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ABSTRACT 

Music and other cultural Sl!bjects received emphasis in 

the -education- system i-n Tanzania during the reform of 

Education for Self Rel iance. It was realized that tl1e 

cultural values of the nation were dying otit, whereas 

schools and col1eges should have the role of transmitting 

culture to future generations. The aim ~of ëstablishing 

music education programmes in teacher training colleges was 

to preparè teachers who would ensure effectiveness of 
-

similar programmes established for primary and secondary 

schools. The problems _ affecting music prog:r::ammes in 

Tanzania are: unfamiliarity with the subject, hurrieâ-

training of the teachers, · ce-ntralized curriculuni" 

development, and lack of evaluation. 

The purpose of this study has _been to evaluate the 

primary teacher training colleges to find out the extent~o 

wtiich music education, in that category of teacher training 

ëolleges, p~epares student teachers to · teach _ music in 

primary schools. investigations in th~_study-were done on 

perception of the programme and teaching.qualifications as 

the internal variables of -she __ tutors, arid tutors' external 

variables which comprised availability of teaching-leàrning 

materials and programme- evaluation. 
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Literature on studies in similar programmes reveal that 

new programmes fail to accomplish their goals when such 

goals, are not adequately perceived by the implementers and 

when the implementers do not posses adequate qualifications. 

New programmes also fail to accomplish their goals when 

• 
there is inavailiability of the necessary materials and when 

the activities àre not evaluated from time to time. 

Data for this study was collected through survey 

process using questionnaires, interviews and a cognitive 

test to the tutors and other music tutors. 

The findings reveal that music tutors in teacher 

· training colleges have both a low perception of the 

programme and low teaching qualifications. There is also 

limited availability of teac:hing materials and inappropriate 

evaluation process to the pro-programme. 

Recommendations given involve strengthening 

rerationship between music at the Ministry of Education and 

Culture, particularly the Inspectorate Department, the 

Institute of Curr-Îculuin · Developmen:t,, the National 

Examinations Council and Teachers' Colleges for èffective 

fulfillment of their roles. 
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1 

1 
i DEFINrTIONS AND ABBREVIATIONS 

The following definitions have been adopted in this study: 

curriculum a planned activity in terms of content and 

strategies for school or college learning. 

curriculum prooramme: an education plan to be followed in 

school or college learning under certain 

established goals. 

curriculum devPJ_c:t:,ent_: preparation of content and teaching 

in ·the form of syllabus, 

teacher's handbook and other 

tl-:,~c1ü.ng-learning m·aterials for a specific 

level_ of l~arners. 

curriculum developer: a persan whose task is to develop the 

teaching, learning materials and assess the 
1-

work of these materials in schools or 

colleges. 

effective learning or effective teaching: respectively, the 

occurrence, or to cause occurrence of actual 

des irable and constructive changes in the 

learner based on the intended goals. 

xvi 
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educational evaluation: a systematic approach of examining 

an educational activity whereby information 

found judge whether or net the goal for the 

activity is reached and provide sorne 

suggestions for its improvement. 

inservice training course: a programme which addresses the 

specific academic and professional needs of 

serving teachers. 

perception: process by which an individual becomes aware of 

changes through ce:r-tain organized wGys such as 

seminars 

or publications ' ' -
\·.'Il l.Clî enable him to-see, hear and 

use oth~r similar senses. 

music education: music knowledge provided in schools and 

other institutions. 

teachin__g-learning materials: p~blications and other 

equipments for:classroom instruction. 

·teacher competency: teacher's ability in knowledge and 

skills to cause effective teaching/learning. 

xvi_i 
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teacher training college: an institution for preparation of 

teachers. 

tutor: a teacher educator or a trainer of student teachers. 

seminar: a meeting for giving and discussing an educatlon 

information. 

workshop; a meeting called upon a selected sample of 

teachers and other education experts in a given 

subjects for the task of preparing the teaching­

learning materials. 

The foll_owing abbreviations have also beem used in this 

study: 

ESR 

ICD 

INSET 

NECTA 
1.,· 

UMISETA 

UMISHUNTA -

Education for Self Reliance 

Institute of Curriculum Development, 

Inservîce Training or Inservice Teachers 

National Examination Council of Tanzania. 

(Kiswahili ~bbreviation for) Umoja wa Sa_naa 

na Michezo kwa Shule za Msingi Tanzania). 
-

(Kiswahili abbreviation for Umoja wa Sanaa na 

Michezo kwa ~fhul~- za Sekondari Tanzania 

Association of Arts and Sports for Secondary 

Schools in Tanzania) 

xviii 
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UMISAVETA - (Kisw2hili abbreviation for Umoja wa Sanaa na 

Michezo Kwa Vyuo vya Ualimu Tanzania) 

Association of Arts and Sports for Teacher 

Training Colleges in Tanzania. 

xix 
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CHAPTER ONE 

INTRODUCTION: MUSIC EDUCATION IN TANZANIA 

1. Purpose of the study 

After achieving independence, there was awareness among 

educators in the developing countries that the traditional 

culturàivalues were disappearing. It was argued, that the 

western type of education, introduced in those countries 

during the colonial period, was not encouraging native 

cultures (Nyerere~ 1967; Milner, 1973; and Hawes, 1975). As 

par.t uf: education reforms, therefore, schocl s and other 

institutions were given the responsibility to revive and 

preserve thé- national culture for future generations_. Hence 

school learning should include the nation's customs, 

trac:Ü tions, songs, dances, legenda, heroic exploits, 

tradi tional culinàry, l;l.ome remedies and other aspects of the 
,· 

nation' s cuiture (Bishop, __ 1985) . 

I .,· 
1 · 

In Tanzania music and other cultural subjects received much 

emphasis ·in response to the ieform of Education for Self 

Reliance (ESR) in 1967. Milsic programmes were planned-for 

pri:mary and secondary schoois and teacher training colleges. 

Syllabuses weré developed for classroom learriing, and 
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competitions in extra-curricular activities related to 

cultural subjects were also introduced and encouraged in 

order to ensure that pupils and students were learning bath 

theories and practices in the classroom. Pupils and 

students were, therefore, encouraged to participate in the 

actual performànces of cultural activities. 

If innovations in music are to be meaningful, priority is to 

be giveh to primary school learning. Taking this as the 

criterien, the purpose of this study has been to evaluate 

the music programme for primary teacher training in Tanzania 

so as to determine the extent to which the programme 

prepares student teachers to teach music in prirnary schools. 

2. Establishing the need for music education programmes_ 

.Historical reasons, political decisions, economic 

situations, social and cultural needs are all determinants 

of the~ curriculum. These determinants tend to change in 

time and· place .. The~existence of any curricula, therefore, 
~ 

is a historical aéc1dent (Kerr, 19.~8) 
1 :· 

1 

,._ Bat-Sheva ( 197 8) lists·· qui te a number of model·s which can be 

likened to curriculum change. Among _ these models are 

evolution and revolution. Evolution refers· to the changes 

of the climate in the classr-oom situations as evaluated 

mainly· - by the teacher. Revolution, on the other hand, 

2 
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refers to the political influences on the curriculum. 

Revolution is radical by nature and may have depended on the 

evidences of the evolutionary processes of change in a 

curriculum. However, change by evolution is more important 

because it is slow, and as such it penetrates deeper into 

the minds of those involved in it. It involves people of 

every level and' permeates down to the--grassroots level. 

'· 
Taking this into consideration then the teacher who is the 

major agent of implementation-gives views of his experiehces 

and wishes for change. But, changes through evolution are 

rather slow. Lawton (1978) gives an example of latin whi~h 

was out of fashion, but continued to_remain in school and 

college timetables, until in recent d~cades when the goals 

had to be d_efined by (or for) those-who needed it. 

In Tanzania, before and some years after independence, 

teachers' concept of music educati6n did not extend beyond 

a singing period. -Very _ ofte-n the _period was replaced by 

other subjects or 9utdoor ~lass activities. FOr teacher ! .• 
'.:-· 
1-

training, music mean~ a_recreation-between periods or 'as a 

.rnethod to ·- teach new.- concepts particul~r1y· for the lower 

classes (Mselewa, 1971. In recent years the definition of_ 

singing~was even limited more to political songs (Ministry 
·-. -

... 

of Educa~io~ Inspectorate report, 1983). The situation of 

music education in Tanzanfa, tl).erefore, was what Urebvu 

3 
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(1985) expresses as an educational activity which is 

completely unplanned and entirely unanticipated, in the 

unsystematic approach to the curriculum. 

Music education programm_es in Tanzania, though defined 

through political influences, seem to be supported by 

evolutionary changes of music curricul-um outside Tanzania. 

Basically, the need for music education lies in the general 

aim of education which is ta-transmit culture to the next 

generation (Nyerere, 1967). Thompson (1973) argued: 

... i t is not surprising tha,t the kind of 
fuse that is made, say, read,ing standards 
never seems to be made - about music. Yet 
more -and more teachers are musically 
inadequate. . . At the same t-ime children are 
becoming interestèd in popular music at an 
earlier and earlier age~ This is part of 
culture. Have school~_come out of touch? 

Thompson•s argument is about the importance to treat music 

like other discipiines arid the _necessi ty for teacher 
! .• -

training- to equip stuëien~s with adequate music knowledgJ and 

skills. 

In the effort to keep records of one's culture or music, one 

way of ?ccomplishing this is to put it into written 

documents (Mselewa, op. cit.) . Youths in schools must learn 

4 
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symbols and signs in the theories and practices of music. 

Bebey (1969) in his book 'African music: People's culture' 

writes, 

... many African works (including his book) 
have omitted illustrations of musical 
transcription because the authors lack the 
knowl~dge of it. 

He further realizes that African music may not fit the 

symbols of Western music but we must learn i t first __ as .a 

basis ta.be able to suggest our own. This need was also 

pointed out by Marshall ( 1948) in her book 'Sangs from 

overseas' which contained European tunes to assist teaching 

music in Nigeria. 

She admittedly, yet critically wrote: 

People in African have beautiful music of 
their own and a variety of sangs for theit 
own games, staries, farming... _ 
These songs should be collected and written 
down by th~se natives _whose music it is. 

But wit4 this realization ·the teaching of music corttinued 

for a _whole century propagating - foreign mus_ic __ in _ Afrièan 

schools. This has been rioted by Ha-wes (op. c-it.). 

It is exceptionally ironie still to f ind -
children in a culture: which -has fathered 
half the popular musi_:e _in modern world-, 
condemned to drone_-away -in their music 
lesson over nineteenth-century hymn tunes, 
~ith dancing relegated to a f~w minutes at 
the conclusion of - the physical education 

--
5 

CODESRIA
 - L

IB
RARY



\ 

lesson. 

Similarly, Milrier (op. cit.) pointed out in the general 

culture aspects: 

In the pacifie, for instance, in less than a 
century and a half, the old Hawaiian culture 
has vanished, almost without a trace, and so 

_ has the· culturë of the New Zealand Maori, 
save in a few of its aspects such as 
wooàcarving, funeral eus.toms and food 
habits. 

From the above quotations it is not surprising that Tanzania 

found it a necessity to retain its culture through school 

learning. This was also emphasized by Nyerere (as quoted by 

Mselewa, 1971) when he posed this question: 

How mariy of our (elites') children can sing 
their tribal sangs? 

Fina-lly, related to the need to retain -- one' s culture, 

appreciation of culture is also a result of learning. Music 

in schools should help youths to like their culture. Rev. 

Father Gerald (1959) remarked, 

... no matter how well the Africans_can sing 
and dance to European music they ~ill only 
pretend to feel it. Africans must Jearn to 
_appreciate and like their own music. 

~he above quotations have been representation· of thè many 

views which emphasize the need for an orqanized curricÙlum· 

of music. At the realization 9f . ..such a need, through 

evolution, _it was necessary for:Tanzania ~o establis}1. :music 

programmes in a revolutiona-ry approach . As a · rule,.-
.. 
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therefore, teacher education is to be considered as a 

priority in fulfilling the need for an organized music 

curriculum. 

-
3. The music education. programme for teacher training 

' colleges in Tanzania 

Aims and object~ves 

The second reform of education, Education for Self Reliance 

was began with the announcement of the Arusha Declar~tion in 

1967, by the first President Julius Nyerere. -"Among the many 

changes that were made were the decision to establish 

cultural pr~grammes in schools. These cultural subjects 

comprised of fine àrts, theater arts and music. 

The aims and objectives of teaching music education in 

primary teacher training have been listed _in the preliminary 

section of the 1978 revised syllab~s (Ministry of Education, 

1978) as follows: 

After completion of this syllabus student 
teachers should be able to: 

1. read and write music in simple forms; 
2 .. proceed with further music learning; 
3. teach music in primary schools; 

7 
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4. value, appreciate music through 
participation in college choir 
activities, tradition, African 
dance and pl2ying some local musical 
instruments and 

5. make some research in music, and use the 
local resources in teaching. 

The purpose of music· education for: inservice training of 

music tutors is also in the syllabus for· that course 

(Ministry of Education, 1980 revision): 

The ~ut~b~~ df this course is to train teachers 
in the field of music so that they can teach 
music in primary and secondary schools and 
teacher training colleges ... 
The objectives are: 

1. to give the students the basic elements of 
musicianship 

2. to train them in these elements so that 
they are able to apply them in the 

classroom sitri~tion. 

It was emphasized that the teaching and learning of music 

should be based on the indigenous activities related toit. 

Such acti vi ties were mainly choir songs and indigenous 

African dances. F:.o.r thi,s · reas.on competi tiens of cul turâl 

activities were established for the three levels of 

education: primary. and secondary .schools and teachers 

.coll~ges, respectively. 

The competitions were _ established under the title of 

•Association of Art and Spo~ts•. H~nce the names for tne 

competitions are (abbreviations of Swahili titles) UMISETA, 

8 
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UMISHUMTA and UMISAVETA; for primary and secondary schools 

and teacher training colleges, respectively. These 

competi tians are performed every year, respecti vely, at each 

level. They involve inter-schools, inter-colleges, zonal 

and, eventually national level competitions. Awards of 

certificates and other prizes are given to individual 

winners and thelr respective schools, colleges or zones. 

Primary pre-service teacher education 

Tanzania trains two types of residential preservice primary 

school teachers. They are grade Band grade A certificated 

~eachers. Grade B trainees are student teachers who have 

done wel 1 in the Primary School Leaving Examinati_<:Jn but 

could not be selected for secondary education. The duration 

of the course· is four years. Grade B teacher training, 

however, is in the plant to be phased out. Grade A level is 

for student teachers who forma large group and they should 

have more than four liasses in O'level examination.· Their 

training period is two years. 

Subjetts for teacher training are the general school 

s_ubjects including music, educational psychology, philosophy 

of education, method;iogy, political education and teaching 

practice. A student teacher for primary schools must learn 

to teach all subjects at the level of primary educ~tion. 
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The allocation for music education periods in the college 

timetables is two periods per week for grade B. For grade 

A, the allocation is, two periods for those taking general 

course, one period for those specializing in art subjects 

and one for those who specialize in science subj ects. 

(Basic facts about education in Tanzania: 1984). 

In order to qualify in the teaching profession at the end of 

the course a student must pass: 

1. Teacher grade Bor teacher grade A final National 

Examination 

2. Teaching Practice 

3. Character Assessment 

Music 

The National Examination Council of Tanzania (NECTfl:) is 

responsible~ for c"onductirig the - final national 

examination~ and compiling the results from the three 

types of asiessments list~d above. 

education is also among the subj ects 

primary school teachers during their inservice courses . 

Such inservice cours_es are conducted mainly for. grade _:S 

teachers in order to raise their competence in teaching 

music. (Ministry of education, 1986). 

10 
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Training of music tutors 

As in the case with the other cultural subjects (theater 

arts and fine arts), training of music tutors is done 

through an inservice programme at Butimba Teachers College. 

About ten primary school teachers who have experiences of 

• 
teaching for more than two years and who have to qualify in 

an interview are enrolled every year. To be selected for 

music inservice training, teachers should have 

qualifications in the subject which may vary from obtaining 

cer-tificates in music theory from Grade I to IV privately, 

or passing music theory in 0 1 level of NECTA, or even having 

some kind of good performance as a musj c teacher in a 

recognized s.chool choir, African dancing t.roups, or similar 

situations. The training is for two years after which a 

.music ce:r:tificate is awarded to those suçces_sfully 

completing the programme. They are then posted to teach 

music in secondary schools and teacher training c6lleges. 

The ·tutors for .the ~nservice training are supposed to be 

university gradùates, bût th~re have always been shortages 
I ·~ 

and sometimes experts from abroad have been employed tQ fill 

the gap (Castle, ~970). 
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Curriculum development and the inspector 1 s roles 

Tanzania, like many other developing countries, has a 

centralized national curriculum development centre, the 

I_nstitute of Curricul~m De_velopment (ICD) 1 which is situated 

in Dar es Salaam City. The ICD is responsible for the 

developm_ent of all curricula (except in religion) for all 

prirnary and secondary schools and teacher training colleges 

(Na:t:Lonalreport for International Conference on Education, 

Geneva 1986). 

The teaching-learning matérials bei~g developed by ICD are 

rnainly the syllabuses, student textbooks and teacher 1 s 

· guide~ The devel_oprnent of educational materials bv ., the ICD 

is done by piece ~eal production, especially for th,e ns?-W 

programmes which face immediate dernand of such mater·ials. 

The educational rnaterials are written and revised by subject 

panels- in workshops organized by respective subject 

curriculum dev_elopers. The panel members include prirnary 
~ 

and secondary school teachërs, t~~ors of teacher training 

c~lleges, uni versi ty lecturers and other experts. A 

... curriculum developer for each subject acts as ·a secretary to 

his panel and supervises the coordination and organization 

of the work. The finished materials such as rnanuscripts are 

then subrnitted to the Ministry of Education headquarters, 

for approval befqre publication by governrnent agencies. 
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Thereafter the materials are disseminated by a parastatal of 

the Ministry of Education, the Tanzania Education Supplies 

Company (TES) . 

There is a music inspectorat the Inspectorate Department of 

the Ministry of Education. Among others his role is mainly 

to inspect the 'situation of all sectors related to music 

programmes. His school and college inspectorate reports 
i.· -

would particularlybe depended upon for development of music 

materials at the ICD. 

