the case with the iIntroduction
of the New Primary Approach; tape recorders,
radios teach master cards, paints and plastic
material for modelling. Many teachers see such
equipments as a necessary prerequisite for

activity teaching. In this respect very little
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iIs done to exploit the surrounding and make

some local teaching apparatus from the materials
available, a thing that appears quite alive
during the teaching practice. More often than
not very little is done even to use the equipment
available. Maps are "gaily®™ hung in the staff
rooms or headmasters offices rarely appearing

in the classrooms as 1f theilr purpose is to
decorate the walls on which they are hung. In
very few cases are the teach master cards used,

or sketch maps drawn.

Not many sophisticated apparatus are
required to teach practical lessons 1in
primary schools. In the teaching of science for
instance, what is clear i1s that children are
avid explorers of theilr environment, ceaseless
collectors, eager questioners of why and how
things happen. Observing, guessing, testing,
discovering, thinking about what happened
are fundamental activities of the scientific
methods. Teaching science should involve helping
children to learn to make useful observations of

details and describe their observations carefully.
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Why can’t the child see for himself the effects
cf overcropping, see the major parts of the
flower instead of telling him iIn a tight
classroom atmosphere which might take him to
sleep? A child can learn much by watching
safari ants carrying their loads, the effect

of sunlight on plant growth and the segments of
an Insect. The teacher in directing children
attention to such things, he would be careful
not to take away the thrill of discovery by
telling them what they expect. They too

can utilise situations that may arise in the
classroom, such iIncidents as carrying a load
that iIs too big, about the nature of various
materials, which may break, bend, dent, scar,
shatter or bounce to explain certain scientific
laws. Children can be explained things within
their experience with little effort. Things
like seed dispersal animal foods are within

the experience of many children in the

rural schools. They have much experience

with matter in solid, liquid and gaseous forms
and experiences with heat, sound and light,

the 1mpact of moving objects and the presence

of flowing water and force of gravity.
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Simple experiments could be arranged to lead
them to discoveries that are simple but

scientifically accurate.

In the teaching of languages one of the
basic points the teacher has to note is that
children are such good imitators of speech and
sounds and language patterns that the influence
of their teacher can be great. Even a child
who comes to school with speech and language habits
well developed for his age could easily acquire
a speech defect or bad grammar from a teacher
who has faulty speech or poor language habits
or from a teacher who is careless iIn the way
he speaks. Classroom procedure could include
ample opportunity for children to speak freely
among themselves and with the teacher to share
ideas and exchange i1nformation. This as seen
in chapter five Is an aspect to which scant
or no attention 1iIs given iIn the primary teaching.
Pupils have to sit still, and be quiet. Talking
iIs against the rules except by virtue of raising

ones hand to answer a question from the teacher.
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This practice fails to recognize the bare

truth that children need to develop through

oral communication. Casual face to face
conversations among pupils, group conversations,
telling ones experiences on the way to school

or from school or about home, story telling

are things that could be encouraged. Children
have abundance experiences in story-telling,
and riddles from grandma or aunts, these could
be exploited in the teaching situation. The
teaching of foreign languages in particular,
pupils cannot learn things iIn abstract. The
teacher could point and let pupils touch
objects, the use of teach master cards action
songs and simple games. In written work attempts
could be made to have children write original

experiences, apart from text-book material.

Many children enter school with considerable
mathematical experience. They have counted a
number of domestic objects like sheep or cattle,
bought a kilogram of sugar and possibly a litre
of milk. These things have made them conscious
of number, quantity, time, space; and when a

teacher plans for the lower classes he by no means
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starts with a blank slate. Classroom objects
could form an initial aspect of counting before
bottletops or sticks are used. In advanced
classes too children need abundant opportunities
to handle fractional pieces with full awareness
of the whole which they are part; they could

be helped to acquire a memory of a unit be i1t a
centimeter or a meter. They can best understand
linear measurements by letting them measure
actual distances between places that are familiar
to them. This would equally apply to area,
measurements of capacity, weight, through
shopping activities and learning about the concept

of money.

In subjects like geography,history and
religious knowledge, an activity approach should
also be stressed. In these subjects too
pupils have a practical experience. The type
of plants cr crops grown in the village or
the type of activities in which the people engage.
Legends about some famous heroes of the clan
or tribe, the concept of day and night, rain
and draught, temperature and the concept of the

supreme being who controls all the earthily activities.
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These could be utilised by the teacher

and thereby helping him not to push geographic,
historic and religious content on a verbal
basis. The use of picture maps, discussions,
recording, dramatization and any means that
will extend childrens®™ geographical, historic
and religious concepts from their direct
experiences. Children will learn best about
the saving Power af God, life of an early

man through dramatization and pictures; from
maps and pictures they will learn about
regional variations in products, iIn flora and fauna
due to differences i1n climate, and variations
in styles of life where climate and land forms
differs. Field trips i1s an added resource

to classroom knowledge. For primary children
these would be kept simple In content and short
in time and distance. Excitement fatigue and
confusion of too many things to see could take
a toll of young childrens® learning. A

visit to a small local peasant farm, or coffee
processing plant may be more useful than a
large and more distant coffee plant which though
IS more spectacular i1s too complex for children

to follow the sequence of operation. Someone
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reporting on an incident or aspect of
forming could be utilised. Through art and craft
subjects, the cave home of an early man and

familiar shopping centres could be modelled.