4. STATEMENT OF THE PROBLEM 

At the beginning of reform of Education for Self Reliance 

(ESR) in Tanzania 7 teacher education was in the pattern of 

training students. in not only many, but _ also unfamiliar 

activities within a short period of time. ·Most often the 

trainers in TTCs were few and not well qualified. (Castle, 

1979) . It was a reflection of ESR reform which demanded 

changes in the whole-·system of education. · Sorne. of the new 

programmes that were established àlongside musiè and other 

cultural programmes were: 

i) Programmes of the dèvelopment of Kiswahili to be an 

official .: language and·· a medium of instruction for 

primar~s~hools, and the training of its teachers. 

ii) Adult education programmes fôr national development. 
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iii) Implementation of the policy of 'education for self 

reliance' in schools. 

There were also externally oriented programmes which 

included: 

iv) UPE (Universal Primary Education) 

(v) APSP (Science Programmes) and 

(vi) ASSP (African Social- Studies Programmes). 

These, as Castle (op. cit.) observed, were the many calls on 

slender resources in a reform that was too fast and too far. 

What -was crucial was the fact that the implementation of all 

these programmes had to start immediately relying on the 

same teachers especially those for primary lev_el. Hence 

training of teachers had to be in that pattern: the effort 

to make students grasp ~he knowledge and skills of many 

activities during the short training period (Jeffrey, 1972). 

The immediate and main question which this study aimed to 
iJ. 

answer frorri the above situation was: · To what extent does a· 

music programme in grade A TTCs prepare students to teach 

music in primary schools? 

Specifically, there were four· issues which needed to be 

investigated by:th~s study. First, primary teacher training 

has the same characteristlcs as that ~f th~ training of its 

,.. 
< 
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tutors, 

subjects. 

i.e. overcrowded timetable that contains new 

Music tutors therefore are trained in a hurried 

way to prepare them to teach music in TTCs. To what extent 

do tutors perceive the music programme? It is necessary 

therefore to determine the extent to which music education 

in TTC~ fulfills the objective of preparing student teachers 

on the basis of'the local needs. 

Secondly, in addition to training in many and new subjects 

the type or level of music education offered in training 

tutors and teachers is almost the same. It is a result of 

the ad hoc decisiôn to imp1ement, at the same time, music 

programmes in primary and secondary schools and teacher 

training c?lleges. This is clearly stated.in the syllabus 

for the inservice training in music certificate (emphasis by_ 

underlining added) 

The purpose of this course is to train 
teachers in the field of music so that they 

·can teach ·;music in primary. and secondary 
sçhools and èolleges of National Education 
(teacher training colleges). For the time 
being · all teachers will follow t·he same 
course whether they are meant. to teach fn _ 
primary or secondary schools, or college.s of 
national-education. as the level of mus±c 
knowledge is almost the same. 

.. 
Hence the question can be raised.: as regards·· the 

.. 

qualification of tutors after such train~ng-to teach music 

in TTCs. 
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Third, despite the decision to implement music programmes at 

the same time at all levèls, the implementation too did not 

wait for the development of necessary teaching-learning 

materials. The Institute of Curriculum Development, Dar es 

Splaam had adopted a centralized model while developing its 

materials through research approach. Since the 

establishment of the programme, to what extent has the ICD 

been able to develop the required materials for music 

teaching and learning in TTCs? Are the materials available 

in the colleges? 

Finally, as a principle, the evaluation process must be 

applied to the different stages of a curriculum programme in 

order to asc~rtain efficiency and ensure that the programme 

reaches the goals that were intended. (Alccorn, 1959); 

Wheeler, 1967; Alkin, 1970; Parlett and Hamilton, ~1975; and 

Stenhouse, 1975). Bence the performance of the music 

curriculum developers and the inspector must be evaluated to 

determine th~ extent of success or failure in their assigned 
" . - il-

-··· 
roles. This is im~ortant especially to the latter being the 

coordina:.tor of the programme. 

Evaluation, when applied to students, serves not only to 
-

examine teacher effectiveness, but as an established norni in 

traditional education, would motivate: both tutors and 

students to concentrate on the programm_e. How are-students 
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in TTCs evaluated in music? To what extent do tutors 

influence the knowledge of student teachers? 

5. Significance of the study 

The significance of this study lies in the principle that 

the music programme being implemented -in Tanzania has to be 

evaluated at the different stages of its development and 

implemèntation, and the different levels of operation. 

Settidisho (1987) in relation to the implementation of an 

instructional programme mentioned that: 

1. The qua li ty of instructional 
programmes depends upon the 
quality of decisions made about 
the instructiona_l programmes. 

·2. The- quality of decisions depends 
~pon the administrator's ability 
to identify alternatives Which 
comprise decision situations, and 
to make sound judgements 
concerning these alternatives. 

3. Making sound .judgements requires 
timel?... access - · to valid and 
reliable information pertaining to 
alternatives. 

4. Availability of suçh information 
requires a systematiç means to 
provide it. 

5. The process nece~sary 
pr0viding this information 
decision making comprise the 
concept of evaluation. 
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As a vital process for the improvement of any programme, it 

has been argued that in educational reforms, many programmes 

fail to reach the desired goals because these programmes 

have either omitted the evaluation process or they have 

DDlY partly and w~ong~y ~sed it (Beeby, 1970; and Yates, 

1972) especially when the actuâl goals of the programme do 

not match with the official ones (Hawest op. cit.). 

Nyerere, the founder of ESR (as quoted by Hinzen, 1979) also 

had doubts about these programmes by stating: 

I am becoming increasingly convinced 
that we in Tanzania either have.not yet 
found the right educational poli6y, or 
have not yet succeeded in implementing 
it - or some combination of these two 
alternatives. 

It is - from such similar arguments or doubts that this 

research needed to get some evidence which would prcive 

whether or not the music education programme in TTCs in 

Tanzania is preparing student teac0ers to effectively teach 

the subj ect in priinary school-.s. 

-· 

As .a process evaluation, it is anticipated that this stu~y 

would ·acc.omplish a variety of purposes (Stake, 1975) for the 

mus~c education programme in TTCs in Tanzania as follows: 

(a) to widen the author's know.ledge of the music 

programme in relation to other fields of education; 
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(b) to have documents for corrective actions at the 

Ministry of Education, especially the Inspectorate 

Department; 

(c) to facilitate the starting point for improved decision­

making; 

(d) to facilitate cooperation arnong the people involved in 

the programme; 

(e) to facilitate exchange of experience~ of the programme 

with other educationists outside Tanzania. 

The many varied purposes of this study have been initiated 

because, according to the author's understanding, no 

evaluative study has ever been made since the music 

education programme was established in Tanzania some two 

decades aga. Certain hypot-beses tlierefore are _being 

formulated as the basis of thfs study -and for elucidating 

the status of music education in TTCs in Tan·zania. 

6. Hypotheses 

Most studeht teachers learn music for the fîrst time during 

~ the training period. Probably, training of teachers (with 

the purpose to meet the needs of . a new programme) does 

follow a principle whîch assumes that anything can be taught 
-·· 

to anybody of any level if a systematic approach has been 

established (Bruner, 1966). Based on this, the assumption 
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was made that a music programme in TTCs in Tanzania would 

prepare student teachers to teach music in primary schools 

if the following hypotheses were justified: 

Hypothesis 1 

Tutors in TTCs have a high perception of music education 

programme for primary teacber training. 

Hypothesis 2 

Tutors' academici, professional and music quaiifications are 

adequate for primary 'é.1;::0 acher training. 

Hypothesis 3 

Music teaching-learning materials 1. e ·- the syllabus, 

student's textbook and teacher 1 s guides are available in 

TTCs. 

Hypothes:i.s 4 

Formative and summative evaluation is applied to the 

di"fferent stages of the programme. 

A total· of all these situations would lead to the overall 

fulfillment of the goals of the programme. 
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In summary, this chapter has highlighted the need for music 

programmes within the general purpose of education so as to 

transmit traditions and culture to the next generation. 

Individuals should learn theories and practices of music 

through formal education . In so doing they will value, 

• 
appreciate, promote, revive and preserve their own culture. 

After Tanzania 'had realized this, i t was necessary to 

establish music and other programmes for cultural subjects 

as part of the reform of ESR after the announcernent of the 

Arusha Declaration. 

The aims of music education programmes for grade A TTCc are 

mainly to equip student teachers with_ music kno\-iledge, 

skills and a'ttitudes so as to prepare them to teacll music in 

primary schools. rhe pro~lems affecting music education in 

~TTCs have been stated to involve: 

1. the unfamiliarity of the subject; 

2. the rapid ti-aining ... of its tutors; 

3. a centralized model and researëh appr9ach for its 
1 ·-

cl,Ïr:r:i_culutn ctèvelopment; and 

4. the lack of an evaluative process. 

-
Hence the objective of this study was to investigate the 

extent to which the following factors contribute to the 

àttainment of the_ goals of the programme: 
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1. the way tutors perceive the programme; 

2. the adequacy of tutors' qualifications to the role of 

teaching music in TTCs; 

3. availability of music teaching-learning materials in 

_TTCs; 

4. the music curriculum evaluation that operate at different 

levels of the _programme; 

5. the performance of the inspector as the coordinator of 

the programme; 

The theoretical and research bases for this study are 

established in the following chapter. 
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CHAPTER TWO 

LITERATURE REVIEW ON THEORETICAL CONCEPTS AND EVALUATION 

It is very easy to find someone with some music in him or 
.. 

her, in the form of singing, playing musical instruments or 

dancing. ~abalevisky (1987) stated, tha~·music _is open to 

all. It is also easy to find authors -who have been able to 
-

put into writing these three forms of music (Bebey, 1969). 

Unfortunately, music as a school discipline is like a 

comp_letely a new field. In the develope~ countries the 

subject is not popular (~ho~pson, 1973). For the deVeloping 

countries the concept of.music education-limits itself to a 

singing period, and although Hawes (1979)· mentioned primary 

school music syllabuses in Uganda, Kenya and Nigeria in the 

1960s, we do not have feedback of-their success or fail~res. 

-
It is one example of the many new programmes characterized 

by the lack of evaluation process (Beeby, 1970). 

It is with difficulty that one w6uld get any literature of 

its own, considering the current level of music-e~ucation in 

the .developing count~ies. The problem of music education 

programme in teach~r ·training colleges (TTCs) in Tanzania 

can only be discussed in relation to those_ problems of 
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educational reform in general, and the curriculum process in 

particular, as experienced in Tanzania and other parts of 

the world. The literature has been concerned with the four 

variables which were under the investigation of this study: 

1. The essence of tutorsr perception of music education 

programmes; 

2. Qualification and attitude of music tutors; 

3. Availability of teaching learning materials; and 

4. Evaluation of the programme and the -role of the 

inspector. 

The essence of tutors 1 perception of the programme 

Perception of the programme and that of the ~eaching ~ole.is 

as important for teacher competehce as the qualifications in 

knowledge of content, teaching skills, and reseàrch and 

evaluation skills (Bowels, 1973). Perception of the 

programn_1e by the teacher refers to his mastery of the 

objectives set for··"the programme. Tl?-ere are two inseparable 

conditions from which an.individual'~ ~erception or.mastery 

of ·a programme' s objectives is buil:t: · being close to the 

sources of the goals, and participation in setting such 

goals. 
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Bishop (1985) associated the teacher with the role of 

decision-making because he performs his duty being more 

close to the origin of the goals than any other participant 

with special.responsibility to the programme. As such the 

teacher is also the origin of goals .. The origins of goals 

of the programme are the learner, his society, subj ect 

matter and learning strategi_es or factors of human and 

material resources and language. The task for décision-

making therefore, is the sorting out of situations of the 
- . 

origin of goals and compiling them with appropriate theories 

so that the goals for an instructional programme are 

philosophical, sociological, psycihol6gical and cultural. As 

such instructional goals would have identif ied the type 

(such as level) of the learner and the relevant and 

app~opriate ~ontent and learning strategies (Tyler, 1964; 

Popham, 1970; and Macdonald-Ross, 1973). 

Tutors for a music programme in TTCs are seen as people with 

knowledge of their· students and their ability and 

environment to learn. They c~n appropriately suggest what 

-music should be learned by students as Tanzanians ,- or 

generally Africans, as well as thelr preparation to teach it 

in primary schools, and also how best they can learn it. 

Tutors therefore must be involved in decision making. 

Participation of tutors in decision making will serve_two 

purposes. First, to a large extent the goals established 

25 

CODESRIA
 - L

IB
RARY



for the programme will be real. Secondly tutors 1 

participation in decision-making places the tutors in the 

other stages of the programme instead of isolating them only 

to the implementation task. It is after the tutors have 

g~ined knowledge in the other tasks of the programme that 

they can be flexible in implementing_ the programme 

effectively. 

Marcus and Wilson ( 1969) had made their analysis on why 

teachers should be given the opportunity to participate in 

decision-making. The two educators established their model: 

the managerial system in which the curriculum functions in 

three systematic stages: intelligence, design and choice; 

referring to pre-active deljberation (or planning), active 

impleméntat~on ·(acting), and positive-reflection (feedback), 

respectively. The teachers are concerned with the active 

implementation stage. But, according to the Marcus and 

Wilson model, the success of each of the three stages 

depends on the success of the stage befor~ it. Participants 
"' 

in the active stage must be kD:owledgeable of the f irst 

stage. As such the tutors should be directly involved in 

the first activity of decision·makirig of the programme. 

Unfortunately, as Yates (op. cit.) noted, little or no 
··-· 

opportunity is given to teachers to participate: in 

curriculum decision-making. Centralized bureaucracy makes, 
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crucial decisions, and teachers are thus dictated to 

implement a programme of which they themselves lack 

knowledge of its objectives. Bowels (op.cit.) viewed the 

authorities' decisions which are passed over ta teachers as 

application of the military or industrial models to 

curriculum. They are quite parallel to it. Hence Din 

(1963) argued t:.hat the only solution is to combine the 

strategies of the skilled decision-makers and those of the 
' 

unskilled. In this context, if the objectives of music 

education in TTCs are to be valid and reliable they must be 

a product of combined ideas and experience, of both 

authorities and the tutors. Different people in the 

programme have different potentials and experiences which 

can be cornbined in resulting to a set of actual goals for 

the programme (Emro_y and Niland, 1964). 

But tutors, authorities as well as other participants of the 

programme will only be brought together for the decision­

making task if there is a network of horizontal and vertiëal 

( or top-bot tom) communication between them ( Shoemaker, 1971; 

Shipman, 1972; Kelly, 1~75; and-Mbunda, 1979). Members of 

one level · must communicate between themselves first as 

colleagues of the same task, effecting horizontal 

communication, and then they should communicate with the 

other members below and above them. Tutors need also to 

detect students' own expression for the need of the 
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programme. Hence the tutors in TTCs can perceive a music 

programme if they can communicate among themselves first, 

and then with students, curriculum developers, inspectors 

and college principals. Such opportunity enables the tutors 

tp share and gain expe:r:-ience and information from the 

different TTCs, the Institute of Curriculum Development and 

the Ministry of Education. 

Harding ( 197 5) argued, that the · lack of communication 

between partjcipants of the programme leads to suspicion of 

one another, wh j ch further leads to physical and social 

distance, prejudice and stereoty~ing between them. The end 

pro_duct of é _i _, -, hese is failure to effect the programme 

positively. H2.rding particularly emphasized that 

publications cf the prqgramme, especially its package (i.e. 

syllabus, students textbook and tuior's guide) provides the 

primary strategy of communication -which aids tutors in 

building high perception of the programme they implement. 

Other strateg ies which bring members together are workshops, 
. ~· 

m~~tings and seminars. 

When tutors are left to implement a programme with a poor 

knowledge of objectives, what they actually do is to 
;;.,-

transfer thàt poor perception to students (Yates, 1972). 

Olson's study (1980), 'Teacher constructs and curriculum 

change' was intended to detect teachers' perception through 
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competence to teach. He found out that the dominant goal 

for teachers and students was preparation for passing 

examinations. Hence lack of the syllabus and use of 

discussion method (as a strategy for training themselves, in 

decision-making) was seen as wastage of time to bath 

• 
teachers and students. Olson I s study thus revealed how 

teachers tFansm'i t their own tradi tional way of decision 

making to students. 

Ha-rdings (op. ci t.) made a close stud:i on how teachers 

construe decisions made by authorities. 

four dimensions vis dissàtisfaction, 

She established 

acceptability, 

feasibility and relevance on which the teachers could think 

6f the deci~ions sent to them by authorities and establish 

their own.decisions so as to adopt or reject a~pro_gramme. 
- - . . 

The findings revealed that decisions made earrier in the 

hierarchy constrained those taken later because the head of 

dèpartment in the school, as the author i ty, exercised 

corisiderable autonomy; ... in the decisions to rej ect the proj ect 

which was relevant to the work of the department. 

Implications of:· these findings can best explain the 

situation of a - music programme in TTCs. The curriculum 

developers and the inspector who are senior to the tutors, 

the former will certainii tend to defend their decision or 

work when the latter raise questions aboutit. It appears, 
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some programmes continue to exist only on the wish or 

benefit of its authorities, when ·such programmes do not 

accomplish the goals for which they were set (Anderson, 

1973) . 

·' 

Olson (op. cit.) argued that authorities decisions result to 

what he_ called 11-ambigui ties' to mean the diff icul ties wi thin 

teacher's perception for his role and the programme. 

of the ambiguities are: 

time limit and knowledge to accornplish 
the role 
diverse role expectation 
marginal-role 
institutions support 
carrü:~r versus commitments and 
multiple goals of education _ 

Some 

-
To a large eitent such ambiguities might be prevalènt to 

tuto:rs for a music programme in TTCs. Hence the general 

issue of __ implementing the programme could be a state of 

confusion to those· teachers. 

Studies _by Rogers and Sh'oemake!r"; (1971), Kelly (1971) and 
1 

-
Shipman (1972) aimed at testing împlementation of the 

programme ... relying on indi vidual te a cher' s perception. -

. Shipma:n reported the f indings of the Keele Integrated 

Studü~s (KIS) Project that 3-g teachers who were involved in 

that project reported 38 new projects. Unless the desired 
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outcomes were mentioned, Shipman' s f indings show how a 

complicated situation can result from implementing a 

programme wi thout specific or clear goals being given to 

teachers. 