None of things discussed above is probably
new. Many primary teachers have probably heard
about them during their pre-—service or In-service
courses but the point they serve is that practical
child-centred teaching can be carried out In an

ordinary primary school classroom.

At any rate general 1mprovements should be
made to raise the educational standards of
primary education. Everything possible could be
made to encourage parents to raise building funds
through harambee and the faculty of Architecture
of the University of Nairobi could work out a
cheap building design as has been the case the
primary schools of Ghana3 in order
to offset the possibilities of sinking heavy
funds 1In very uneconomic traditional buildings.
The Ministry of Works would also prepare simple
designs for local fundis to make furniture for
the classrooms. It i1s unfortunate that a revolution
made i1n furniture setting with the coming of NPA

iIs dying and there iIs a tendency to gravitate back to the
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traditional desks. The “Kenya Equipment Scheme*®
could improve its supply of teaching materials
or otherwise have it decentralized to

provincial levels.

It might also be desirable to improve
the supervision level. The assistant education
officers should take a little more of the role
of helping teachers in their class activities
instead of laying emphasis on the administrative
role which apparently is strongly resented by
teachers. Apart from the supervision and help
given by the recently iInstituted Teachers
Advisory Centres, the colleges should also
assume the role of supervision for primary schools
within their proximity. Such a partnership
between the colleges and primary schools would
help In enhancing the success of modern teaching

methods.

There are now positive signs that teachers*
apathy iIn their profession would be eliminated
with the implementation of the Ndegwa Commission
recommendations on primary teachers®™ terms of

service. This might help i1n solving the
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problem of teachers seeing themselves as being

refugees In their own profession.

Teacher education and the quailtv of teaching.
It has earlier been pointed out that the
majority of the students iInterviewed feel that
the course iIs too crowded and there is a need
for specialisation to improve the quality of
the teacher produced. They also felt that
emphasis should be placed on professional work
and not academic studies. For their personal
satisfaction, 1t iIs reasonable to make provision
for some further study of subjects. The
academic course provided, however, should be
related to the subject matter that they will
subsequently be called upon to teach. As
regards specialisation iIn the academic subjects,
what needs to be done is to study and research
Into the extent to which it Is necessary and
desirable to have some degree of specialization
in the academic courses provided for iIntending
primary teachers. The Kenya Institute of Education,
in consultation with the colleges and primary

schools, should i1dentify various groups of
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academic subjects in number and composition

that might satisfy both the needs of the students
and those of the schools. The courses so

devised should be regarded as experimental 1in
character and their outcome examined with

regard to their immediate effects iIn the

progress and morale of the students involved

and also in the long terra to their effects on
life and work of the primary schools to which

these students eventually proceed.

With the running fdown of the P3 courses
there i1s an urgent need to reduce the time spent
on academic study, and ft comprehensive review
be undertaken on the contribution that each of
the professional disciplines; child study,
school organization and management and general
methods can be expected to make to the preparation
of teachers and on the basis of such review an
attempt be made to establish priorities. There
iIs a need to introduce some elementary course
in educational philosophy with special emphasis
on the development of teaching methods ( a study

of Plato, Comenius, Pestalozzi, Montessori, Rousseau,
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Dewey and others and their emphasis on pupil

- centred education) to dispel such ridiculous
phrases like the "New Primary Approach. To
design priorities iIs no suggestion that all
other disciplines of education are irrelevant

to the preparation of a primary teacher. The
point to be stressed here iIs that intending
teachers cannot be expected to make a complete
study of education during theilr pre-service
courses. In both depth and breadth of such a
study i1t should be conceived as an extended
process involving in-service courses. The study
of psychology, methodology and philosophy are
relevant to the immediate needs of a young
teacher and could be given priority than

perhaps the emphasis on school management and
organization. Even within the priorities, micro-

Tfields must be discerned.

The practical aspect of the college
curriculum should be stressed I1If It is going
to redirect the traditional authoritatian educational
practice. It should be realistic in what It
sets out to achieve. The core of its practical

nature should be based on guided observation
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of individual children and of small groups

of children and what philosophers and psychologists
say about these children. The study of methodology
should include the execution of activity

methods, the preparation of visual aids, practical
methods of testing and evaluation and all

related aspects.

An examination should be centred on the
techniques of teaching iIn schools of education.
The effectiveness and influence of all the
methods should be determined through some
critical analysis. Colleges are obviously
the starting place for a new approach to
education. Students must be given experience to
explore through trial and error and consolidate
their future methods of teaching. Students cannot
effectively break loose from the old bookish,
rote methods until they have themselves shared
the exhilaration of autonomous learning. They
have a strong recollection of thair own school
days; and they are inclined consciously or
otherwise to model their behaviour on one

or more of their teachers. It should not, however,
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be surprising that i1t is that way; when they
commit themselves to the teaching profession,
they may perhaps do so through the influence of
some of their great teachers. It i1s therefore
inevitable that they should observe or try to
remember the ways in which their own teachers

behaved iIn the classroom.

Steps should be taken by the Ministry
of Education and the Institute of Education to
enable colleges to have a direct control over
the demonstration schools to make i1t possible
for them to carry out model lessons. An approach
to demonstration lessons could be through
tutor demonstrated lessons which are accompanied
with a detailed questionnaire on what aspects
of class-teaching should be observed. These
could be followed with discussion lessons. Such
demonstration lessons could be succeeded with
students teaching of small groups of pupils and
micro-teaching before they deal with the whole
class. This means that students should
familiarise themselves with and develop confidence
in whatever methods are desirable iIn situations
that are less demanding than those they will

encounter iIn their work at practice schools.
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Most important could be ascertain
reliability and validity of the iInstruments
used for lesson assessment. An iInstrument
similar to that used in this study based
on the Flanders Interaction Analysis
Categories could be designed for lesson assessment.
Once students understand what i1s looked for in
their lessons i1t would be possible for them
to use 1t by themselves. Since the objectivity
of such an iInstrument can be easily established,
students will, to a great extent, not question
the assessment of their lessons by the tutors
and will have some clear understanding of
lesson evaluation. Such an Instrument will
also help students to know what proportion
theilr activities and those of the pupils are
reflected iIn their lessons. This could be a
major step towards the improvement of quality in

teaching.
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APPENDIX

EDUCATION SYSTEM AND TEACHER EDUCATION

Education system 1938 - 1949

LITERARY EDUCATION

MAKERERE COLLEGE

SENIOR SECONDARY

JUNIOR SECONDARY

GOVERNMENT AND
MISSIONARY PRIMARY
SCHOOLS.

ELEMENTARY SCHOOLS
ASSISTED AND
UNASSISTED.

Department of Education - Annual

TEACHER EDUCATION

MAKERERE TEACHER
TRAINING

PRIMARY AND LOWER

PRIMARY TEACHER
TRAINING.

ELEMENTARY
TEACHER EDUCATION

v

FORM 1

Vi
Vv
v

1l

1

1
SUB.ELB
SUB.ELA

Report 1938.



The Education system and teacher

Education 1950.

HIGHER EDUCATION AND PROFESSIONAL
TRAINING OVERSEAS.
-
MAKERERE T. TRAINING
HIGHER EDUCATION AND
PROFESSIONAL TRAINING

KT T.T.C.
SENIOR SECONDARY SCHOOL
FORMS 5 AND 6
DEPT. TRAINING SCHOOLS
T2 T.T.C.

SENIOR SECONDARY SCHOOL
FORMS 3 -4

T3 T.T.C. TRADE & AGRI.SCHOOLS
JUNIOR SECONDARY
SCHOOLS FORMS 1 AND 2

T4 T.T.C.
— PRIMARY SCHOOLS
STD. 1 TO 1V

NOTE: After the Beecher Report Junior Secondary-
school officially became the minimum entry for T4 teachers.

Source: Dept, of Education. Annual Report 1950.
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THE SCHOOL SYSTEM AND PRIMARY TEACHER EDUCATION
AFTER INDEPENDENCE.

SCHOOL SYSTEM PRIMARY TEACHER
AGE EDUCAT ION
IN YRS.
17 ___P2 AND PI E.A.C.E.

16 TEACHER EDUCATION
SECONDARY
SCHOOL 14 _ P2 K.J.S.E. TEACHER
EDUCATION
13
12 P3 TEACHER EDUCATION
11
10

PRIMARY 9

SCHOOL 8

NURSERY 4
SCHOOL 3
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APPENDIX ]

DATA COLLECTING INSTRUMENTS OF THE STUDY:

THE FLAN

TEACHER
Indirect

1. Acce

DERS INTERACTION ANALYSIS CATEGORIES : (SUMMARY)
TALK

influence
pts feeling: accepts and clarifies

the tone of the students In a non threatening
manner .
Feelings may be positive or negative. Predicting

and

recalling feeling are included.

2. Praises or encourages; praises or encourages

stud
rele
indi

llgo

3. Acce

buil

ent action or behaviour. Jokes that
ase tension, not at the expense of another
vidual, nodding head or saying "uh huh™ or

on" are included.

pts or uses i1deas of student: clarifying,

ding or developing ideas or suggestions

by a student. A teacher brings more of his

own

« Asks

cont

ideas into play.

questions: asking a question about

ent or procedure with the iIntent that

a student answers



10.

409

Direct Influence.
Lecture: giving facts or opinions about
content or procedure, expressing his own

_ _) _ _
1dea, asking rhetorical questions.

Gives directions: directions commands or
orders with which a student i1s expected

to comply.

Criticizes or justifies authority:
Statements intended to change student
behaviour from non-acceptable to acceptable
pattern; bawling someone out; stating why
the teacher 1is doing what he is doing,

extreme self reference.

STUDENT TALK.

Student talk-resnonse: Talk by students in
response to teacher. Teacher initiates the

contact or solicits student statement.

Student talk-initiation: Talk by students,

which they initiate.

Silence or confusion: pauses short periods
of silence, and periods of confusion in,
which communication cannot be understood

by the observer.
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LESSON OBSERVATION INSTRUMENT.

TEACHERS *CLASS ACTIVITIES.

1. Asking narrow questions and giving directions:
This category includes short form questions
requiring a brief answer like 6 divided

by 3.