As regards lack of communication between the diff erent 

participants of' the programme, Mb~nda (op.·· cit.) reported 

results of his study on the implem~ntation of the 
'· 

educational policy in Tanzania, Education for Self Reliance 

(ESR), writing: 

Sorne implemented it focusing on the 
idea of economic independence, others 
by endeavoring to increase the output 
of the schools 1 'productive activities' 
(agricultural, handcrafts, etc.), 
commodities, and some, thinking that it 
was a .policy for raislng the schpol's 
prestige as an end in itself, proviâed 
activities of no relation of whatsoever 
wi th those of the community at '-1arg·e 

According to Mbunda (op.cit.) confusion was· engendered by 
·-

the communicating gap between the~Ministry of Education and 

the schools · concernéd. Teachers fry to_<lo what they can 

under èircumstances of l.lnclear and unspecif ied goals,- and 

lack of knowledge abou_t _ a new education policy ( or 

programmes) given to them·~: A study carried out by Jannings­

Wray (1980), concerning.the impact of unclear education 

policies reve.aled, among other traits, the lack of knowledge 
... 

on educational policy is what contributes more to lack of 

competence among tea6hers in the-developing countries. 
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So, while tutors are argued to participate in decision­

making, since they are the knowledgeable persans on the 

origins of goals for the programme, findings also reveal 

that the tutors need to combine that knowledge with that of 

philosophy of education (Jeffreys: op.cit.). Jeffreys 

_argued that trainers of tutors are ill equipped in 

philosophy. 

Popham (op. ci t.) makes a summary on perception of the 

programme through mastery of its objectives. According to 

him, music tutors would be expected to provide a long list 

oz objectives which are specific. This would prove that 

they know the intents of the programme. If the tutors can 

remember only a few objectives, such objectives are then 

very general, an indication, . that th-e 1?_rogramme is 

implemented in generàl understanding. 

·-
Qualification and attitude for teaching music in Teacher 

Training Colleges 

Basically, early educatfon the·ory postulated that an 

indi vidual who .. has acqui:red knowledge does. not need a 

particular skill to transmit it . (Witson, 1958). But 
-

training of teâchers later become necessary mainly to equip 

individuals ,with t·eaching methodology. The traditional term 

i t'self, te_acher-train1ng' , therefore overlooked the above 
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theory when it adopted it for aims of preparation of 

teachers at different levels. It assumed that student 

teachers had already acquired enough knowledge in schools, 

so preparation of teachers was intended to train students in 

methodology skills only. Perhaps the problem of music 
. -

educati6n in TTCs in Tanzania begins right from the decision 

of the Ministri of Education to maintain the traditional 

name, 1 te a cher training colleges (TTCs) 1 for i ts. teacher 

education institutions. However, in teacher education as a 

present mode of preparing teachers the objectives, as 

explained by Tibble. (1971) and Yates (op.cit.) should 

concern: 

1. amount of knowledge of the teacher (level. of education) 

-2. amount of skills in teaching methodology. 

3. essence of specialization (further educationJ 

4. skills of research (relating knowledge and skills to 

local environment). 
_.., -. 

On can immediately observe that the objectives of music 

education for primary teacher training -in Tanzania are 

stated in the presentation of the above global obj ecti v.es of 

teacher education. 

But these objectives still refer to those subjects which 

students hâve been iearning earlier in primary and secondary 
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schools. They may not properly work for music and other 

newly · introduced programmes which are qui te strange to 

students. 

The best principle to be applied to music education in TTCs 
-

is to be found in Bruner's hypothesis (1966) that any 

subject can be taught effectively to the learner of any age 

in some intellectual honest fashion, if consideration is 

taken of the learner' s level of development and if the 

subject is presented.in terms which he can readily grasp. 

This being the case, the teaching and learning of music in 

TTCs must follow princ.1.ples of Watson (1928), which stress 

varieties of exercises and immediate application to the 

lo~al needs for_effective learning. It includes.Thompson 1 s 

Jop.cit.) and Kabaleviskey's (op.cit.) expression that the 

need is not merely to learn music but to love it .. :Tutors 

must arouse interest in students through playing musical 

instruments, dancing, singing and many other acti vi ties 

related toit. In fact Kabal~visky stated that during mtisic 
~ 

sessions tutors should not play musical instruments to 

students but students themselves should learn to play such. 

instruments. 

Having identified the aims, content and learning strategies 

of music eduction for primary TTCs, what. follows is the 

question of whether tutors possess the necessary 
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qualifications, knowledge, skills, training contacts and 

attitudes to the new programme (Anderson, op.cit.). 

Howson (1973) argued, for a teacher (tutor) to teach 

effectively his education must be higher than that of the 
. 

people he teaches. But Beeby (1973) noted that teachers for 

' new programmes are normally sought for the immediate need of 

implementation, while their _academic knowledge is usually 

low. Moreover, the knowledge in the content of the 

programme which they acquire through in service training is 

also low. A combination of their low academic knowledge and 

low knowledg~ in their specialty result in thei~ failure to 

select appropriate teaching strategies. In such 

circumstances, seminars and other short in service course 

shDulq be organized-as often-as possible in order to upgrade 
- -

thèir standard (Bude and Greenland, 1983). 

More often the tutors themselves wish for such strategies 

which add more knowlêage particularly iri- the area of _their 

specialization. For example, Bude and Green+and (op.cit.) 

report~d results of interviews which they qpnducted at the 

INSET (In service Education and Training) for primary 

schools in Anglophone Africa on 

'teacheri• like' as follows: 
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96% E70% strongly liked) activities which 
E26% liked ) increase teacher's own 

knowledge of the specialized 
subject (academic need) . 

91% E61% strongly liked) activities which increase 
E30% liked ) ability to reach the subject (need 

on methodology skills) 

79% E53% strongly 'liked). -·âcti vi ties which increase 
E26% liked ) knowledge in education studies 

(proÏessional need) 

What is enc_ouraging from the above results. _ is that most -

teachers are intefe~ted tb taise their qualific~tion 

standards in all studies of teacher training, as opposed to 

the argument of 'teachers like training as a lisence for 

other careers' which the two authors reported to have only 

40 percent. -Certainly, music tutors in TTCs would ind~cate 

the same wish. 

However, Beeby (op. cit.) is against this whole issue of 

raising teachers qualification through in service training 

or short courses which he labels as 'contjnuing to keep the 

teacher only a few __ pages ahead of his students' . Acco-rding 

to him, if the programme has to rely on training teachers 
-

wi th the_ same educational background as the· students, we are 

likely to-create inferiority not only to the tutors but to 

the subj~9t, and the programme at large. He suggested that 

the only solution for the programme to be effective is to 

aim at having teachers of higher acad~rnic qua~ifications. 

For exarnpie, a primary school teacher should be the one with 
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secondary education. A tutor in a teacher training college 

should, therefore, be a university graduate. Beeby 

(op.cit.) gives examples of new mathematic projects in Papua 

Islands which he assumed to have failed because teachers who 

implanted the programme in primary schools were themselves 

of primary level of education. 

Mosha (1938) conducted a research in primary schools in 
'· . 

Tanzania. He found out that pupils from urban schools 

performed far better in the National Primary School Leaving 

Examination -.::han those pupils in rural primary schools. 

Among other factors which he found out was, urban schools 

had higher nL:,:-,bers of grade A teachers as compared to those 

in rural area~ whjch had more grade B teachers. It is a 

result of attractive lif~ iQ urbah areas for educationally 

capable people includirig teachers~ Mosha's research 

findings also revealed thàt experience -in teaching does not 

contribute much to teachers' competence and satisfaction in 

their profession. 

Bude and Greenland (op.cit.) ,_ and Hawes (1979) noted that 

when low qualified teachers, remain for a long time with 

only the kno.wledge they received during the initial training 

for the programme they become frustrated in their job. 

Tl:i.eir morale for the programme declines and eventually, they 

engage themsel ves in other acti vi ties which may not be 
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related, not only to the subject but also to the teaching 

role. 

incarne. 

They need prestige, satisfaction and to raise their 

Such unfavorable condition is what may not be 

related, not only to the subject but also to the teaching 

rple. They need prestige, satisfaction and to raise their 

income. Such unfavorable condition is what makes teachers 

not to return to their original job (Hawes, op. cit.) after 

they have received an opportunity of further studies. _As a 

result of this, shortage of staff may occur which 

contribùtes to the deteriorating characteristics of the 

programme; when expectations have not been effected for 

quite a long passage of time (Howgon Kim, 1977). 

Low cornpetence 01 ,_eëchers also results from the short 

training period in colleges., As alre·ady rnentioned, some of 

the tutors gain music knowledge and skills for the first 

time during the inservice training period ôf two years. The 

student teachers are supposed to cover the content of music 

syllabus along with many other subjects. 

Jeffrey (op. ci t.) refers to the training of teachers in 

irrelevant courses ~nd the short period of the training as 

a hurried way of obtaining their qualifications. But when 
,:-

a situation happeris to be unavoidable as regards academic 

(or specialty) emphasis, Jeffrey suggested the period of 

training should be prolonged. He suggested to extend the 

38 

CODESRIA
 - L

IB
RARY



period of training from two to three years for training of 

teachers in the United Kingdom. 

If students are properly trained they will forma positive 

attitude to the new programme. It is a transfer of tutors 

competence and attitude after they thernsel ves have possessed 

adequate music lnowledge, skill and methodology. 

students attitudes 

Students normally prefer courses of their own choice and 

which should be learned in ways preferred by them, 

especially at higher levels such as TTCs (Crawley and Sh~um, 

1977 and Vintion, 1972), Sometimes attitude toward a 

s~bject ~s related to intelligence (Barger, 1973). Students 

like those subjects which they are able to score highly. 

Tairier (1974) conducted a study of the attitùdes of Israe~ 

HÎgh School students towards teaching and found out that 

while school variarrI'es play an important role in the 

formation of attitudes toward a subject, the teacher of the 

~ubject was the main fadtor . 

... 

Another report by Soreson and Voslker (1972) reveals that 

students' attitude toward a programme and i ts perspect.ive 

·areas is influenced by the knowledge they possess about the 

programme. They also asserted that for many students, 
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attitude toward a programme or subject appear to be related 

to the educational background of their teacher. Novick and 

Duvavun (1976) listed a number of variables which affect 

student attitude toward science subjects. The most 

sjgnificant ones were the curriculum and methodology. 

students dislike subjects because of unsatisfactory teacher­

_pupil relationship in the classroom. 

On the other hand, the principal who is the administrator of 

-the college, is also responsible for the success or failure 

of implementation of the music programme in his respective 

TTC. As a teacher the principal should be able to fig~re 

out thé lacking variables.which hinder affective teaching 

and learning music in the T~C. He should especially 

recognise the need for further education for the tutor's 

specialty (Olson, op. cit.). 

- Theory of curriculum and models of innovation in curriculum 

development. 

Nigel· ( 19 61) outlined four sens es of theory three of which 

are: positive- senses such as physic·s laws or pr inciples, 

variables which are factors to the curriculum (such as 

incomè), and any more-or-less systematic set of related 

concepts. From the last category of Nigel's sense of theory 

educators were able to define curriculum, and its development 
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as being systematic in its operation. 

Kliebard (1970) further applied Nigel's ideas in explaining 

curriculum and its development systematically. He began 
-

with the origin of theory that theory has its origin from 

human thought, éuriosity, activity, and problems. And so 

his simple definition of curriculum theory was 'deliberate 

teaching which requires choices as what to teach'. 

Curriculum development therefore, is a systematic activity 

of what should be construed as school knowledge in <" 

particular discipline to a given type of individual, in the 

identified demain and how to teach or learn it. 

Tyler _(1950) Wheeler (1971) Kerr _(1968) and Lawton (1971), 

in that succession, es_tablished or modified the different 

models of.: curriculum. . All of these models maintain the 

characteristics of systemacy and continuity of curriculum 
. . 

development for any- education activity. These 

characteristiès shouJ"'d be extended to the teaching and 

learning in the classroom. 

-
Heubner's work,-.:-'The task of.the theori-es' (1975) indicates 

that curriculum involves environments which express and 

conçern for-history of man and society. As such educational 

e_nvlronment must be so cons_trued that the past is in the 

present as-the basis for future projection. This implies 
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that music as an aspect of culture should be well organized 

for school learning, if it is to transmit culture 

appropriately. 

on the side of the te~cher. a systematic instruction should 

be a series of setting specific goals, identifying content 

and strategies of teaching-l~arning,-and evaluation of the 

lesson or course. These series of considerations together 

make the components of the curriculum. Student teachers 

need to train in this systematic approach of teaching 

(Mushi, 1987 and Kaperemela, 1987). 

On the other hand, the systematic operation of a curriculum 

programme -refers to· the phases of s~tting aims, goals and_ 

objectives, planning curriculum dev~lopment, implementation 

and evaluation. The implementation phase to which the 

tutors have been assigned is crucial here to effect the 

goals of the programme. ~ But then the tutors can best 

perform their role of teachirtg mu~ic in TTCs if they are 

à.ssisted by teachin·g-learning materials. · What is·emphë:j.5.ized 

in this section tl:Ïerefore is the systematic approaèh in 

developing reliabla and valid materials, .and making these 

materials available 

Several models have been established from which curriculum 

development centres may sëlect for adoption. 
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Havelock (1969) identif~ed three main models of innovation 

to which he suggested a fourth one. His models are: 

1. Research, Development and Diffusion Madel (R, D and D) 

where an idea or practice is conceived at the head or 

centre such âs a national curriculum development centre 

and then fèd into a system. 

2. The Social Interaction Model (SI) where change proceeds 

through contacts which may be formal and informal among 

interested groups of people. 

3. The Problem-Solving Model (P-S) where individuals 

themselves are i~volved in conceiving, initiating and 

developing innovation at local level. 

4. The Linkage Madel which overcomes. the weaknesses in the 

three models mentioned above .and modifies their 

appropriateness. 

According to Hawes (op.cit.) and Bishop (op. cit.) the~, D 

and ·6 model of i1:1no-vation has attracted many developing 

countries, including Tanz~nia. It demands employing 

?peèiali_:;ts of subjects and that developing any çurriculuin 

depends on r~~earch and relevant data. In its systematic 

approach i t tests the teaching-learning materials before 

diffusion on a large scale. But at the same time, the R, D 
. --

and D model has the disadvantages w~ich apart from the high 

cost, teachêrs are involved only ta a lim1ted extent. ·· 
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A majority of them are left as passive recipients of the 

curriculum prepared for them to implement. 

Furthermore, because the R, D and D model has a highly 

c,entralized nature, it is. difficult to take into account the 

varying local needs in the wide nation. It also involves 

extensive research. Further problems prevail when there is 

no efficiency in production of the materials due to reasons 

such as p6or coordination with the Ministry of Education and 

untrained curriculum developers. For example, a curriculum­

developer must be aware of the six stages to be followed in 

developing materials for the programme in order to ensure 

systemacy and efficiency (Lewy, 1973). 

It is clearly seen here that music education programmes in 

Tanzania may be suffering greatly from the cOnsequences of-. 

using the centralized model of the curriculum, especially 

when the teachers have been ignored as a key to its 

innovatron. Beeby ( C?P. ci t.) noted that poorly educated ... 
teachers can only teach what they know and cli11g to the 

textbook. U_nless the necessary books are well devefop_ed and 

are at hand, no instructio~ can take place. - Bishop 

(op.cit.) also argued that without instructional materials 

and the cooperation of teachers in the programme, training 
. -· 

of teachers and programme implementat~on ·become extremely 

difficu.lt. 
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Traditionally, it has been a rule to develop teaching­

learning materials before the implementation phase of a 

programme. these materials are prepared in a package mainly 

comprising of the syllabus, students' textbook and teacher' s 

guide. Authors like Beeby (op.cit.) insist on this 

• 
traditional teaching approach that an already developed 

material is an' essential assistance- for the teacher to 

positively effect the implementation of a new programme. 

But Anderson (op.cit.) called these already developed 

materials ( or tradi tional materia ls) as a conceptualized 

curriculum which becomes something quite different in the 

hands of teachers who very often are ignorant of it, and are 

intimidated by it or df::liberately sabotage it. 

Cdnceptualized curriculum is a product of highly centralized 

curriculum development institutions. 

Howson (op.cit.) argues with the experience in Ceylan (Sri 

Lanka) that the moré;Ja curricüium is centralized the more 

the individual teachers in their place of work are frèe to 

teach · differently from the: prograro_me. 

Hence Aden (1971) is more concerned with the modern approach 

of developing the curriculum (or teaching materials) in 

which the teacher must participate in the phase of decision~ 

making and its development. He . argues that i t is -the 
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teacher who is knowledgeable of the students, ·the 
-

environment of the school and the needs of the community for 

the new programme. He is, therefore, the major source of 

information on the real goals, methods and content for 

d?veloping a good curriculum for implementation of the 

programme. 

However, many studies on the transition from traditional 

mode to that of implementing programme prior to the 

development of its teaching-learning materials have proved 

to have failed (Howson, 1970). At the same time, not many 

studies have been carried out wi th this realization to 

involve the teacher as a major contributor into the 

development of materials for the pr?.gramme. But a research 

c_arried out by Sabar and Shafriri (1980) would provide a 

pattern tà be copied in developing music materials for TTCs 

since the programme is already at its implementation phase. 

It is thus worthy to explain it in detail as follows: 

First, Sabar and Shafrri carried out their research in a 

p~actical way; conducting a workshop. Secondly, as would be 

the case with music in TTCs the concern·of the workshop was 

to write mathematics textbooks for classes 4 and 5 which 

wer~- lacking for the.past twenty years since the programme 

was started in Israel's primary schools. This served as an 
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incentive for the teachers to participate actively on a 

relevant need. 

Thirdly, the activities of the workshop were gradually 

established by the teachers themselves. These activities 

were: 

1. planning and setting airas 

2. practices of educational philosophy, psychology, and the 

like 

3 • expansion O
.Ç 
J_ knowledge 

4. contribution according ta specialty 

5. research activities 

When _thev 2valuated their timetable they figured out 

expansion of knowled_ge ("academic studies) had more 

frequencies which ehey preferr~d to indicate as 1 teacher 

training. ' 

Fourthly, the teachers participated in the workshop as an 

extra work after teàching hours for the whole period of two 

· years of the workshop. _ Bence t-his was an opportuni.ty for 

the teachers to immediately and frequently try out the new 

ideas from the workshop and to report the results which were 

use to improve the curriculum each time with new classroom 

ideas. 
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Fifthly, the materials being developed could reach follow 

teachers (diffusion of the curriculum) in the school and 

neighboring ones who also could provide some feedback to the 

workshop through the participating teachers. Finally the 

teacher and otl1er participants identified the curriculum 
-

developer as an important agent of the workshop (or 

curriculum development). 