2. Asking broad questions:
Questions which are relatively open-ended;
thought provoking requiring expressions of
opinion like "why do you think Nairobi is
the capital of Kenya?". Such questions may
be asking pupils* opinion regarding content

or procedure.

3. Lecturing or presenting information:
In this category fall situations when the
teacher gives information, facts opinions
or ideas to children. This may be for a
brief time or extended time, making
self-justifications and critising an

authority.

4. Accepting i1deas, behaviour, feeling and

helping individual pupils.
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This embraces all teachers®™ activities
which accept a pupil as an individual.
Clarifying building or developing ideas
suggested by a pupil for instance when

a pupil makes a suggestion the teacher

may paraphrase it, restate it more simply
or summarise what is said. He may say
"well that is an iInteresting point of view;
"1 see what you mean, Good".

Accepting or recognising pupils®™ emotional
state fear, anger, anxiety, happiness and
pleasure. Encouraging positive emotions and
discouraging negative emotions. Helping
an individual pupil with the aim of

enabling him understand a point.

Teachers®™ non-verbal class activities:
Writing on blackboard, demonstrating an
experiment or way a process has to be done,
marking pupils® work and going round

to see what pupils are doing.

PUPILS®" CLASS ACTIVITIES.

Pupils®™ talk response:
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In this category fall teacher initiated
contact or solicited pupils®™ statementsv
when a pupil answers a question asked by

the teacher when he responds verbally

to a direction given by the teacher.
Anything that the pupil says that i1s clearly

In response to initiation by the teacher.

Pupil initiated talk:

Pupil raising hand to make a statement or
to ask a question when he has not been
prompted to do so by the teacher. Comments
which ask for information about procedure
or opinions. Any conversation which one
pupil initiates with another expressing
their own ideas; like In group discussion.
The pupils have the freedom to develop

opinions or express their own ideas.

Simple non-verbal pupil activities:

This iIncludes i1nstances when the pupils

are contemplating or thinking out a
solution to a problem, working out exercises
from a textbook given by the teacher and

silent reading.
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More i1nvolving pupil non-verbal activities:
In this category fall periods of silence
when pupils are drawing, modelling, painting
project work both autdoor and indoor,
recording and performing experiments,

watching demonstrations by the teacher.

Confusion, irrelevant behaviour, giving

and taking commands:

Includes all occasions when more than one
person is talking and neigher person can be
understood (excepting unison responses)

or when the noise level of the class is so
high that no person speaking can be
understood. Giving commands and taking
them. Confused behaviour or a command

or direction, 1irrelevant comments that have
no relation to the purpose of the classroom
and non functional periods of silence when

teacher answers to a knock on the door.
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SHEET FOR CODING TALLIES DURING LESSON

TEACHERS~
CLASS ACTIVITIES

PUPILS* CLASS
ACTIVITIES

CONFUSION

OBSERVATION

CATEGORY
NUMBER

© © g4 o 0o b W N PP

=
o

TALLIES TOTAL PERCE-

TOTAL

TALLIES NTAGE

100%
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THE SCOTTS®" COEFFICIENT OF RELIABILITY

11 = Po - Pe
1 - Pe
TT“ = The amount that two observers

exceed chance of agreement
divided by the amount perfect

agreement exceeds chance.

Po = The Proportion of agreement

Pe = The agreement expected by chance
which i1s the proportion of tellies
In each category and summing the

overral categories.

The first six lessons with my assistant, the
Scott"s coefficient varied from 0.40 - 0.65;

the next half a dozen it varied from 0.73 - 0.89.
Training continued till 1t was constantly above
0.85. On Seventeenth lesson our observation was

as follows:
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CATE- OBS.A DBS.B %A %B WDIFF. (AV.%?
GORIES
1 59 51 14.1 13.9 0.3 1.94
2 34 24 8.1 6.5 1.6 0.53
3 160 151 41.0 38.0 3.2 15.62
4 9 12 2.1 3.2 1.2 0.07
5 25 25 5.9 6.8 0.9 0.41
6 97 76 23.1 20.7 2.4 4_.31
7 4 3 0.9 0.8 0.1 0.01
8 22 19 5.4 5.1 0.2 0.14
9 4 3 0.9 0.8 0.1 0.01
10 7 3 1.8 0.8 1.0 0.02
TOTALS 421 367 100.0 100.0 11.0 23.06
“ (100-11) - 23.1 65.9 - ) .856

100. 23.1 76.9
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1 INTERVIEW WITH PRIMARY TEACHERS.
COURSE;

1. Where and when did you take your teachers* course?

2. What are the subjects you learnt while at

College?

3. Would you think these subjects were too

many, too few or just enough?

Prom your experience in the field would
you suggest any changes that could be made

in the subjects?

4. New Primary Approach is an aspect of the
primary college curriculum. Did you attend
any NPA course while at college or iIn the

field?

What In your view are the most important

points about NPA?
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Prom your practical experience what could
you say are the advantages and disadvantages

of NPA?

PRACTICE TEACHING
While being prepared for Practice teaching
did your tutors occasionally demonstrate

lessons?

What can you say about the lessons they

demonstrated? a

When students are at college they often have
mixed feelings about Teaching practice,
some like and others not, What were your

personal feelings about i1t?

What led you to have such feelings?
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7. When on Teaching Practice .what most
important points were considered in a good

lesson?

8. In your opinion what do you regard the
most Important points iIn a good lesson

and why?

9. While on Teaching Practice would you
generally say you applied methods of
teaching taught to you at college because
you understood and liked them or you applied

them because of tutors* pressure?

Which methods for instance did you not
like or understand but you applied them

because of tutors’ pressure?
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Have you changed these methods iIn the

light of your field experience?

Would you say while on Teaching practice
students should be restricted to the methods
taught to them or ar occasionally they

would be allowed to iInitiate their own

methods?

Why do you say so?

TEACHING IN THE FIELD.
In your daily teaching, do you ever imitate

your former tutor?

Which methods do you imitate?

When you completed your teachers®™ course,
what problems did you experience 1in
introducing some of the methods you

learnt while at college?
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13= From your experience iIn the field what

14.

15.

do you notice in classroom teaching
that you think your course did not adequately

prepare you for?

Have you attended any in-service courses?

What would you generally say about them?

MISCELLANEOQOUS.
Are you preparing for any external
examination or do you have business to

which you have to attend?

For which examination are you preparing

or which business do you attend to?



16.
17.

18.
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Age

Professional qualifications.

Did you willingly enter the teaching
profession or did you do so because of

lack of a better alternative?
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INTERVIEW WITH PRIMARY COLLEGE TUTORS.
CURRICULUM

I would like to start off by asking for
your opinion about the subjects taught in
the college. Would you say they are too
many, too few or just about the right

number ?

What changes would you perhaps recommend

to improve the college Curriculum?

NPA 1s now an aspect of the Primary College
Curriculum. What iIn your view are the

most important points of NPA?

Is 1t taught iIn this college as a
separate subject or it iIs taught as part

of every subject?

In your opinion is it the best way of
teaching NPA or would you rather see it taught

differently?



What are your personal views about NPA?

What have you noticed to be students*

general attitudes towards NPA?

TECHNIQUES OF TEACHING.

What would you say about the time you
allocate to methods or professional

study and academic study In your teaching;
is 1t balanced or which area i1s given more

t 1 me ?

What do you think should be given more

time, and why should it be so?
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In teaching our students in the college,
what methods should we perhaps best use?
Lecture, tutorial methods, Activity

methods or any other?

Have you ever observed a student or
students try to imitate your ways of

teaching?

What would be the possible reasons for his

or their doing so?

TEACHING PRACTICE.

Has the college got a demonstration school?

Do you find it valuable to demonstrate
lessons before students begin their

teaching practice?
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What are your experiences about these

demonstrated lessons?

Students often have mixed feelings about
their teaching Practice, some like it

and others do not like 1t, what would you
generally say to be your students”

reactions towards teaching practice?

What most important points do you personally

consider in a good student lesson?

Considering your special subject, would you
say students genuinely apply the methods
you teach them or they do so because of

tutors* pressure?

What are your opinions about allowing

students to initiate their own methods?
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13.
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From your observation of the teaching

practice, what would you say generally
IS students* classroom behaviour, does
it lean to teacher_ domination of class

or pupil - centred lessons or any other?

GENERAL
Does the college have any system of contact

with its former studenho<?

In case you have met some of your old students
what do they generally say about the
training they received in relation to

their class teaching?

Age

Professional qualifications

Teaching experience: Primary
Teachers* College

Secondary School



428

QUESTIONNAIRE FOR PRIMARY COLLEGE STUDENTS.

The purpose of this questionnaire iIs to
enable you to make a personal evaluation
of the teaching course you are undertaking;
and there is no right or wrong answer to
any of the questions below; nor is there
a need to try and please anyone with the

replies you make.

CURRICULUM.

What subjects do you learn in college?

Do you think these subjects are too many,

too few or just right number?

What changes would you like to see made 1in

the college curriculum?

New Primary Approach is an aspect of the
primary College curriculum, have you done

any study of this subject?
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What In your view are the most Important

points about NPA?

In your opinion what are the advantages

and disadvantages of NPA?

TEACHING TECHNIQUES AT COLLEGE.

What would you say about the time
allocated to methods and academic study,
iIs 1t balanced or which one iIs given more

time?

And why do you think 1t should be so0?

What methods of teaching would you prefer
your tutors to use iIn teaching you,
lecture, tutorial methods, activity

methods of any other?
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Why do you prefer the method you have

selected?

While on your teaching practice do you
ever imitate your tutorse ways of teaching

you?

What are the possible reasons for your

doing so0?

TEACHING PRACTICE.
While being prepared for Teaching Practice
do your tutors occasionally demonstrate

lessons?

What can you say about these lessons?

Students” attitudes about Teaching Practice
are mixed, some like it and others not,

What are your personal feelings about iI1t?
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What led you to have such feelings?

What do your tutors consider to be the

most important points of a good lesson?

And what do you personally consider to be
the most Important points iIn a good lesson,

and why?

While on your teaching practice would you
generally say you apply most of the methods
of teaching taught to you because you
understand and like them or you apply

them due to tutors® pressure?

Would say while on teaching practice

students should be restricted to using



v
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14.
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methods taught to them or should
occasionally be allowed to initiate

their own methods7

Why do you say so0?