A conclusion for this research was that teachers 

participation in the process of curriculum development was 

found to meet the present day demand for more independent, 

flexible ancJ initiative contribution on the part of the 

teachers 1 2110 U:,:t implementation of a programme is part of 

curriculum dcvelopment. 

However, what 1s si~nificant in the findings of this 

research is the role of the curriculum developer in which 

the teachers found him to be a crucial factor. According to 

Sabar and shafriri (op.cit.) a curriculum developer serves 
.~ 

a~_a subject matter specialist and consultant, team leader, 

c6ordinator and teacher educator. For a curriculum 

developer to function effectively in these mentioned 

responsibility, he must receive an appropriate the adequate 

training. 
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The choice of R, D and D model for the development of 

different curricular in the ICD is therefore an obstacle for 

allowing enough tutors, for an adequate period of time, to 

participate in the development of music materials. A major 

difficulty is lack of resources of funds which also lead to 

• 
lack of research in the field. Lack of trained curriculum 

developers ~s aiso a problem to the programme. 

For the immediate need of curriculum developers, after 

establishing these programmes, the adrninistrators had to 

employ subj ect specialists wi thout ini ti2 l tr2 ining. For 

example, Herlen and Walker (1986) reported from the African 

curriculum Organisation (ACO) meet i ne? }.11 

Out of 150 curriculum developers about" 
~5 pèrsons do not have any systematic 
initial training in theory and practice 
of curriculum development. 

A conclusion ·of th ..... esis ACO report insisted 

Banjul: 

on the 

recognitio'n of curriculum developers 2s a prime agent of 

reform in their respective cpuntries. 

On the other hand, .Ross (1980) and Ediogu (1980) emphasize, 

administrators are important int~rnal agents accordiriq_to _ 

thèi-r role as consul tan_t:.s, conveyors, trainer-learners, 

in_itiators, defenders and knowledge builders. Moré 

important, administrators are a primary sponsor of the 
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programme. Unless administrators are trained properly, 

educational reform leading to the establishment of different 

programmes, such as cultural subjects, will suffer from 

priority judgements for the development of their curricula 

wpen shortage of fund~ng -~s an issue. 

Theories and practices of evaluation in a curr;culum 

programme 

An evaluation theory for any programme follows the 

principles established by Dewey (1977). 

l. Evaluation has a purpose 

2. It is a social enterprise, individual people act upon 

it. They ~ust have a way of Encourag1ng ~hem to 

_ perform ·:.=._ 

3. The actions or behavior of individuals vary in degrees 

of success and training in relation to the objectives. 
--

4. ""These varying degrees of success or failure are factors 

on indiyiduals in performing the programme 

5. Indi viduals need to ·èvalua_t_e themsel ves in order to 

. pro.Ve their performance. 

6. Individuals _als .. o need to be evaluated by others 

7. Results and recommendations must be known to all of the 
,:.-

people involved in the curriculum programme, especially 

the learners. 

8. -These results are the basis for improving performance 

/Il· • 
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in the different activities. 

9. Evaluation then should cycle as a continuous process. 

Generally, a theory of evaluation within the curriculum 

process emphasizes efficiency, accountability, cooperation, 

accuracy, qua li ty standard, feedback, and systematization in 

' attaining the objectives of the pr_9gramme. 

The principle for evaluation _ is to make a follow up each 

step or phase of the curriculum and suggest where and how to 

make the next step. For this reason the evaluation process 

reflects those phases of the curriculum process as suggested 

by Lewy (op. cit.). 

1. Decision making and determination of aims. 

2. Planning for preparation of instructional materials. 

3 • 

4. 

5 • 

6. 

Try out and monitoring in teaching-learning situations 

by observation, discussion,-etcetera. 

Field-trial for-.1nodification ·and collecting evidence 

for the programme. 

Implementa tion by linking -wi th s-qpervisors, teacher 

:training, .examinatio_n system and collecting _ëvidence of 

efficiency. 

ouality~controlling of planning and implementation of 

and suggested changes for the 

programme. 
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Lewy, et al (1977) explain a systematic process for 

evaluating change (SPEC) model as a representation of 

simplified systems approach to problem solving which can be 

followed in evaluation to make the total system mesh in 

s.mooth orderly, efficient and effective manner. They 

mention four types of evaluation for an instructional 

programme: Need and feasibility svaluation, input 

evaluation, process evaluation and product evaluation. 

Prospectively, they refer to initial evaluation for decision 

making and setting goals for the programme; evaluation on 

the hardware and software, particularly curriculum 

dévelopment; evaluation for the implementation and 

evaluation on the extent to which the programme has attained 

the intended goals, which also makes an evaluation for the 

recycling of the curriculum process of tpe yrog.ramme. This 

study, for example,= is more of the process type of 

evaluation when the tutors would be irivestigated in the 

implementation phase of the progra~me. 

Stenhouse (1975) ?istin.guishes between two types .. -of 

evaluation: summative and ior~atiVè. The-former deals with 

intents, observations and judgements on t.he :· intended 

outcomes of the programme, for examp_le student performance. 
-

The latter is a technique to-make an extensive evaluation to 

every phase :of_the- curriculum process in. order to 'form' a 

better finished produce; such -as a series of better 
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personnel, teaching learning màterials and the like, so as 

to ensure positive outcomes for summative evaluation. 

The illuminative model of evaluation has been suggested by 

Parlett and Hamilton (1975). It is concerned with provision 

of a co~prehensive understanding of the complex realities 

surrounding a c~rriculum programme with the intention to 

_illumina te a complex array of questions which students, 

tutors, curriculum developers, inspectors, et cetera may 

have aboutit. 

Evaluation therefor~, is an analysis for the improvement of 

instructional programmes as opposed to the mere criticism of 

programmes. _ The purpose of evaluation is to provide 

planning, programming, implementing and finally evaluating, 

thus improving (i.e. recycling through re-e0aluation). 

Evaluation must be an aspect of any programme (Dressel, 1976 

and Bude and Greenland, 1983). 

For the consumers of the curriculum which is the c~ntral 

purpose of th~_ programme, evaluation must invol ve _music 

examinations, Hawes (op.cit.) observes that despite thë- many 

criticisms, examinations act as an incentive for the 

teachers and students to fulfil their --roles. For the 

purpose of music education examinations- shoula assess all 
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the objectives: cognitive affective and psychomotor domains 

(Bishop, 1985 and Klausmeir et al, 1966) 

Thompson (1970) in a review of evaluation "Where Teacher 

Eçlucation Programmes fair", viewed that despite their 
' . 

successes, these programmes seem to fail. He argued that 

the rate of improveJitent of these programmes have not kept 

pace wi th the rate of change in both requirements of 

te~ching and those directly involved in teacher education, 

the student teachers and the pupils. He viewed 

'misconceptions' to have contributed to a great extent in 

hindering the improvem~rit of programmes for TTCs. According 

to Thompson, if we are to cohsider music tutors in TTCs, we 

tend oto asstgn students to a very high. level of 

responsibili ty ( as artist) instead of beginning from a 

craftsman level. Secondly, we do not teach < enough 

psychology, philosophy and sociology for students to 

understand their pupils. Thirdly, we do not ourselves use 

a variety of teaching met:qods for students to copy us. 
" 

Fourthly, we assume 1:hat the student has enough knowledge_ in 

subj ect mat ter so w.e should concentra te more on methodology. _ 

· Fifthly, · we do not set specif ic directives, and ·finally, the· 

inservice course for many programmes is rather short. 

For individuals in the programmes to be conscim.Ïs of their 

own evaluation and that to be done over them and as well 
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providing and receiving feedback and recommendations for 

improvement, there must be a form of cotirdination to all the 

activities. At this point the inspecter emerges to be an 

important persan in that role (Cadenza, 1984). 

The role of the inspecter 

Bane ( 19 6 6) in his bock 'School inspection in Scotland' 
- ' 

explains that the role of an educational inspector ranges 

from administrative to professional and that there is no 

clear demarcation between the two. In the former case he is 

responsible for supplying authority with matters concerning 

college administration such as attendance registers, 

suggestions for staffing, school records and the like. 

In the_ latter he is to deal with pedagogical matters 

concerning college curriculum in the areas of teaching and 

learning materials, timetables, tutor's competence, 

student's performancêJin continuous assessment and national 

exanünations, organizing seminars and conferences for 

·tutors. In their wide role (if they w~re to fulfil them 

accordingly) inspectors should be called-'mobile libraries~ 

for tutors or teachers in general (Dodd, 1968). 

According to the nature of his roles the inspector is 

supposed to work hand in hand with the respective curriculum 
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developers. For example, the inspector is the persan 

expected to give information tutors, students and colleges 

in general, for a curriculum developer to plan and design 

curriculum appropriately. When the inspector and a 

curriculum developer func~ion in isolation of one another, 

then each one of them is tryi~g to fulfil his tasks 

combining bath his role and that of the other. The result 

of their work must be very unsatisfying (Bane, op.cit.). 

This is a stage when in tradition the inspecter played his 

roles as a commander and critic or fault founder and being 

violent as a technique to keep him saie from job 

embarrassment (Anderson et al, op. cit.), 

,Jlaw~s (op. ci t.) · ·· fel t that inspectors in the developing 

~ountries aie not trusted by teachers to be advisers in the 

area of uprai~ing their qualifications and dissemination of 

teaching-learning materials. He suggested that like other 

administrators inspectors also need training in their role 
- "' 

.... 

in order· that they may learn to establish good social 

relationship-between themselves and curriculum developers, 

studentsj other subject specialists. 

Evaluation, therefore,. is a complex process since it 

involves individuals in their different roles, determinants 

-
of the curriculum and problems encountered throughout the 
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different phases of the programme as a continuous process. 

Due to this complexity, together with the fact that 

evaluation is a newly emphasized field, it has been neither 

fully understood nor properly applied. Participants in a 

curriculum programme have perceived evaluation in isolation 

of one another arid have always rushed for it. Students have 

been anxious with examinations, teachers think of covering 

the syllabus, inspectors to reach the assigned schools and 

so on (Hawes, op. cit and Bishop, op. cit). As such, 

evaluation has not yet been systematic, since the curriculum 

process itself in p:r2ctice, has not yet been systematic. 

Li terature rev i_ev., en the. theoretical conception of the study 

emphasizes four JJ2 S lC. conditions for any curriculum 

programme to accompJ ish its goa,ls. _ First, the objectives of 

the programme need to be a p-ool or product of bath the 

authorities and tutors. It is necessary to have a well 

established network of horizontal and vertical communication 

between all types --- of the programme's participants. 

Different ~ypes of communication will serve as strategies 

for tutors to participate in formulation of real and desired 

.. goals for the programme. 

Secondly, the tutors should possess high qualifications; at 

least their education and profession should be one level 

above that of their students. They should particularly 
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possess high knowledge and skills in their specialty. 

Third, it is necessary to maintain the traditional approach 

of having a programme 1 s package at hand. Valid teaching-

learning materials are the ones which research has been made 

prior to their developrnent; tutors have contributed ta their 

content and strategies; and the curriculum developers have 

been professionally trained. 

Finally, evaluation as përt of the programme ensures, 

efficiency, cooperation, competence and the like in 

attaining goals. It must be applied ta a11·activities of 

the programme, .particularly those involving the students. 

The inspector is responsibl~ for coordinating the different 

.evaluation activities. 

Literature on evaluation reveals that many -curriculum 

l?rogrammes fail ta accomplish the goals for which they were 

set because the curriculum goals were not clear ta tutors; 
il, 

tutors had low .qualifications; teaching-learning material 

for the programme were not available,_ and the evaluation 

.process was omitted in the programme. 
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CHAYfER THREE 

RESEARCH METHODOLOGY 

In the preceding chapter, on review of literature, college 

tutors have been identified as important persans for 

effecting a new curriculum programme. 

position to fulfil this if: 

-

They are in a 

1. They can perceive the programme and thei~ role in 

general; 

2. They posses adequate academic and J~r c; f c~ s si ona l 

quali_fications; 

3 Appropriate teaching-learning materials are available 

.ifi the TTC~; and 

4. Ev~iuation is d6ne in all the stages of the programme, 

particularly involving student teachers whom the 

programme is set for. 

--

:. Chapter three gives a description o.t·procedures followed in 

-gathering information on the above four variables. In -
~-- -
-~hort, .the P!Ocedures_involve the following stages: 

.. 
1 Selection of the sample T:TCs. 

2. Identification of respondents 

3. Development of instruments. 
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4. Administration of the instruments in the collection of 

data. 

5. Data analysis. 

Selection of the sample TTCs 

The United Republic of Tanzania comprises of Mainland 

Tanzania (formally known as Tanganyika and the Islands of 

Zanzibar and Pemba (figure 3 .1 inset) . This ~tudy was 

conducted in Mainland Tanzania which has an area of 939,704 

square kilometres. 

Administratively, Mainland Tanzania is divided into 20 

regions. Selection ot the sample TTCs was based on seven 

~chool inspectorate zones. These included the Eastern, 

Northern, Lake, Western, Southern Highlands, Southern an~ 

Central zones. In that respect, the selected TTCs ( one 

from each zone) were: Morogoro, Korogwe, Butimba, 

Tabora, Kleruu, Songëa and Mpwapwa (table 3.1 and· 

figure 3 .1) . 
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Table 3.1: Selected TTCs within the insoectorate zones 

Zone Selected TTC 

Eastern Zone Morogoro 
Northern Zone Korogwe 

1 

Lake Zone . Butimba -
Western Zone Tabora 

1 
C:n,,+-'horn i.::righl.:::inrlq Zone Klerllu 

1 Southern Zone ' Songea 
Central Zone Mpwapwa ··-
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There are 40 TTCs in the Mainland Tanzania which mainly 

offer training for primary and secondary teachers. The 

type of training of primary teachers desired by this study 

was therefore that of grade A. 

Selection of the sample as explained above, was based on 

Simons' (1971) suggestion of three conditions to consider 

when conduction a social study, viz. minimum population, 

time, and costs, without losing the value of the intention 

for the study (or evaluation). At the proposal phase of 

the study at Njala University College, eleven TTCs were 

decided upon as making a good percentage (25%) for the 

. sa:rnple. But due to the high costs and difficulty of 

transportation to reach sorne of the colleges, the number of 

~~mple colleges was reduced frorn eleVen to seven. 

Grade A TTCs include both male and female students. 

Although four of the TTCs are specifically grade A teacher 

tr~ining, other colleges c6nduct programmes of inservic~ 

courses also, r-special ly dur ing vacation. Also, while 

Korogwe, Tabora, Kleruu and Songea are sp~cifically grade 

A TTC?, Morogoro and Mpwapwa have program~es for diploma 

training, and Butimba conducts an inservice pr_ç,gramme for 

certificates_ in cultural subjects which are theater arts, 

fine arts and music. For this reason Butimba in the 
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sampled TTCs served for collection of data for both grade 

A and inservice teacher training. 

Identification of the respondents 

This study aimed ~t making a general 'process' evaluation 

(i.e. evaluation'of some implementation activities of the 

music programme in TTCs). Music tutors therefore were a 

major concern of this study. However, as far as possible, 

the nature of the study necessitated the inclusion of all 

the main participants involved in the programme. Bence 

respondents were the tutors and their students, curriculum 

developers, inspectors, trainers of tutors c and pr incipë ls. 

The characteiisti6s of the respondent to be incJuded in 

this study were identiffed according to their assigned 

:r:oles in the programme. -

As regards th~ tutors, they were major respondents because 

they are very important in ~he implementation task of the 

programme. It was expected that each TTC had one music 

tutor JMtnistry of Education Inspectoratd Report of 1984). 

Information about the quality·· of music education was to be 

obtained through assessing n-ine tutors. 

A curriculum developer, a schools inspecter and a trainer 

of tutors constituted a second type of respondents. In the 
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subject of tutors' perception of the programme, these three 

persons represented the authorities in a music programme in 

TTCs. Hence it was necessary to compare their responses 

with those of the tutors, to seek information which would 

show whether or not there was cooperation among them in 

curriculum decision making as Harding (1975) argued. It 

was also necessary_to compare the academic qualifications 

of the curriculum developer, the inspector and the trainer 

of tutors in relation to music. In the subject of tutors' 

qualifications, therefore, the non-tutor respondents 

represented a group of music tutors with a high acadernic 

education. Finally the curriculum developer and the 

inspector were to respond on their assigned roles relatinÇ, 

to the availability of .. teaching-learning materials 

coordination and_evaluation of activities of the programme. 

The third type. of respondents was the consumers of the 

programme, the student teachers. Final year students were 

preferred for this· research on the assumption that they 

were rea_dy to teach music in primary ·schools_. One music 

clas·s of _ about twenty students respbnded to the 

questionnaire at every TTC. The :student teachers responded 

after the normal class (or instruction) was over. The last 

statement · in the questionnaire asked them to remain in 

6lass if they were in need of further information, or 

clailfication. In this way an average of five students in 
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,each TTC happened to select themselves to represent a group 

of students with special interest in music. 

brief discussion with the researcher. 

They had a 

In this study a trainer of music tutors was also included 

for reasons given in previous section. College principals 

were included as àdministrators, but more as initiators and 

defenders of the programme in their respec~ive TTCs (Ross, 

1980 and Egiogu, 1980) 

views (or attitude) 

It was necessary to detect their 

on the programme - through normal 

conversation. As hasts of the researcher, all the seven 

princip2.ls made a valid source of information for this 

research. Table 3.1 summarizes the major target poptilation 

of this research with their roles~ 

- •. 

Type of populatio_n Role 

1. Tutors Implementation of -the 
programme -

2. Students , ~ Programme Consumption 
' 

: 

3. Curriculum developer Development and dissemina---
tian of the programme 

-

4. School Inspecter - Programme 
evafuati·on 

coordination and 
-. -· 

5~ College Principal Admi·nistration, programme 
initîon and defending 
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Development of research instruments 

The major instruments used for collection of data for this 

research were questionnaire, the interview schedule and the 

objective test. For obtaining reliable information, the 

qu~stionnaire and the interview schedule were used together 

for cbllection of the same type of data as advocated by 

Hurst (1978). For this reason bath the questionnaire- and 

the interview schedule contained four similar sections 

related to the identified va·riables for this research i.e. 

tutors' perception and working qualifications; availability 

of teaching-learning materials, and evaluation. 