What general criticisms and suggestions
would you like to make about the teaching

course you are receiving?

GENERAL ..

Age

Course of study

Did you willingly enter the teaching
profession or you did so because you lacked

a better and immediate alternative?
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APPENDIX 111

DATA OF LESSON OBSERVATION

KEY TO OBSERVED DATA.

Independent Variables

Teachers * Grade

1 «
> «
3 «
A «

New Primary

1 *x
2 *
3 »

Pl Teachers

P2 Teachers

P3 Teachers

P4 Teachers

Approach course (NPA).

NPA Trained Teachers

NPA through an 1n-service

course.

Neither trained nor attended

an NPA course through iIn-service

Class teacher was observed teaching

*

N~ o o~ W N R
o

standard
standard
standard
standard
standard
standard

standard

One
Two
Three
Four
Five
Six

Seven.
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Preparing for one of the external examinations
C»P«f» » KaJaCaEa f EaAaCaEa j HaSaCa |

London G.C.E. ordinary and Advanced.

1 = Preparing for an External
Examination.
2 = Not preparing for any of

the external examination.

Age of the teacher

1 - 21 - 30 years of age
2 * 31 - 40 years of age
3 as 41 - 50 years of age
4 - 51 - 60 years of age
5 ax 61 - 70 years of age

Teachers®™ teaching experience.

1 0-10 years teaching experier®

2 11-20 years of teaching v
experience.

3 21-30 years teaching experience

4 31-40 years teaching experience

Teachers”™ sex
1 male teachers

2 female teachers.
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Vi1 Subject the teacher was observed teaching.
1 English
2 »~ Mathematics
3 « Geography
4 = History
5 = Science
6 = Religious Knowledge
7 = Swahili
8 - Reading
9 = Writing
10 = Vernacular
11 s Art/Craft/Domestic Science
12 = Music.

Dependent variables

IX Asking narrow questions and giving directions.
X Asking broad questions

X1 Lecturing or presenting information

X1l Accepting i1deas, behaviour feelings and

helping individual pupils.

X111 Teachers* non-verbal activities.

XVI Pupils* non-verbal activities.

XVI1 Pupils* talk response

XV Pupils* initiated talk

XVI Pupils* simple non-verbal activities.

XVI11 Pupils* more involving non-verbal activities

XVII1 Confusion and irrelevant behaviour.
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N

11.9
1.5
0.0

17.5

10.6
8.0

12.1

3.2

9.7

10.8
18.3
14.0
11.6
0.0

11.0
28*3
27.0
24.2
3.5

15.3
14.3
17.4
11.2
6.1

20.0
18.8
23.1
10.8
21.3
10.2
16.0
12.5
9.3

11.4
10.0

9.0

6.4
20.0

X

1.2
2.4
0.0
1.5
4.4
10.0
3.1
0.0
0.0
5.0
2.7
5.5
11.0
0.0
6.2
0.0
3.5
4.2
0.6
0.0
8.3
4.8
3.5
0.0
4.0
3.0
0.0
11.0
1.0
1.8
3.9
0.7
11.3
12.1
5.0
6.2
0.0
9.0

X

23.1
39.1
46.7
8.6
9.8
15.8
15.5
54.3
10*8
27.1
4*8
35.4
14.0
15.5
41.8
21.3
271.3
5.2
38.9
5.9
14.0
13.7
7.8
83.0
18.6
15.0
7.9
3.9
13.4
24.2
23.1
19.8
18.0
29.7
9.8
15.5
46.7
19.6

X

10.7
7.0
13.3
13.8
10.2
2.0
6.2
4.0
10.7
3.6
12.2
8.0
5.3
6«2
4.2
10.9
0.5
12.7
1*0
5.5
5.3
0.0
20.0
1.5
13.2
10.0
12.1

6.9

9.5
12.2

14*6
13.9
2.8
3.1
10.2
6«2
0.0
13*4

Xl

13.1
13.3
13.0
8.1
5.0
2.05
12.2

24.3
9.9

15.8
3.2

11.0
16.1
2f.4
12.0
11.2
5.9

20.7
31.8
5.7

16.1
18.3
15.0
3.2

13.2
15%2
14.5

6.9
5.6

33.6

11.5
12.8

15.5
1.2
5.0
12.2

34.1
8.0

Xiv

14.5
10.9
0.0
18.1
26.7
19*6
17.3
1.6
9.7
25.0
43.5
18.7
ai.o
17.3
15.0
17.7
27.3
26.7
4.8
17.2
21.0
21.4
14*8
6.2
22.4
17.0
20.7
18.9
26.6
6.0
13.0
16.5
23.8
27.7
26.7
17.3

4.5
28.0

0.0
0.0
0.0
4.0
0.0
1$.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
5.2
0.0
0.0
0.0
0.0

25.5
14.1
33.3
20.4
20.5
7.4

11.2
12.6
22.1
1.6

12%9
6.4

21.0
11.2
9.8

3.3

8.7

15.3
19.4
25.5
21.0
14.9

16.7
0.0

8.6
20.0
21.6
4.9
21.3
9.0
18.9
22.9
10.3
3.4
31.5
11.2

8.3
2.0

0.0
0.0
0.0
5.1
12.8
20.0
20.0
0.0
27*1
4.1
0.0
0.0
0.0
20.0
0.0
0.0
0.0
0.0
0.0
25.3
0.0
9.5
10.3
0.0
0.0
0.0
0.0
36.7
1.3
0.0
0.0
0.0
9.0
0.0
1.8
20.0
0.0
0.0

Xvni_

0.0
4.7
3.7

2.9
0.0

0.0
2.0
0.0
0.0
0.0
2.4
1.0
0.0
2.0
0.0
1.3
0.2
1.5
0.0
0.9
0.0
0.0
0.7
0.0
0.0
1.0
0.2
0.0
0.0
3.0
0.0
1.0
0.0
0.0
0.0
2.0
0.0
0.0
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14.0
11.7
18.8
12.1
16.0
10.0
20#5
7.6

13.0
23.1
2043
28.4
10.0
11.4
8#4

6.2

5.0

0.0

17.0
11.2
12.0
1%0
9.9

12.8
15.0
1040
14.0
13.3
5.0

14.8
10.0
W.7
8.0

20.0
10.3
24.2
9.2

0#0

0.0

11.6
12.6

20.3
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8.8
0.0
0.0
4.9
2.0
9.2
1.0
1.3
4.2

5.5
8.0

0.0
1.9
1.2
3.4
5.0
0.5
0.0
4.0
0.8
8.8

1.0
0.0
4.5
11.0
5.0
0#0
0.9
5.2
9.2
2.5
7.0
5.7
2.8
4.1
3.3
0.0
0.0
1.4
0.5
10.3

11.6
28.3
27.1
33.0
40.7
17.5
27.8
22.7
25.0
16.2
271.3
12.2
2?21
20.3
27.1
11.2
18.5
9.7

20.0
17.1
15*0
12.9
39.1
18.9
35.4
12.2
13.8
6.85
53.3
28.6
9.8

18.2
1.0

21.6
31.7
271.3
25.5
15.2
16.7
6.8

24.7
3.7

7.0
6.2
3.6
11.0
5.0
7.5
4.8
8.6
6.6
8.1
10.9
5.2
9.7
14.9
2.5
7.2
13.0
15.3
8.0
9.8
8.3
10.6
7.0
16.2
8.0
3.2
8.6
0.7
0.0
7.3
1.6
13.2
1.2
3.4
1.4
10.9
11.6
15.2
1.7
16.6
8.5
4.3

14.0
16.5
18.8
13*0
10.7
14.4
11.3
15.2
14.1
7.1

11.2
20.7
16.9
12.0
13.8
8.9

29.6
12.3
10.0
15.9
11.7
13.9
13.3
14.3
1U0
4.8

8.1

1.7

35.4
10.1
3.6

11.5
9.2

17.6
26.7
11.2
25.4
12.6
6.6

18.6
17.5
0.0

22.0
15.0
25.0
16.0
10.3
18*4
20.0
9.7
18.8
27.4
17.7
26.7
15.8
14.4
23.1
11.2
1.9
0.0
20.2
19.6
20.0
18.9
10.9
12.8
18.7
43.5
18.1
13.0
4.4
21.00
26.8
13.4
35.8
25.0
12.5
19.0
13*4
0.0
0.0
16.6
13.1
19 4

0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
3.6
0.0
0.0
1.0
0.0
2.7
3.0
0.0
0.0
0.0
0.0
4.0
0.0
0.0
0.0
0.0
0.0
3.3
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0

16 6
23.1
21.4

0*°
1*2
b o

3
0.0

0.0

0.0
0.0

0
o»
0.0
00
»e
00
00
0.0

0.0
M«

0.0

<
I

-I\

~ Qg
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8.1
10.0
0.0
6.0
8.2
14.6
9-0
0.0
6.4
0.0
10.2
2.0
11.4
3*0
9.5
1.0
16.7
2*0
0.0
10.3
18.2
8.0
10.1
26.0
15.5
0.0
11.6
16.0
8.2
17.0
19.0
22.0
15.4
16.1
6.7
12.0
15.4
6.1
14.0
30.7
7.0

7.1

0.7
0.0

15.0
2.2
3.4
1.0
0.0
4.6
0.0
311
4.1

0.1

0.0
10.5
0.0
2.0
0.0
0.0
5.5
1.3
4.0
1.1
4.6
1.6
0.0
1.1
3.7
1.8
2.0
0.0
4.0
2.6
4.1
5.0
3.0
7.1
0.0
4.9
16.0
14.0

17.0
40.7
20.0
16.0
32.3
40.7
39.1
39.5
20.0
14.9

68.5
83.0

17.2
40.0
6.4

40.0
19.7
40.0
24.2
26.7
25.4
20.0
15.8
20.1
27.8
14.4

32.4
22.8

25.0
33.6
33.6
30.0
27.1
19.2
28.3
20.0
12.1
14.7
31.1
23.3
4.0

8.9
5.0
13.3
10.0
0.0
5»0
T.0
9.8
8.0
13.7
1.9

1.5

6.2
7.0
8.3
7.0
1.4
7.0
19.7
6.8
8.0
14.0
11.4
4,9
4.1
19.0
2.3
14.4
15.0
10.3
10.0
5.2
3.6
3.5
16.5
7.0
2.5
14.7
14.6
3.3
6.0

18.9
10.7
16.7
10.0
32.4
10.7
18.0
9.8

20.0
14.9
1.7

3.2

17.2
30.0
*.3

30.0
12.6
30.0
24.2
7.8

11.0
20.0
10.3
8*5

14.5
10.8
24.1
22.8
25.0
17.2
17.0
5.8

18.8.