What had helped to determine the structure of questions for 

the variables to be investigated by the instruments was a 

wide review of works in general education, such as the 

INSET report (Bude and Greenland, 1983) and curr..iculum 

studies. The questions were then modified by. my University 

supervisors at Njala University College. They were later 

scrutinized and approved by research exports in the 

Researc_h Sub-department, Department of Education at th~ 

University of Dar es Salaam before their administration. 

Thé questionnaire 

There were two types. of qu~stionnaires. The first 

questionnaire was int,en~ed to gather information from the 

tutors. As has been emphasized ·repeatedly, the tutors have 

67 

.,. 

CODESRIA
 - L

IB
RARY



been a major concern of this study. Their responses needed 

to be very detailed. So, except for the section on 

perception which sought the tutors' information of their 

own experience about the programme's objective in a more 

free manner, all the other sections contained structured 

questions (Appendix 2). 

A second questionnaire (Appendix 3) was constructed for 

final year students tèachers. The aim of this 

questionnaire was to get additional supporting evidence, an 

information which supports that of the tutors. With this 

need, the questions were limited to only yos/no responses. 

Although the two scale (yes/no) responses limits students 1 

degree of perception and expression as compared to the 

five~scale for agree/disagree responses (Inkele, 1983) they 

were still appropriate for this study which needed general 

students' views of their music learning in TTCs. The 

students' questionnaire also served as a lead to arouse 

attention and participâtion in the discussion with a small 

group of students in every TTC who had special interest in 

-music. 

Interview questions 

·-

The interview was found the most suitable instrument to be 

used for gathering data-from th~ curriculum developer and 
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the school inspector for four reasons. First, they were 

few. These twô persans are important factors in their 

roles within the Institute of Curriculum Development and 

the Ministry of Education, respectively. It was 

appropriate to conduct interviews with them in order to 

gather as much information as possible. from them. Had 

their number been large it would be time consuming to use 

the interview. instrument. It was also less expensi ve 

because the researcher and the respondents of the interview 

were all residents of the same area, Dar es Salaam. 

Secondly, the administration for the interview involved a 

face to face relationship between the researcher and the 

respondents. · The interview therefore fulfilled the need of. 

the researcher to meet the respondents in their places of 

work when gathering data for a new programme, like the one 

under study (Epstain and Tripod, 1977). 

Third, as the first evaluation of the programme the 

intention was to get the most sincere or accurate 

responses. Hence wh.en a qw~stion was not clear to the 

respondent the interview allowed ·the . researchèr to give 

.clarifications and get the required responses. 

Finally, in order to obtain the most accurate information, 

questions were used as a lead for the respondents to 
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provide their information through free and open talking. 

For this reason all the questions were unstructured. 

However, the structured question was the one that required 

self assessment of the curriculum developer and the 

inspector on the extent to which they fulfilled their 

duties under comm~n titles so as to find out whether-or not 

cooperation exist'ed among them. 

The cognitive test 

This study had its focus on the tutors. While perception 

and qualifications for the· programme stood for tutors' 

internaJ. variables, availability of materials and 

evaluation, on the other hand, were their external 

variables. RespQnde~ts, apart from the tutors, therefore, 

were just to provide additional, supporting information to 

that of tutors' own information. Hence in this context, 

al though the resul ts of the test for students provided 

evidence of the extent-t:o which the programme has attaïried 

its goal, this phenomena only came along with the basîc 

aim, to examine the extent -to which tutors use their 

knowledge to influence student teachers' cognitive 

lear_ning. For this reason the tutors and students were 

made to responde to the'~ame test. This approach had also 

been used by Cole (1976). Using the same instrument of 

attitudinal tests, Cole compared group attitudes of college 

70 

CODESRIA
 - L

IB
RARY



tutors and students, among other groups, regarding 

attitudes towards the essential elements of new approach in 

science introduction. 

The cognitive test in thi~ study adopted the approach to 

determine tutor effectiveness by testing the tutors and 

students, as opposed to the normal approach of testi.ng 

students alone. Had the latter approach been desired, then 

a summati ve evaluation would be the intention of this 

study, whereby an extensive evaluation would involve more 

students who would responde to a longer test, the analysis 

of which would be i.n a more det~iled information. 

The appropriate testirig for music would be in affective and 

psychomotor dei-na i.ns .. , But ~s Cronbach (1972) noted, 

educators have not yet been able to establish a systematic 

evaluation in these two domains. To avoid this problem a 

cognitive test therefore was constructed to serve the 

purpose of this study. 

The most preferred modern_model of evaluative tests is in 

the form of objective tests which in this case, possesses 

multiple choice items. Multiple choice items are easy to 
;:,-

responde to and to mark. The test contained fifty multiple 

chai.ce items. Each item had a statement with four 

responses (lettered a, b, c, d) from which the respondent 
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had been instructed to circle a letter for the correct 

response in a separate answer sheet. Content validity of 

the test was considered during test construction when a 

table of specification was used (Appendix E1 and E2 ) • 

• The test was administered to the nine tutors of the sample 

and 20 final year'students of Mpwapwa TTC. That particular 

TTC was selected only after administration of all the 

instruments with the criteria that it had a favorable 

situation for teaching and learning music education. 

Visits to the TTCs of the sample (for adminj_stration of 

questionnaire), therefore, served as a piluL 5~udy prior to 

the c6nstruction of the test, in order ko examine the real 

situa:tion, instead of relying on the syllabus alone as 

Hawes (1979) had observed during the visits. For exa:-mple, 

during the visits it was learned that all TTCs spent more 

time t--eachlng rhythm, and practicing music extra curricular 

activities such as choir songs and traditional African 

dances. So the content and format of the test had to 

~eflect such. a situation. Similarly, the structure and 

wording for the questions had to be based on teaching 

methods which is a m-ajor concern of .teacher training. 
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Administration of the instruments 

Epstain and Tripod (1979) stated that evaluation of a new 

programme must concern meeting the staff at their place of 

work other than sending instruments alone a One of the 

purposes of meeting the staff at their place of work is to 

create ?r encourage a positive attitude among practitioners 

when they get the chance to experience that sense of 

cooperation. Another intention was to corne out with the 

most correct evidence as a result of eye witness and face 

to face interaction. 

With this need the researcher had first, to get a letter of 

permission from_ the Ministry of Edue.ation headquarters, 

according to regulations, in order to be accepted in TTCs 

to conduct the -research (Appendix F). The researche~ also 

had to visit the Institute of Curriculum Development (ICD) 

and -the Ministry of Education headquarters for 

administration of the interview for the curriculum •. 
developer and the school irispector, respectively. 

The cognitive test which was developed later·as a result of 

visits to TTCs during administration of_ the questionnaire, 

was then sent to TTCs of the sample. Principals of 

respective TTCs were asked · to personally administer the 

test-on behalf of the researcher and return the answer-
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sheets to her at the ICD. The idea of testing tu tors 

(particularly in the same test with students) was unusual 

and not easily supported by some authorities at the ICD. 

Luckily, there was no report of objection from the tutors 

themselves or their respective principals. Instead three 

tutors, with the support of their respective principals, 

wrote to acknowledge receipt of the instruments which were 

left with them. 

The fact that this study was a- process evaluation which 

involved many activities and that it was the first 

evaluation to be done to the programme, it was found out 

during field data collection that there were important 

omissions in the planned instr~ments. For example, it was 

necessary to observe in every TTC a musjc class in session 

in order to prove=tutors response on the type of teaching 

method dominantly used. The researcher also had to observe 

performance of choir and Afri-can dance activities, for 

wi tness of both tuto:J?s and students' atti t;:ude in these 

activities ta support their responses in the questionnaire. 

Anoiher additional dat~·gathering which was_ completely not 

planned was that of securing principals' views about the 

programme through norma1·conversation and which was worth 

ta be repor~ed-in this work. However, principals' views 

were ta support or negate some tutors' and inspector' s 
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responses on the attitude of the principals towards the 

programme. 

The schedule followed in collecting data in all TTCs was 

gen.erally uniform. On the first day the researcher 

normally had discussions with the principal as a hast. It 

is worth to report that all the 7 p~incipals-were present 

in their respective TTCs during the visits. The second day 

was spent on observation of a music class followed by 

students responding to the questionnaire and then 

discussion with the smaller group of students interested in 

mu.sic. On the third day student teachers of the interest 

group continued responding to the questionnaire. Also 

students' exercise books ·were observed to give the 

researcher more insight, in addition to the syllabus, to 

construct the cognitive test. 

Observation of choir and African dance, and musical 

instruments was done during evenin'g hours. It was 

fortunate during that till}e all TTCs were preparing for 

inter college .cultural co111petitions, popularly known as 

UMISAVETA. 
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Analysis of the data 

The collected data for this research was compiled according 

to the identified tutors' internal and external variable 

for investigation. Data for tutors' perception of the 
; 

programme was compiled on a master table under subjects of 

educational and 'political objectives of the programme. 

From the master table, responses were recorded and then 

analysed in aspects of such as tutors' priority of 

objectives in implementing the programme, their ability to 

state objectives and source of information for formation of 

their perception of the programme. Tables of frequències 

of response with their percentage, also figures, were used 

to pre.sent the data and illustrate various situations. 

Similarly, data for tutors' teaching quëüifications · was 

compiled on a single data rester sheet from which tables of 

numbers and percentages were used to present the different 

cat~gori~s of qualifiéâtions which_ included distribution of 

the tutors in TTCs, their level of education, professional i ... 
J ·'· 

qualifications, qualfiications in music - edqcation ·and 
--

experience~in teaching. Data for tutors' attitude to teach 

music was-presented in relation to tutors' performance in 

the different activities in the ~olleges. 
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As regards tutors' internal variables, the data for the 

availability of the teaching-learning materials was 

presented in the subjects of development of music 

materials, music materials available in TTCs, tutors' 

pa~ticipation in the ~evelopment of music materials and 
.• 

qualifications of the curriculum developer. 

Presentation of the data for evaluation was given in three 

aspects: system of evaluating students' performance in 

TTCs, the inspectors' role in the programme and results of 

the cognitive test. 

The last part of presentation of data for each of the four 

variables contained the analy$is of students responsès. 

Generally, analysis of the data for this - work ha.s been 

expressed in bath qualitativ~ and quantitative measures~ 
·-
deta ils of which are to be found in the following chapter. 

I
' .,· 

.. 
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CHAPTER FOUR 

ANALYSIS OF THE DATA 

The purpose of this chapter is to present an analysis of the 

da.ta for the variables i dent i fi i;,n in this research as 

regard: 

1. Tutors' percept"ion of music educatiorf;programme in TTCs 
/ 

-
2. Tutors' teaching qualifications 

3. Availability of the teaching and learning materials in 

the TTCs 

4. 

1. 

Evaluation of the programme._ 

Tutors' perception of the-music -education programme in 

teacher training collages 

Perception for this research was tested on whether the 

tutor~ have mastered the objectives of teacihing music· in 

TTCs. The tu tors- were :ta state objectives on the question,l;. -
1 

"what are the airns of teaë::hing m1Jsic in .TTCs?" 

Objectives of music education in·teacher training collages 

For a fair analysis of the responses it was necessary to 

bass the testing on three sets of obj·ectives. The first was 
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a series of political objectives. They are the politically 

influenced objectives on the general need for music 

education programmes as explained in chapter one. The 

second is a list of educational objectives derived from 

sy],labuses of grade A TTCs and those of the inservice 
-· 

training. The se are the official objectives f ormulated from 

the universal airas of teacher ed~cation, -and they may be 

expressed as the autocratie type of objectives, as 

established by the curriculum developers. Finally, a third 

set of objectives was obtained after sorting out and 

compiling the different responses of music tutors in the 

-sample grade A TTCs. These tutor stated objectives may be 

called the •actual objectives• with which the tutors 

implement the programme (Hawes, · 1979) . Ta_];Jle 4 .1 presents 

a layout of political, autocratie, and tutor stated 

objectives of which~the politicai and autocratie objectives 

are derived from the syllabus by the author, while the tutor 

stated objectives have been obtained from data collected in 

the research. ... 
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Table 4.1.Political, autocratie and tutor stated objective 
in the irnplernentation of the music programme in 
TTCs 

Need: Political Syllabus: Tutor stated 
established official/ actual objectives 
objectives autocratie 

; - -- objectives 

1. Transmission 1. Students' 1. Students 1 

of culture . - academic need: academic need 
·-

( a) for basic (basic music 
music knowledge) · 

- knowledge- '· 

(b) for further 
studies 

2. Professional 2.Students'profes 2 . Students' 
need sional need professional 

need 
-

3. Academic need 3 . Appreciation 3 . Promotion of 
of culture culture 

4. Preservation 4 . Reseà.rch on 4 • Preservation 
of culture-· the indigenous of culture 

music ' .. 

-
.. 

5. Retaining 5. Appreciat,e of 
culture culture --

6. Publishing 
culture 

7. Maintaining 
·- ~ culture -~ 

8. Transmission 
of cult_ure -

As it can be studied i:rom table 4.1, some of the object.iv:!?s. 

such · as students' academic and professional needs are cornrnon 

in all the three lists. Other objectives, lik,e preservatiori 

· of ·culture, are common in two of the :thr.ee lists. 

Objectives like promot-ion of culture are unique. Hence with 
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the exception of transmission of culture which is a general 

purpose of education, (i.e. it is covered in other 

objectives) all the other objectives in table 4 .1 were 

reconciled to present a comprehensive list of ten objectives 

.~µo:wn below: 

1. students' academic need 

2. Students' professional nèed 

3. Students' further education 

4. Students' need for knowledge in research 

5. Retaining culture 

6. Preservation of culture 

7. Promotion of culture 

8. Culture appreciation 

9. Publicising culture 

10. Maintaining culture. 

In the final càtegorization, the motive. for implementing new 

programmes in ·the ·develop~ng countries may be either 

educational (obj~ciives 1 to 4) or political (objectives~-

10}, or both as it appears to be the case of this stuqy 
·-· 

(Bockarie, 1982}. · Iri the above :1ist of objectives; 

therefore, .. the first four are educational objectives and the 

last six are the pollical ones (table 4.2}. 
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Tutors' responses on aims of teaching music in TTCs were 

therefore to reflect on the above list of objectives. Other 

respondents, the trainer of tutors, curriculum developer and 

the inspector (codes 10, 11 and 12, respectively) responded 

to represent the authorities for comparison purposes. Table . -
4. 2 gives general information on _how the tutors · and the 

authorities responded to the question of li_~ting objectives 

of music education in TTC~ . 

. «1 
. , 

1 
\: 
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Table 4.2. General information on responses on the 

objectives of teaching music in TTCs 

Objectives(as represented by their respective 
Respondents' numbers above) 

Codes 
Educat'ionai. 

.. 
Political objectives_ .. 

objectives -

1 2 3 4 5 6 
1 

7 .8 9 10 Total 
··-

1 1 . 1 2 

2 1 1 2 - . 

3 .1 .1 2 

4 1 1 2 

5 1 1 1 3 

6 1 1 2 

7 1 1 1 3 

8 - 1 1 1 1 1 5 

9 1 1 1 1 ·- 4 

Total A 5 6 0 1 2 1 4 4 1 1 25 
.. 

·-
.. 

10* 1 .1 1 1 1 1 1 6 

11** 1 1 1 1 1 1 1 8 

12** 1 1 - 1 1 1 1, 6 
·-

Total B 3 3 2 3 1 2 3 2 0 1 20 
-· 

-

Total A&B 8 .. 9 2 4 3 3 7 . 6 1 2 45 - -· 
-
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Codes 1-9 = tutors 

Codes 10-12 = authorities: trainer of tutors, curriculum 

developer and inspectors 

* trainer of tutors 

** = curriculum developer 

***=inspecter_ 

Total A= total responses of tutors 

Total E = total responses of authorities 

,. 

Total A & B = total responses of all respondents 

Total number of objectives= 10 

Expected total responses from 9 tutors = 9 

Expected total responses from three authorities = 30 

Expected total responses from al} respond~nts = 120 

From table 4.2 tutors' perception of a music programme can 

be analysed in several ways . 
. ~ 

Tutors' priority of obi ecti ves in implementing the programme 
1 :.:'· 

I ·· 

One way of testing tutors' perception of a music programme 

· -is to assess their- preference of objectives in order to 

determine priority of objectives with which they are 

implementing the programme. Tutors' preference of 

objectives can then be related or compared to that of the 
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authorities. Thereafter its effect can be detected by 

combining the result of the two and computing their averages 

(Table 4.3). 
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Table 4.3. Tutors' priority of objectives as compared to thàt of the 
authorities and its effect to the perception of the programme by the 
veraqe perception amonq the participants. 

Perception by 

Tutors authorities all parti ipants 
Objectives 

No.of % No.of % No.of % 
ob3ec- objec- objec-
tive tive tive 

Students' ' 
professional 
training 6 67 3 100 9 84 

Students' ~· 
academic 5 56 3 100 8 78 
knowledge --·· 

Promotion of 
culture 4 44 3 100 7 72 

Culture 
appreciation 4 44 2 67 6 56 

Retaining 
culture 2 22 1 33 3 23 

-
Students' - need 
for training 
in research 1 11 3 100 .. 4 - 56 

" -- -
Preservation 
of culture 1 li 2 .. 67 3 39 

Maintaini-ng 
culture 1 11 1 33 2 22 

Publicising 
culture 1 11 o· 0 1 6 

> ·• 

-- Students' 
further 0 0 2 67 2 38 

1 

ef~catfon 

1 · 
.. 

Total -
responses 25 277 20 667 45 ·424 

.Number of 
respondènts 9 9 3 - 3 12 12 

Average .- --
responses 2.7 307 6.6 222 3.7 35.3 

--
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On the positive side (though only to some extent) the tutors 
' 

are aware of implementing the programme with priority given 

to the first two educational objectives. However, for them 

first priority is student need for professional training 

followed by student need for academic knowledge. It is just 
~ 

a reverse of the modern teacher education principles which 

1 • • 

would apply t? the music programme, that academic knowledge 

should be considered first. The tutor.s do not at all 
/ 

respond to the objective of students' need for further 

education (table 4.3). At the same time the authorities 

indicate to have a higher perception of the programme, when 

on the average they can state about seven objectives. 

Authorities perception of the programme is particularly high 

on the edu6ational obj~~tives. But then it is affected by 

the perception of - the tutors - . - . in the total number 

participants·. This· phenomenon is best understood by 

studying figure 4 _.1. Figure 4. 1 also shows that the 
·-

political objectives are_more homogenous. 