19.2
15.0
20.0
14.6
14.7
11.5
1.7

6.0

14.3
14.6
0.0
0.0
15.8
14.6
10.9
0.0
12.0
0.0
13.0
6.2
14.3
2.0
19.0
2.0
18.7
2.0
0.0
14.3
18.7
10.0
10.9
27.0
19*6
0.0
12.2
15%2
8*3
17.2
17.4
24.0
5.7
1902
6.2
14.0
18.6
5.2
13.0
21.7
21.0

0.0
0.0
0.0
0.0
0.0
0*0
0.0
0*0
0.0
0*0
0.0
0.0
0.0
0.0
0*0
0.0
4.4
0.0
0*0
0.0
0.0
0.0
0.0
3.9
0.0
0.0
0.0
0.0
0*0
0.0
0.0
0.0
0.0
807
0.0
0.0
0.0
0.0
0.0
0.0
0.0

35.7
10.3
0.0
20*0
9.8
10.3
14.1
20.4
20.0
0*0
1.6
0.0
14.3

18.3
19.0

18.0
15.3
18.0
0*0
14.3
6*4
20.0
13.9
5.0
13.9
23.8
16.3
3.9
16*7
1.9
1.8
5.0
25.0
807
20.3
24.0
13.9
3.5
18.9
3.3
21.0

0.0
0.0
50.0
3.0
0.0
0.0
0.0
20.5
10.0
56.6
0.0
0*0
14.3
0.0
19*0
0.0

9.2

0.0
31.9
14.3
0*0
0.0
25.0
0*0
3.0
32.0
0*0
0.0
0*0
0*0
0.0
0.0
0.0
0.0
0.0
0.0
14.3

41.3
0.0

0.0
21.0

0.0
0.0
0.0
0.0
0.0
0.7
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
0*0
2.0
0.0
1.0
0*0
0.0
1.0
4.0
1.5
0.0
0.0
0.0
0*0
1.2
0.0
0.9
1.2
4.0
0.0
0.0
0*0
0.0
1.5
0.0
0.0
0.0
0.0
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8.0
10.8
10.2
11*2
10.9
0.0

15.1

0.0
11,2
19.0
3.0
2.0
0.0
0.0
18*6
12.0
10.3
16.00
18.8
17.2

12.4
20.1

5.0
8.0
6.3
8*4
0.0
13.3
10.3
16.2
9.3
4.3
15/0

7.8
23.7
0.0
10.2
4.3

15.7
11.0 *

10.0
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10.0
8.0
5.0
8.0
9.7
0.0
5.1
0.0
0.0
4.5

2.5
0.0

0.0
0.0
0.0
9.4
3.2
5.4
3.6
5.0
1.8
4.3
4.0
5.0
2.0
5.3
4.0
0.0
6.3
8.3
2.0
8.4
8.2
6.0
0.0
2.2
0.0
4.0
6.0
1.4
4.8

1.7

40.7
27.1
17.0
8.3

11.#
27.0
19.2
82.7
57.0
46.3
30.0
33.3
58.1
40.0
53.6
10.0
46.3
46.2
0.9

16.4
40.7
9.7

15.7
30.0

35.0
25.0
25.5
21.2
16.9
14.0
21.4
37.7
16.7
40.0
23.4
Is*4
30.3
16.7
25.8
26.7
27.1
28.3

5.0
3.6
8.9
8.3
9.4
27.0
16.13
0.0
0.0
9.8
4.0
11.0
4.9
20.0
0.0
10.0
9.8
9.7
6.1
15.6
5.0
10.0
8.6
10.0
5.0
12.5
11.6
19.2

4.9
6.0

6.0

10.1
16.5
0.0

10.9
5.4*
23.2

9.5
12.8

1.1
3.6

16.5

10.7
18.8
8.9

7.2

13.1
15.5
19.2
4.8

30.0
9.3

20.0
33.6
22.0
20.0
43.5
14.0
9.8

9.2

6.1

12.7
10.7
6.6

8.6

24.0
25.0
25.4
25.4
27.2
15.9
4.4

14.8
16.2
16.7
1400
23.4
5.4

4.8

16.7
25.C
25.1
15.8
15.0

10.3
25.0
14.3
18.8
12.5
0.0

19.2

6.9
0.0

15.2
20.0
2.3
2.0
0.0
0.0
26.0
15.7
15*2
22*1
13.8
1003
17.0

25.7
6.0
8.3
13.4
11.6
0.0

16.9
18.0

17.10
16.1
10*7
20.0
7.3

27.5
0.0

14.0
1.7
17.4
25.0
6.2

0.0
0.0
0.0
0.0
12.2
0.0
0.0
0.0
0.0
0.0
0.0
0*0
0.0
0.0
0.0
0.0
0.0
0.0
0.0
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