Tutors' ability to state objecti~~s 

Another way of determini-ng tutors' perception of the 

programme is to assess the·extent to which·:they are able to 

state· the P!"ogrammè' s objectives. The results will be an 
.. 

indication of how much of the programme is being 

· implemented-. Onçe again, the number of tutors' objectives 
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can be compared to those of the authorities, and this can 

lead to an indication of the influences of tutors' 

perception on the programme implementation (table 4.4 and 

4. 5) • 

Table 4.4. 

Tutors' Codes 

.. 

1 

2 

3 

4 

~ 

.. 6 

.. 
7 . 

.-

8 

9 

Total -
re.sponses 

Total 

. . . ~ .~ 

Ability of tutors to state objectives 

Number of Percent age by Percent age 
perceived the objectives from all 

.. objectives/ responses 
responses 

-

2 20% 2.2% 

2 20% 2.2% 

2 20% 2.2% 
-

2 20% 2.2% 

3 30% 3.3% 
-.. - -

2 20% 3.3% 
- . -- . -
3 30% 3.3% 

5 50% .5.6% 

4 40% 4.4% 
--

25% 250% 27.6% 

3 : 30% ·- 3.0% 
.. -

Total nu_mber ·of objectives = 10 = 100% 

Expected.total number of tutors' responses = 90 
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Table 4.5. Authorities' ability to spell out the 
objectives of music education in TTC.s 

Respondents' Number of Percentage 
code perceived from the 

objectives - 10 objectives 

10 6 60% 
• 

11 8 80% 

' 12 6 60% 

Total 9 20 200% 

-Average - 7 67% 

Total number of objectives 10 

Total-responses = 30 

- Percen-tag_e of all responses = 100% 

Percent age 
from all 
responses 

4.98 

6.64 

4.98 --
--

16.8% 
.·•· 

! -., 5.5 

In th_e above two tables it is revealed that the authorities 

perceive the music programme muçp higher (67 percent) -than 
- -· 

do the tutors who perceive 'it. only at 30 percent~ But as 

analysed -in figure 4 .1 tutors' influence to the programme ··is 

so great that perception of the programme b_y all of its 

practi tioners is only .... 2 8 % or 13.5 on the assumption that 

100% ~ 360. This phenomenon is shown in fig~re 4~2 below. 
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Figure 4.2 The effect of tutors•· perception, in relation to 

the perception of the authorities · 

Perception by 
tutors authorities 

Perception by 
Tutors' 

(67%) (28%) 
. . 
. 

Average perception of 
the practitioners' 

combined perception (48%) 

CZJ ' . 
= Perceived portion 

Figure 4.2 a so suggests that there is no linkage 

between tutors and their authorities. 

A comparison of educational and political objectives in 

implementing the music programme 

A further interesting situation from tables 4 .1 is the 

slight but significant information that the tutors tend to 

perceive the programme more on the political objectives than 

is expected from them for them for the educational 
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objectives. Their perception on the educational and the 

political objectives is 48% and 52% respectively as 

opposed.to that of the authorities which in that respect is 

55% and 45% table 4.6). 

- ; 
Table 4.6. Tutors• perception of educational objectives 

as compare to the· polititfëd objeètives 
_i 

Educational Political -. Total -
objectives ·objectives 

Respons.es . , ... 
No. of % No. of % No. of % 

% % % 

Tutors 12 48% û 52% 25 100% 

Authorities 11 55% · 9 45% 20 o· 
-

On the overall thë. analysis of tutor·s' perception of the. 

programme reveals that the tutors' perceive the programmë 

far below average. Although the authorities perception of 

the programme is high, it is considerably affected by the 

tutors who consti tute a large number of the programme' s. · _.., 
",· 

participants-~ Tabl~ 4. 6 also shëws that the tu tors percei ve 

the political objectives of the programme more than thëy do 

percei ve. the e·ducational. ones. 

92 

1 
\ 

.• \. ,· •• : ·;, ··, .,_,cy,·,. , •. ,.( ... , " ' ,.- ·.• 

CODESRIA
 - L

IB
RARY



't.-

source of information for tutors • formation of perception of 

the programme. 

One of the major influences for the formation of perception 

in individuals is the source of information available to the 
f' • • • •. •• 

tutors. The tuto~s were asked to· list the different ways 

which aided th~m · to know · the different objectives of 

teaching music in TTCs. 

shown in table 4.7. 

Their responses were compiled as 

Table 4.7 Tutors• sources of information for formation of 

their perception 

·-.. Number of tutor Percent age of 
Source of information responses responses 

.. 

1. Speech s ' 7 26% 

2. Teacher training(~ainly 
inservice training) 6 22% 

3. Newspapers & ·other books 6 22% 

4. Syllabus ·- 5 19%. 

5. Radio 3 
.. 

. 11% .... .. _ 

Total - 27 100% 

Whereas training and the syllabus are organized or planned 
~-

by the -Ministry of Education for the tutors, the rest 

involve tutors' individual effort. In the de-Veloping 

countries, most public speeches happen to be poli-ti?al ·-and 

then they are recorded in radios and newspapers. In table-

4.7 above the educationaliy organized source of information 
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i .• 

.. 

contribute less to the provision of tutors' perception of 
] 

the programme as compared to the politically 

oriented ones. The ratio for the two is 10.15 (2:3). 

The tutors were also asked to state whether they had 

participated in any workshop, for example, for preparing a 

music syllabus .• The responses for all the tub;:>rs· was 'no'. 

Finally, it is 'also necessary to examine transmissio~ of 

tutors 1 perception of the programme to student teachers. 

students' response on.the need.to learn music in TTCs 

A group of student teachers with special interest to music 

provided their views on their need to study music in TTCs. 

The need rnerited as follows: 

(l) To promote culture 

(2) To preserve.culture 

(3) To make music as an option leaching subject 

(4) T~ 0 make music a speciali~Y-

( 5) TO- acquire_ knowledge which will enable them to 

transcribe songs., dances and jazz band music 

(6) To acquire knowledge which can enable them to 

read music~f,ieces. 
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Qualifications of the tutors 

Table 4.8. General information on the .qualifications of tutors and authorities. 

Tutors Respondents . Level of Professional background in music education 
education qualifications 

Code Sex A B 

1 Female 1 

2 Male 1 .. 
, .. 3 Male 1 
Tutors 

! ' 
.. 4 Male 1 

5 Female 1 
1 ; 

6 Male 1 
' 

,7 Male 1 

8 Male i 1 

9 Mé\le! '1 

Total '2 6 

10 Male 1 
, Authe-
rity 11 Male : 1 

1 

12 Male ' 1 

Total 3 
1 

Codes 1-9 = tutors 
Gr.T.M. = Graes for theories 

of music 
No.sem.att.= Nl.lllber· of .Seminars· 

att'ended 
y = semina'rs in other subjects 
A = primary education. 

= enrolled but failed 
X = 2nd. degree, M.A. 

: 1 

. •:,; 

C D E 

1 

1 
i 1 

1 

1 2 

+ 

Gr. T.M 

F G H 1 i ii iii iv 

1 1 1 1 1 

1 1 1 

1 

1 1 1 1 ~ 1 

. 1 1 1 1 --

' 1 

1 1 1 1 1 
: 

1 1 1 1 

6 1 3 4 6 7 2 

1 1 1 1 1 

1 1 1 1 1 1 . 1 
' 

1 1 1 . 1 1 1 1 

3 2 2 1 ·2 2 2 3 

1·, 

Codes 10-12 = authorit,fes 
lnset = lnservice Trai,ning 

1 

3 

V vi 

1 

1 

1 

1 

1 

3 

X* = music seminars not specially 
organized for the prograrnne) 

T.exp. = teaching experience 
= positive response/passed 

vii 

1 

1 

1 

1 

1 

3 

lnset No. Sem. 

viii Year X* X 

1986 1 3 

1979 3 3 

1988 

1985 1 

1982 2 

1980 1 2 

1986 1 

1 1972 1 5 

1984 1 1 

1 3 18 

1 1979' 1 3 

1 1974 2 5 

1 1973 2 5 

3 5 13 

B = O level 
c = A Level 
D = university 
E = primary 

grade B tr.aining 
F = prima'ry 

grade A training 
G = diploina 
H = 1st.degree,B.A 

.,. 
att. T.exp. 

Years 

8 

13 

4 

8 

~-. 
17. '. 

6' 

26-,. 

10 

19 

19 

21 
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... --::. _t·---

·Tutors' teaching qualifications 

General informatiori 

1 • 

Tutors' teaching qualifications are analysed in the aspects 

of; 
• 

their d~stribution in TTCs; 

their level of educatio~; 

, 

• professional qualifications; 

qualification in music education; 

the quality of music education they possess; 

their experience in teaching; and 

their attitudes to teaching music~ 

The qualifications of the authorities in the programme which 

comprise of the trainer of tutors' th~ curri-;ulum developer 

and the inspecter, have been included for the purpose 6f 

comparing with those of the tutors. For the curriculum 

d~veloper and the inspecter the qualifications are also used 

in the_later -sections for the analysis of their performance 

of ·their rôles. 

Table 4.8 presents the general qualifications of the tutors· 

and ~he authorities. 

·-~ 
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Distribution of tutors in teachèr training colleges 

Table 4.8 shows that most music tutors in TTCs are males. 

The ratio of male tutors to that of females is 7.2 which is 

·.abpu,t 78 percent and 22 percent respectively. Further 

f indings from the inspecter' s questionnaire reveal that 

while a féw TTCs )1ave more than one tutor, eight or 20% of 

the TTCs do not have music tu tors. Such TTCs, . as the 

inspecter responded, include Marangu and Katoke, which were -- -~ . . . . .. 

not part of the sample. 

Butimba TTC which trains music- tutors was found to have only 

2 tutors. 

- 11 we need at least two more tutors", remarked the principal 

at Butimba TTC. 

Tutors' level of education 

Tutors' lev~l of education can be studied in table 4~9. 

Table 4. 9 Tutors' ·1evel of education 

-
Level of education Number of tutors Percent age 

··-
·- .. , 

Primary 2 22% 
•: 

O'Level 6 67% -.. ... 
A'Level 1 11% - ·-·-· .. 

·-.. 

University 0 .. 0% 
-
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Table 4.9 shows that most music tutors (67 percent) ·have an 

education of O'level. For the remaining tutors, 22 percent 

and 11 percent have a background of primary and A'level of 

education respectively. None of the tutors has a university 

education. (table 4.8). 

Tutors' p~ofesslonal qualifications 

j' 
Normally, professional qualification goes hand in hand with 

that of academic qualification of an individual. Whereas 

all the respondents in the sample are trained or qualified 

teachers, teachers with a primary eduèa-t!ion hold grade B 

teaching certificates which qualify them to teach in the 

lower classes (I to III) of primary schools. Individuals 

with an O'level of education qualify as grade A teachers to 

teach all primary school classes particularly classes IV -

VII. Table 4.10 shows the professional qualifications of 

tutors. 

Table 4.10 Tutors• proiession~l qualifications 

-· 
-

Type of training Number of tutors· ... Percent age 

. 
Grade B 2 22% 

-.. 
Grade A 6 67% 

Diploma 1 11% 
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According to table 4.10, almost all music tutors (89 

percent) are originallj primary school teachers. The rest 

(11 percent) have diploma teaching certificates, which 

according to the past Tanzania's policy of education such 

teachers were to teél;ch µp to O' level in lower secondary 

schools. 

All of the three types of teachers therefore qualified as 

music tùtors after inservice t:raining (table 4.8). 

Qualifications in music education 

There are four ways in which tutors may study music. 

The first strategy was introd~ced by the Ministry of 

Educ_ation by mi~ 1980's. It allows O'level students to 

study music up to form II. Those who prefer it can make it 

an option subject for the national examination in the fourth 

form. According to the f indings for this study, none of· the 

tutors is yet a product of this system (table 4.11). 

Secondly, teachers and students are among the individuals 

who (at their own pace of time, expénses and effort) enrol 

themsel ves•.- wi th the Music Conserva taire of Tanzania (MCT) . 

It is an institution run by foreigners (British) at Dar es 

Salaam. Studies are offered by correspondence. They .. 
.. 

include theories of music grades I to IV. One can begin at, 

,. 
1 
1 
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any grade and continue with the system for grades V to VIII 
' " 

of the Royal School of Music, London, a sister institution 

of MCT. An awar;d of a certificate for each stage is 

provided to a candidate who passes its examination. As 

explained earlier, qualifications in grades I to IV have 

been major criteria for selection of primary teachers who 

apply for the 'inservices training course in music. 78 

percent of the tu tors enrolled for gr§ldes I to IV, 56 
~-

percent of whom passed the examination (table 4.10). 

Also passes in grades V to VIII is among the qualifications 

for selection to study music with other combinations at the 

University of Dar es Sal_aam. Grades V to VIII may be 

. stüdied after the inservice training. The percentage of the 

tutors_who enrolled for studies in these grades was only 22 
- -

_ percentr half of whom ( 11 percent) passed the grade- VIII 

examination. 

Third, the i_nservice"'.;-t.:raining, organi_zed by the Ministry of 

~ducation makes a-- prima~y strategy assumed to equip 
!~- . . . 

qùalified and experiencedi primary teachers with academic; 

methodology aftd research education in music. All tutors 
---

indicate to have undergone this ~raining (table 4.8). 

Finally, seminars · ana workshops provide another way of 

learning music. Only 22 percent of the respondents happened 
1 ' 
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learn some music in the upgrading course for grade B 

teachers. Table 4. 11 summarizes the different categories of 

tutors' qualifications in music. 

Taple 4.11 Tutors' music qualifications 

--

Type of Studies ·- Enrolment 
-

.. - ·. No~ % 
-

1. Examination in 
0' level 0 0% 

2. Grade I - IV 7 78% 
Grade V - VIII 2 22i 

3. Inservice training 9 100% 

4. .Seminar* 2 22% 
.. 

Awarded 
from 
enrolled 

No. % 

0 0% 

5 56% 
5 55% 

9 100% 

2 22% 

: 2 ( 
Awarded_ 
from · ~-- ".. 
totai: rio'' ' . ' '.-. 

-·. {';;-. ~--· - , _: '.•' ~, .. 

No. i::,~:: '·· 
•' ' r • ,- •' 

' 1,,. :. ....... ____ -

0 0% 

4 44% 
1 11% 

9 100% 

2 22% 

* not specially organized for music education. 

Meanwhile, a responses from the inspector' s interview on 

facilities for tutor~' private studies revealed that the .. . - + 

Ministry of Education is -planni_n_g for music to be included 

in ·the studies by correspon!~nce_ in the · Department _ of 

Studies by Correspondence of the Institute of Adult 

Education a;±: Dar e-s Salaam, by 1989. _ 
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The guality of music education thè tutors possess 
l 
J 

Most often the amount of education a teacher receives is 

measured indirectly through his students• performance, so 

referred to as teacher competence or teacher effectiveness. 

In this study, quality of music education in tutors · was 
~ -

examined through a general survey of the preparation of the 

tutors in their Ïnservice trai~Jng for certificate in music 

at Butimba TTC .. 

The major areas of the study as allocated in the syllabus 

were: practical skills, w_ritten skills and music education. 

These three areas were then exparided to su:Sjects, as shown 

in table 4.12. Further factors which lead to poor quality 

of music education to the inservice students is that each 

studënt must -work in projects ( indi vidually or as a group,. 

or both) for self reliance. Worse still the college runs 

short of trainers by 50 percent. 
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-. 

Table 4.12 Allocation of time for music lessoris for the 
inservice course 

FIRST YEAR 

Subjects Hrs Subjects Hrs 

,·.,: 

WIÜTTEN Rudiments~ Harmony 3 _Harmony 2 
General Musicianship 2 General Musicianship 1 

SKILLS Form and analysis 1 Form and Analysis 1 
Scoring and Arranging 1 

PRACTICAL Piano/Organ/Harmonium ~*. Piano/Organ/Harmonium 11/ 
Keyboard Harmony 1 Keyboard Harmony 1 

SKILLS Instrumental Classes 1 Instrumental .Classes 1 
African Instrument 1 African Instrument 1 
Choir. 1. Choice. 2 
Band 1 Band 1 

HISTORY History of Western 
OF Music 1 History_ of Music in 

MUSIC Tanzania 1 

History of African 
Music 1 1 
Research Methods 1 

MUSIC Methods o·f Teaching 
EDUCATION Music 2 

Music Curriculum 1 

· :rotal -15~ 16~ 

*Each student will receive half an hour tuition per week. 

Source; Syllabus of Music certificate, 
Education, Dar _es salaam 

Experience in teaching 

~-

Ministry of 

Tutors' experie:hce in teaching ranged from 4 to 2 6 years and 

tlie calculated average was 12 years (table 4. 8) . 
-

testing whether experience. was a basic strategy for the 
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tutors to teach music effectively, they were to rate three 
J 

strategies. A majority of tutors (78 percent) rated the 

strategies as follows: 

1. Studies in music specialty 

• 2. Studies in other education subjects such as philosophy 

and leader'ship 

3. Studies in methods of teaching music 

4. Experience. 

Tutors' satisfaction in qualification was tested by their 

selection of response which was·appropriate to them among 

the total population of the teaching staff in the college. 

They responded as follows: 
\ 

One among .the highest - qualifi.ed tutors 0% 

One among high qualified tutors 0% 

One among average qualified tutors 11% 

One among low qualif-f'ed tutors 67% 

One among the least qualified tutors 22% 
1 · 

-- Total 100% 

, 
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All tutors iri the sample responded positively ta the wish 

for further education up ta university level 89 percent and 

diploma 11 percent) for reasons: 

· .. t,9 ;increase knowledg_e in music 33% .. 
. • 

ta learn more on methods 0% 

ta get promotion within teaching .. 33% 

ta be promoted to another job 33% 

Total 100% 

TU.tors' att-i tudes towards teaching music 

Attitude was tested through relating tutois preferençe to 

the role of teaching mus.ic to that of . teachin9 .. other 

subjects and fulfilling other responsibilities in -their 

respective TTCs. All tutors indicated to have taught music 
. .. 

in primary school, and then either secondary school or TTC 

during teaching practice, as inservice studënt teachers. 
' .. 

They finally becanie·· tutors in TTC _after completion of the 

course. Other subj ects which thiy _ ?ave· been teaching 

inëluded, language (Kiswahili or- English) - education.-

(translation from 'malezi'), psychology and - political 
-

education. They were .: then asked to rate · the subjects 
. -· . 

according to how the y e_nj oyed teaching · them. By average 

music came second by 56 percent of all the tutors of the 
1 • 
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sa:mple. Only 11 percent preferred it as the first and 33% 

as the third teaching subject. 

All tutors were found to be responsible in the extra­

curricular activities related to music. In each ·TTC of the 
. . 

sample there was a college choir, traditional African (or 

tribal) dancing'group and at some occasion-disco music was 

arrangea for the students. Choir and trib~l 
-6' 

dance f orrn part 

of the major àctivities for UMISAVETA co111petitions 

established in the 1970's. Each college was found to have 

a history of winning different prizes at different times in 

-the past years. 78 percent of the tutors indicated to like 

assessing the extra-curricular music activities as cornpared 

to only 2 2 percent who · enj oyed teaching music in the 

classroorn. 

All the tutors supported the idea of continuing to conduct 

UMISAVETA competitions yearly. Their reasons included: 

1. rt is the only açtivity ·which allows some o:f the 
i 

students and tutors_from different·TTCs in the country· 

-to rneet. 

2. It provides opportunity for sharing - ideas and 

experience of each cither. 
·-· 

3. It provi~es opportuni ty to travel to other parts of· the 

country. 
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Tutors 1 report of students' performance 

In this same aspect the tutors were asked to evaluate the 

situation of music education for the students. Results for 

t}J.is were: 

Students perform better in classroom work than in 

the extra-curricular activities 

Students perform better in extra-curricular 

activities than in theories of music-

The performance in both extra-curricular 

activities and theories of music is the same 

and is average 

The performance in both extra~curricular and 

theories of music is the same and is poor 

Tutors' other responsibilities 

Percent 

22% 

56% 

22% 

0% 

100% 

+ 

Tutors' other 

coordinators in 

- responsibillti~s ·included acting 

the differemt col~ege projects such 

as 

as 

animal keeping, gardening and farming in general. These are 

proj ects for raising school furid as p~rt of the practices of 

implementing Edu~atiëm for Self Reliance. In this same 

aspect all tutors responded they have personal p~ojects for 
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the reason of raising their economy because their salary is 

low. Also some of the tutors (33 percent) were found to be 

preparing for examination in other subjects. 

tutors was preparing for music.examinations . 

• 
The situation with college music activities 

None of the 

The general situation of music activities in TTCs was 
i. 

examined through tutors and student teachers. In the case 

of tutors they were asked to rate a list that summarized thB 

activities in the college according to the extent they were 

kept busy and happy in acting upon them. After sorting, a 

compilation of the rating was recorded in the following 

order: 

1. Teaching other subjects 

2. Assessing outside class activities related to music 

3. Teaching music 

4. Fulfilling dut~es in other responsibilities (such as 

CCM part branch secretary, project c~ordinator) 

5.· Working in my personal projects 

6. Preparing fhr my examinaiion 

On the side of student teachers, mos.t of them ( 9 o · percen_t) 

responded they were learning music fo~ the first time during' 

the training course. 93 percent_of the students responàed 
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they do not understand music lessons. But students' 

attitude towards choir music, traditional dances and disco 

music was above average (52, 54 and 94 percent respectively; 

Appendix F). 

Tutors in all colleges of the sample listed the following as 

beinq the major_problems of teaching music in TTCs. 

1. The number of periods, only two and one ~eriod in 5 and 

2 colleges of the sample, respectively, is not enough. 

Tutors suggested 4 or 3 periods a wèek. 

2. Besides the many contents in the syllabus, still some 

of the tapies are difficult to teach. Such tapies were 

like ~inor scales, syn6opation and melody writing. 

3. Unavailability of teaching learning materials was the 

most acute problem~ 

3. Availability of music teaching and learning materials 

•• 
The teaching-learning materials referred to in this ~ection 

are resource~. used in the classroom -situation. 

comprise of music syllabus, students' textbook and teachers' 

guide, and they are developed at the Institute of Curriculum 

Development, Dar es Salaam. 

part of this analysis. 

,. 

Musical instruments too-make 
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General d~velopment of music materials 

Availability of the music syllabus, student's textbook and 

tutor's guide is more understood in the context of analysing 

the general development of music curricula at the ICD. The . . 

ICD has established a three year syst~~ in developing its 

materials with 'priority ta one level of education every 

year. It was found out that the task for, .. developing music 
.~. 

materials for TTCs as regard student•s textbook would begin 

in the financial year 1988/89, another turn of the year of 

priority for TTCs' instructional materials. after that of 

19~5/86. In between this period, year~ 1986/87 and 1987/88 

were a priority for developing materials for primary and 

secondary schools, respecti vely. ~yllabuses for these 

lèvels were also · issued and manuscripts of textbook for 

p_rimàry school were about to be completed. Manuscripts of 

textbook for. forms I and II had been submitted for 

publication. No teacher's guide had been developed for any 
J . 

of the three levels . .,._:Table 4. Ï3 summarizes the situation of· 

teaching learning materials in music for the three levels. 

Availability of teaching-learning materials in teacher 

training colleges 

As table 4.13 reveals, the syllabus was found to be the only 

material available in all the seven TTCs of the sampl~. 

110 

.. ·:·· ..._ l" 

CODESRIA
 - L

IB
RARY



However, the tutors of the sample TTCs complained, they were 

still using the 1978 revision of the syllabus although they 

had been informed of the most recent (1986) revision. 

T~ble 4.13 The situation of music teaching learning 
.• 

materials 

.. 

Level of Syllabus Textbook Teaching 
education guide 

Primary developed - manuscript: not 
schools final proof-reading developed 

.. 

Secondary de_veloped Forms I & II only. not 
school manuscript developed 

publication stage 

Teacher developed not developed not 
training developed 

Findings of ·the · investigation of this situation may be 

expr~ssed as_a tug o~ war existing between the curriculum 

geveloper and _the insp~ctor. The former reported to have 

submitted the finished written manuscript of the syllabus to 

the Ministry Qf 'Education through normal channel used b_y the 

ICD, while the inspector claimed not to know anything 

aboutit. 

One eyidence for this researëh is that, in the absence of 

the offici~l mater'îals, four_ TTCs ( 57 percent) · were found to 

use a - book called· 'Jifunze Muziki' (learn music) a 

recommended book by the Ministry of E-ducation to be used in 

TTCs. The · author of the book was the inspector of the 
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programme. Tutors in all TTCs of the sample complained that 

the inspecter forced them to individually buy copies of that 

book. In general, TTCs were encouraged to buy copies of 

that book. They continued saying that during the 

inspectors' visits to TTCs student teachers were also 

• 
mobilized to buy personal copies. The book, they reported, 

was available in every bookshop. Yet, some of the tutors 

used any music book that could be in their hands and 
~. 

understandable to them. Most of such books were foreign, 

such as, Rudiments and Theory of Music. While some of the 

books were college property others were tutors I personal 

books. 

At the same time no student teachers responded to hav~ ~ny 

music book which is of the collage property. In-stead 3 

percent of students had different. types of music - books 

(Appendix F). 

On the _question of musical instruments, there was no uniform 

information. 33.percent of the cqlleges had a history of 

originating from Christ-ian missionaries. These TTCs had a 

prano . or harmonium, or · bath. A"l though some of thosé 

instruments were better than the other, all of them were 

generally out of· order .. : The rest 67 percent of the TTCs had 

no such instruments. H~wever, 56 percent of the tutors 
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owned one or two descant recorders which they sometimes used 

to teach their music classes. 

There were different types and sizes of drums in all the 

s.even TTCs. Other instruments included the local wind 
-· 

instrument such as animal horns, bamboo flutes, shakers 

which were made out of reeds, also goard retles and marimba. 

The presence of such many and different local instruments in 

the colleges was mainly based on UMISAVETA _competitions. 

Tutors' participation in the development of music materials 

Tutor participation in developing materials was examined by 

surveying documents from several workshops in the past year~ _ 

(table 4. 14) 

included. 

Works were for inservice training was ~lso 

: .. 
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Table 4.14 Tutor participation in the development of music 

teaching-learning materials or TTCs 

Number of participant 
Workshop 

Tutors Non-Tu tors 

1972 Syllabus for inservice 
training 2 -• --

1982 Revision of syllabus for 
inservice tlraining 6 1 

---
1971 Syllabus for primary 

school,s* ? ? ·. 
- . i. -

1978 Syllabus for T'I'Cs 7 2 
-· 

1984 Panel meeting 4 8 

1986 Revision of syllabus for 
TTCs 4 4 

Key: *=The syllabus was also used for TTCs until 1978 
? = No record was obtained. 

Total 

2 

7 

? 

9 

12 

8 

Reyision of the syllabus for TTCs therefore has been done 

twice sïnce 1971; in 19?°8 and 1986. The latter revis ion was 

based on the universal suggestion to make syllabus better 

understood by including columns of students' and tutors' 

activities in the clgssroom. -, 

Furthermore, the ICD has a policy which requires a 
-

curriculum developer to pr~pare.a framework of the content 

for the mater°ial before calling for a workshop. Hence the 

task of thé workshop is to provide materials for the already 

suggested framework. 

114 

.\ 

CODESRIA
 - L

IB
RARY



Qualifications of the curriculum developer 

The curriculum developer for music materials at the ICD had 

university education (table 4.8). Up to the time of 

~ollection of data.for.thi~ research, he had worked with the 

ICD for almost 9 years. He had not yet àttended any special 

course in curriculum dèvelopment; Only arrangements were 

being made for him to attend a short course. 

The curriculum developer reported thre~ strategies which 

aided him to perform his duties in curriculum development as 

follows: 

1. studying completed works in other subjects 

2. Aftending ~orkshops irr other subjects 

3. Attending meetings of curriculum developers in the 

normal schedule of the ICD. 

The curriculum developer also reporteq. that research in 
~ 

music had never been conducted and that the inspectorate 

reports received from the Ministry of Education were 

normally · directives on particular sections which needed 

action to be taken by the ICD. 

The extent to which the curriculum developer performed his 
.. 

duties under different titles has been analysed by comparing 
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I 
.,· 
.. 

with performance of the inspector in the same titles in the 

following section. 

4. Evaluation of the programme 

• 
In this section evaluation is an analysis of: 

1. System of e~aluating students' performance ~n TTCs; 

2. The inspector's role in the programme; 

3. Results of the cognitive test. 

system of evaluating students• performance in teacher 

training colleges 

Music education is one among those subjects being ~?ught in 

TTCs without ,-p nqtional examina.tian at the completion of the 
- . 

course. In this, the.inspecter reported that he had made a 

suggestion to the National- Examination Council (NECTA) to 

inclùde music in the examined subjects by 1990. This 

information was not·;-· yet known to the tutors and the 

curriculum developer. 

Tutors were asked about the current system in which student 

teachers are evaluated through continuous assessment. Each 

of the tutors was to select a statement which was 

appropriately applying to his own way of assessing his 

students. 

116 

' 
\; 

1 -

CODESRIA
 - L

IB
RARY



The findings revealed: 

1. Assessment is based .on achievement in music 

theories 

2. students' assessment is based on participation 

and ability i~ ch9ir ~nd African dances 

3. Students are assessed in bath music theories, 

and choir and African dance. 

0% 

67% 

33%. 

As the findings also reveal, there were no music 

examinations at college level. But the tutors in all the 7 

TTCs of the sample, including inservice training, did not 

have any records of any student who had failed in using the 

c~ntinuous type of assessment, although many of them ended 

up with a 1 D 1 grade. 

In regard to the idea to incluae music in the subjects to be 

examined at the national level: 

22 percent of the tutors supported the idea 

45 percent did not indicate -any response 

33 percent did not support the idea. 

Further reports from the inspecter reveal that music is not 

taught in the second semester for final year students since 

there is no national examination for it. 
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The inspectorGs role in the programme 

The inspecter responded, he visits each of the TTCs in every 

two or three years. However, the extent to which he 

fulfills his role was examined by self assessment for 
~ 

statements in which he had to grade himself between points 

O to 10. . ' Points were then compared with those of the 

curriculum deve~oper (table 4.15). 

Table 4.15 A comparison of self assessment scores of the 

curriculum developer and the inspecter 

To what-extent have you fulfilled 
your duties as 

.. 
music teacher -

music _specialist 

curriculum decision maker 

curriculum dèveloper 

inspector 

adm;i.nistrator 

consultant 

coorditJ.ator 

eval.uator and 

research 

Total 

. .J .-,. 
.. 

-
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Curric.ulum 
developer 

8 

-8 

8 

8 

0 

5 
.. 

i" 7 

- 6 

5 

5 ·-

60 

Scores 

Inspector 

,_ 

-
9 

·-

9 

0 

8 

10 

10 

9 

7 

7 

6 
1 
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The table above shows that the inspector 's scores are 

relati vely higher than those of his counterpart. The 

calculated mean and standard deviation, and then Z score are 

shown in table 4.16 and appendix D5 • 

.... 

Table 4.16 Calculated results for the curriculum 

developer and the inspecter 

Curriculum Inspector 
. developer 

-
~X 60 85 

X 6 8 

s - 2.49 1. 35 

n - . 10 10 

--

~X = sum of scores, · X = mean, s = standard deviation 'n = 

number of-items. 

·The calculated Z sore was -2.79, the tabulated Z score was 

(i.e .. cale. z . tab_: __ ~). The resu1 ts show tha t · there is +no 

:cooperation_ between the 

inspector~ 

curricu~um developer · and the 
1 

,. 
Results of the cognitive test 

A cogni t_i ve .test in music was administered to both tu tors 

and student· teachers. The aim of the test was to examine 
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the extent to which the tutors in TTCs use their knowledge ., .. 
to inf 1 uence student teachers' cognitive learning. The 

results of the test would give an indication of the extent 

of attainment of cognitive objectives of the music 

performance. 

. 
From the above results a common_ z score··for the two groups 

was calculated as 11.24. It was greater tnan the tabulated l ... . 
',) 

Z score of 0.01. (i.e. 11.24 o ~ 01; see. calcµlation 

appendix D.4). This result shows a rejection that there is 

an extent to which tu tors transmit their knowledge to 

student teachers. 

Raw scores of the test ·for the two gro~ps_~s given in table 

4. 17 in which tpe s_cores for- tu tors ~re r.elati vely higher 
"' 

than those of the students. 

Table 4.17 Raw scores for tufors and student teacher 

-
Tufors 92 88 88 86 84 84 82 80 78 --

.. -

Students - 68 64 64 60_-6Q 58 54 54 48 46 44 44 42 42 40 361'' 
28 24 22- - -

-· 

Calculated of the mean and standard·deViations for the two 
--

groups .is pr~~enteci in table 4 .18. 
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Table 4.18 Results of the cognitive test 

r:x 

X 

s 
·.: 

n 

~X= sum of scores 

X - mean 

-

S = standard deviation 

n nurnber of testee 

.. 
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Tutors Students 

762 942 

84.67 47.1 

4.36 13.47 
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Figure 4.3: A sUT1T1aryof the analysis of rrusic education 1n TTCs 

Classroom 
teching(music 
theory & 
practical) 

1. Tutors' perception 
through objectives 

educatio­
nal ly low 

2. Tutors' 
qualifications 

3. Teach i ng 
learning 
materials 

3 

Low ,__ __ .,,.Syllabus 
only 

_ _J 

4. Evaluation 
(suITTTiative) 

None, but relies 
on extra 
curricular 

1 <Jctivities 

5. Results of 
the cognitive test 

Implementation of 
music education in 
TTCs 

~-~I ----• -----;/1 /~ 
. Negative attitude _..--

Reasonably high for 
tutors butdo not 
reflect significantly 
to students 

Positive attitude 

extra curricular Politically Local musical Continuous 
activities high Interest instruments assessment 
(choir & dances) 
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From the above results a common z score for the two -groups 

was calculated as 11. 24. It was gr,eater than the tabulated 

Z score of o. 01. (i.e. 11.24 0.01; see calculation 

appendix D.4). This result shows a rejection that there is 

. ap . extent to which tutors transmit their knowledge to 

student teachers. 

What seems to be a summary of the analysis on the situation 

of music education in TTCs is summarized in-figure 4.3. 

The aim was to teach music on the bases of th~ local needs. 

Figure 4.3. The figure illustrates that classroom teaching 

and learning activit-ies and extra curriculum activities are 

performed more or less pàrallel to each other in all the 

four variables analysed in this chapter. 

Generally, the analysis first reveals that the tutors-can 

impart few objectives of a music programme in TTCs. This is 

an indication that their perception about the programme is 

rather low. The cause _for this is mainly the lack of .. 
interaction betweén the tutors ana· their authoritie~ who 

perceive it well_. The lacking means of communication iti t.he 

programme are the specially organiz.ed sources-of information 

such as seminars, and workshops which would enable tutors to 

participa te in decision making. While the.: inservice course 
-

is the only organized strategy, the tutors_depend more on 
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the political strategies as a means to understand the 

programme. 

Secondly, tutors' qualifications are low for them not only 

to teach music in TTCs but also for their general role of 

• instructors at that level. As a resul t of their low 

qualifications' together with the analysed political 

influence in the programme, the tutors tend to be more 
- . . 1.'_ . 

interesied in the extra curricular éctivities related to 

music than teaching music in the classroom. A reflection of 

this, is, students in TTCs are much _attracted to choir and 

indigenous activities. 

Third, there is a tremendous lack of teaching-learning 

materials in TTCs. The-syllabus has been found to be the 

only material used to teach music in TTCs. The cause for 

this unavailability of the teaching-learning materials is 

that the ICD lacks: trained music curriculum developers, 

research in music;~ adequate tutôr participation in 

developing music curricular and feedback of evaluation by 

·the music inspecter at the Minis~ry of E?.ucation. Findings 

furtlier show that there is no cooperation- between the: 

curriculum·developer and the inspecter as they overlap in 

performing their different duties under common titles. 

Finally, it has been found that continuous assessment is the 
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only type of evaluation applied to students' doing extra 

curricular activities in music. 

Resul ts of the cognitive test show that tu tors' knowledge in 

mu.sic is reasonably above that of students. 
·"". . . .. 

However, the 

tutors do not reflect their knowledge to_a_desired extent. 

In actual fact, results of the cognitive test support the 

other analysed findings that little music education is 

taught in TTCs, as will be discussed further in 

chapter five. 

1 ,,· 

1 
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CHAPTER FIVE 
J 

DISCUSSION OF RESULTS 

· The chapter on the analysis of data had provided the 

_ ··indicators which reveal tutors' performance ·- in teaching 

music education·in TTCs. In this ·chapter;:·;the indicators or .,, 

findings,- are discussed in relation to the variablesunder 

study. 

-

Tutors' perception of the programme 

Tutors, or generally teachers, ~omprJse of a group of peèpl~ 

relied upon, for an effectiv~ -- implementation · of- any 
- -- . . 

instructional program111e. Presumably, one of the f irst steps 

for the establishment of a music programme ·in TTCs was to 

ensure that the tùtors perceive it well. While there are 
_ ... 

. , 

many ways of testin_g perception, tu tors in this study were· 

-to state the objectives of teaehing music in TTCs. Goals, 

aims and objectives in this discussion have _ been used 

interchangeably although they may di:Ë°fer in definition. 

Trad,i tionally, the tutor~;_ would be expected to elucidate a 

set of objectives written·in a music syllabus forTTCs and 

other relevant materials. By so doing, we would be testing 
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them on the official goals, as opposed to the testing of 

what actually happens with music education in TTCs (Hawes 

1979) • So long as the national policies are normally 

dictated, they may not be quite understood by educationists 

~uç:h as curriculum. 0:eve~_opers whose responsibility is to 
.... 

translate or elaborate them in the curricula. 

As the ICD's brochure for business advertisement 

states: 

The Institute of Education (now -
Institute of Curriculum Development, 
Dar es Salaam) is a National Curriculum 
Development Cent~e. Its 
responsibilities are to develop and 
promote or irtitiate education 
programmes in consonance with national 
goals. 

-· 

-It is possible therefore that music obtectives given iri tne 

syllabus (Table 4 .1) are vaguely· defined. Even if the 

tutors had pa~ticipated in setting these objectives,_~here 

is doubt if their ideas have any place in the already 

prepared fr-amewo;-~,. a policy followed by· curricurom 

. developers at the ICD while preparing curriculum workshops. 

When such unclear objectives are passed on-to the:tutors for 
,. 

implementation of the programme a further ambiguotis 

situation may be expected. . I~ is_ like. telling the· tutors :to 

imple~ènt the programme irr their own understan~i_ng of.its 

goals. 

127 

l' 

,· 
"'• ,, ..... 

CODESRIA
 - L

IB
RARY



This was indicated by the tutors responses. It seemed to be 

a difficult task for them to recall the objectives written 

in the syllabus. This then is a clear evidence which 

further stressed on the necessity to consider tutor stated 

objectives for this study. It can be studied from table 4.1 . -
that some of the tutors objectives were neither included in 

the objectives în t~e syllabus_,_ nor were they included among 

political obj~ctives which were assumed to_ .. _be the initiation 
- ~-

eva l ua tion for establishment of the programme. 

Table 4.1 draws an interesting point that despite 

contributing more, tutors' objectives are- also similar to 

the political ones than to the educa:tional goals given in 

the syllabus. This leads to discussion of the tutors.• 

perception of the programme based on two types of 

objectives; the educational and the political goals (table 

4-. 2). But, the tutors are not themselves the cause of their 

own perception of the programme. The authorities in the 

programme, especiallj the inspecter and the curriculum 

developers, must be included. 

In the first place, it is -necessary to understand that 

according to the nature of their role (of implementing the 

programme) . together with the fact that they constitute.: the 

largest group of pàrticipants of the programme, thetutors­

have a big influence on it. For example, tutors' freedom to 
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teach music in their own preference of goals is what 

actually, in practice, determines priority of goals for the 

whole programme (figure 4 . 1) . While priority in the 

syllabus and the global goals of teacher training would be 

. tp .equip students wit_h a~. much music as possible, for the 

tutors, training in methodology is the ~irst purpose. 

Also as the tutors teach, they do net encourage and provide 

the type. of edu~ation whi_ch will enable students learn music 

further on their own. This was indicated when all of them 

(100 percent) did not respond to the objective of students' 

need for further education. AlthoÛgh for the authorities, 

tu tors' further education is important, this objective 

remains without being i~plemented. Tutors' negative 

response to thè need of students• further education must be 

a transference of their own lack of this· same potential, it 

seems. 

Neverthel-ess, the test of ·fhe ability to ~tate objectives of .. 
teaching music in TTCs was mainly_aimed at detecting tutors' 

përception of the programme. __ Indi vidual tu tors were able, 

on the average, to provide only abciht three out of the ten· 

objectives, .. This is an indication that the tutors' 

perception of the programme is only about 30 percent. But 
·-· 

at the same time the inspecter, the curriculum developer·a~d 
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the trainer of tutors perceive the programme much higher 

(about 70 percent) than the tutors. 

As was revealed in the tutors' preference of objectives, the 

low perception (17 percent) of the programme has two 

• implications. First; it implies that the programme is 

implemented at that low perception. It leads tô the second 

implication that, according to the natu:r.:.e of the tutors '· 
i - ,• 

role, together with the fact that the tutors constitute a 

large number of the programme participant, their low 

perception therefore affects the high perception of the 

authorities (figure 4.2·). Hence, unless the authorities and 

the tutors came together in the decision-making for 

establishing the goals for the programme, the high 

perception of ~he authoritiës has 1:-ittle impact to the 

programme. 

It se·ems the programme lacks communication between its 

participants at the Ministry of Education, the ICD and TTCs. 

The participants would be brought together if seminars ~nd 

workshops would pe organized, for example, for prod.ucing 

musïc teaching learning materials for the TTCs. In this way · 

a set of objectives given in the syllabus would not only be 
•:,-

common knowledge to all the participants, but they would 

also be a product of team work. 
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1,,-
.. 

One would also be interested to know which type of goals is 

dominant in the tutors' perception of the programme. There 

_are two types of observations: 

. T_he first is that th.eir __ ability to state the educational 

objectives and to compare their ability in stating the 

educational objectives to that of the political_ ones. Two 

out of the nine tutors of the sample TTCs had completely 

missed the educational objectives. It is an indication· that 

these tutors fail to mention the general aims of teacher 

training. Hence they are not fully aware of their general 

role as tutors of TTCs. 

As has been argued earlier that TTCs are among instit~tions 

of higher learning._ Failure of music tutors to realize the 

educational goa:·1s is a proof that they themselves have not 

yet acquired an adequate qualification even in the general 

teaching in TTCs. since they are already in TTCs, their 

teaching is biased on political objectives (table 4.5). .. 

The second observation is that the question of tu.tors I hj,_gh 

ability · to state the political goals of the programme 

depends largely on the type of sources of information they 

use. Table 4.6 shows~that politically. oriented strategies 

contribute more (at 59 percent) then strategies specially 

organized for the programme which aid the tutors at ·only 41 
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percent to percei ve the programme. In developing countries, 
' 

most public speeches are political. They are then recorded 

to be repeated in radios and newspapers. What is attracting 

about political oriented sources of information is that they 

are more recent . For example, during the time of data 

• 
collection for this work Comrade Anna Makinda (a minister in 

the Vice President's Office in Tanzania) being a guest of 

honour in the nation's Jazz bands competitions in Dar es 

Salaam, gave a speech which insisted promotion _of culture. 

This was also reflected as an example in tutors• responses. 

In contrast to the above, strategies provided by the 

Ministry of Education are not kept up to date. Training and 

th~ syllabus (table 4.7)-are actually meant to ~rient the 

_tutors in the programme. If a tuto1: was tràined, say, 

fifteen years aga while the syllabus fs revised ten years 

after then obviously the tutor will turn to rely more on 

political sources of information. Strategies which would 

_keep the teachers up -fo date with the goals of the programme 

include relevï:int teaç::hing-learning materials, seminars and 
1 .• • 

1 :-: 

workshops. None of the tutors responding had attenâed any 

workshop. 

Desired goals aid in directing the tutor to teach music 

effectively. I~ so doing he convinces not only students but 

the whole college community at large, to realize and support 
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the essence of the programme. Creating such a situation is 

important especially at times of debate on the overcrowded 

timetable to reduce the number of periods or even to 

completely omit unfamiliar or new subjects like music. 

'· ... · . 

The.teaching of music must especially buy the attention of 

the college principals. According to the f indings all 

principals have no objection to the programme. However, it 

is not yet clear whether their support stands for music 

education in the classroom or that their interest is more in 

the ~elated outside activities which give the college 

prestige in UMISAVETA competitions. The two (19 percent) 

principals who have been reported not to prefer music to be 

taugh~ in their respective TTCs might be indicating·not to 

~e !_:appy wi th the performance of their mus,ic tutors·. That 

being the case, instead of waiting for thè tutors_to form 

positive attitude (Ross 1980), it is necessary for college 

principals, as administrators, to establish their own 

str~tegi~s of perceiving the programme. Thereafter they 
+ 

will be in a position t?. exactly identify what music tutors 
1 • 

lack. They may be lacking the necessary educat.ion. Hence, 

the principal should take the necèssary measures to ensure 

that such ,-tutors get the appr.opriate education. 

Literature has argued that training in philosophy of 

education puts the teacher in a better position of setting 
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appropriate goals. But it seems training of teachers in 

Tanzania has overlooked this. In the first place, there is 

lack of qualified trainers in the programme. The Uni ver si ty 

of Dar es Salaam, for example, which trains students to 
-

become tutors in TTCs, philosophy of education is taught as 

• 
an option subject and only at the introductory level (one 

unit or three cre~it hours-~ to the final year students. the 

subject is thus not popular to most tutor~. Hence trainers 

-of music tutors might possess _ very little knowledge in 

philosophy of education. 

Yet what actually is confusing in the education system in 

Tanzania is the fact that there is too much concentration on 

political education to the extent that philosophy of 

education is assumed to-be covered in political education. 

The analysis for--the quality of music education the tutors 

possess reveal that · philosophy of education has been 

excluded in the±r inservice course. 

General~y, the analysis shows that tutors q~ve every reason 
.. 1~· 

to treat_-m-usic more.in the political based ~oal~. This then 
··-

Îs transnü tted to students who --in general do not qui te see 

the need to include music in their trai~ing, except for only 

19 percent of them. But the small group of _ students 

·-interested in music also have interesting views. First, 

the~r opinion of th~ objectives of goals seems to reflect 
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how they learn it from their tutors. Their first concern or 

priority in the political goals. Thereafter, their 

educational objectives are even more real because they 

relate them to their normal and everyday activities. 

-

Tutors• teaching qualifications 

As regards the quality-of tutors it is necessary to include 

the quest.Îon of the_ir guanti ty too. A programme is believed 

to be implemented effectively if there_are enough tutors. 

It has been reported that 29 percent (two · TTCs of the 

sample) of the TTCs each have two music tutors. At the same 

time findings show that 20 percent of all TTCs in the 

country do not have music tutors. Hence the remaining 51 

_perc~nt of the TTCs bave one tutor each. This analysis 

indicate-s an administrative fault at the Ministry. of 

Education.- If some distribution justifications were made to 

the present number of tutors, every TTC would have one 

tutor. 

Another straight forward observation, __ is that there is lack 

of planning at the Ministry of Education. The intake-of 

students f..or the INSET in music at Dar es Salaam, and later 
'";-

at Butimba has continued to be ten teachers or even less 

from the time when the programme was launched in 1972 up 
·-

until now. By then the number of TTCs was less than thirty. 
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There are now forty TTCs. Certainly, the number of 

students in TTCs has also increased. It is surprising, 

therefore, the number of students in the inservice course 

does not increase according to the increasing number of 

TTCs, schools and students. 

The same applies to the lack of trainers of tutors at 

Butimba at a level of more than 50 percen,:t;.. It seems there 
~-

are not enough University graduates with music qualifica,tion 

in music. The few who graduate are also needed in other 

important areas such as curriculum development. It is also 

possible that after obtaining their degrees or any _other 

higher learning qualifications, teachers do not want to 

return to their former jobs especially when teaching had 

meant frustration to them. 

Besides, the problems of lack· of qualified -teachers for the 

inservice training is a discouraging situation that during 
_, 

this period (late 19_8-0s) there are hardly any teachers with 

some musi_c. qualifications going to the University of Dar es 

Salaam, 1 the University chang~d its seleëtion policy that 

qualification in cultural subjects had to be combined with 

qualifications _in A' Lev~l in other s~bje~ts. For this 

reason one tutor ( 11 percent, tables 4. 8 and 4 .11-) with 

gradë- VIII music certificates could not go to the 

University. 
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Howson (1973) argued that tutors' knowledge should be above 

that of the students he teaches. Findings in this work 

reveal that 67 percent of the tutors possess the same level 

of education as their students. 22 percent of he tutors 

.. h,ave an education below hat of the students (primary) and 

only 11 percent of them have an education slightly above 

that of students (A' level). Except for the 11 percent, all 

music tutors are therefore trained teachers for primary 

teaching. Their qualification to teach in TTCs is only 

based on the INSET. 

Even with the music qualifications, not all tutors qualified 

at the desired level to be selected for the inservice 

course. (Tables 4.8 and 4.11). On that basis, then, the 

implication is that only 44 perçent ôf the new intake 

produce grade IV certificates bf musi~ th~ory during the 

interview for selection to the inservice training. 

According to the findings, 33 percent of them were selected 

to the course with certificates in the lower grades (I, II .. 
.. . 

and III). ~lso, 22 percent of the tutors did not have any 
j ::'" 

qualifications in music theory. Their selection to attend 

.-the course was therefore based on the criterion of interest 

in music and music _acti vi ties such as organizing outstanding 

chairs, or indigenous African dancing groups in the country. 

But eventually they are the music tutors in TTCs whom the 

author studied. 
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Currently, the Ministry of Education has given more effort 

to the introduction of music in secondary schools {Table 

4.11). For example, the few secondary school students who 

opted for music education sat their 0 1 level national music 

examination in 1984 . Thus emphasis of music education in 

• 
secondary schools may be the only hope in the near future to 

get more individuals with appropriate music in combinations 

with other qualifications bath for the jnservice teacher 

tràining and entry into the university. 

Qualifications may not necessarily tell us much on the 

quality of education individuals possess, especially in 

regard to the question of im~ediate need of staff in a new 

programme. · As far as the findings reveal, a programme of 

music in TTCs in ~anzania _relies totally on the inservice 

training where all of its tutors have been produced. The 

analysis for table 4.12 shows, not only that a master weekly 

timetable is too - overcrowded, but also that too many 

subjects and activiti-ês have been involved in hat programme 

which is b_elieved to be preparing music tûtors ... One wonders 

_ if there ~~ fany seri6usness in the professd~nal training 
·- -

which can ·be· compared to a primary school learning, where 

the aim is· to give an individual some basic education in as 

many subjects as possible. Or else, it should be said that 

the course is also intended to train f~achers in other 

subjects they are familiar with, and which truly divert them 
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from the speciality they were intended for. This is more 

evident when the course lacks more than half the number of 

trainers. 

I,n. actual practice_s of teaching music in TTCs, indi vidual 
·"" . .. .. 

tutors themselves realise that their qualifications are not 

adequate enough, and _:!::.hat for- competence ta teach music 

effectively they have to widen their knawledge, methodolagy, 

and experience (G_reenland and Bude, 1987). Music tutors 

also admit that they are among the tutors with low 

qualification in TTCs. 

Tutors would build a positive attitude to do their.specialty 

(and their rol·e) if they proved to be competent in it. -Only 

11 percent of them teach m\1,si9 as_their first subject while 

the majority of them · (56 percent) and (33 percent) teach 

music as their second and third subject respectively. When 
--

teaching music does not satisfy the tutors, they will easily 

switch over to other s~bject~ if:_ 

(-a) they had a~qui:ted more experience in 

during t:heir primary teaching; .-

-

I' 
such s1:1bj ects 

'(:b) the inservice course seems ta have aided hem in their 

·-former subj ects; 
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(c) as Howes (1979) observed, in reforms of education, 
l 

which also applies to the ESR in Tanzania, there are 

many certain and uncertain acti vi ties in which teachers 

and tutors have a choice of alternatives. 

- . 
- Seventy eight percent of the music tutors, and students are 

atracted -more 'to choir and indigenous African dance 

activities than classroom teaching. It ~eems, the tutors 
,. 

have overlooked the demand that TTCs need also to establish 

theories for these activities. If the tutors are not 

adequately qualified they cannot fulfil this need. 

Competitions on cultural subjects were introduced to allow 

pupils and students to participate in these activities, 

something which was not encourageçl dur ing the .colonial 

education. Competitions of UMISHUMTA, UMISETA and UMISAVETA 

were established alongsidè music duration programmes, for 

primary and secondary schools and TTCs, respectively, as 

strategies to ensure -tnat cultural subj ects are practically 

performed by pupils and students in their learning 

institutions. Practices of choir_ and Afr ican aances in T'l'Cs 

are therefore .part of : the music programme; of which 

according to the findings, UMISAVETA competitions had proved 

an effective strategy for attainwent of lts goals. 
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The reason which tutors gave regarding the importance of 

UMISAVETA competitions was the fact that the activities are 

based on the real needs of the people for he programme, 

first, and secondly the way hey operate involves collective 

eJforts of student.s, tutors, principals and other 

~uthorities. Henbe decision-making, strategies, assessment, 

rewards and the like are worked out cooperatively within.~nd 

across its different levels. 

In comparison to its extra curricular activities, music 

education in the classroom seems nôt to be interesting. Its 

teaching and learning setting may not have been based on the 

real needs of the programme. students tend to show that 

they_ need music education to aid them transcribe the ·sangs 

and other forms of music. It is an indication. that 

classroom music is too·theoretical or evën beyond that, it 

is utopean, and so it does not succeed in reaching the 

intended goals. 

Furthermore, when tutors' music teaching attitµde was tested 

·.within the summarized 'many activities' (at leçist _six)· thèy 

are invo-lved-in teaching :music came ·third, fol:lowed by the 

activity of assessing choir and indigenous dan6es. Teaching 
-

other subj ects is their major concern. It was also revealed 
---

that tutors are not interested :in_ enr-olling themselves in 

music examinations. This relates to the previous negative_ 

.. 
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response of tutors to the goal of students' need for further 

education. Tutors might be transferring their own low 

education and music qualifications to student teachers. 

Perhaps arrangements for studies by correspondence, as the 

inspecter insisted, will in future help tutors enrol in 

• 
examinations and further studies, es~ecially those studies 

in music. 

/ 
·Time spent on the trainirig of student teachers in TTCs is 

another way of assessing whE:ther the programme prepares 

students to teach music in primary schools. Two issues were 

discovered. First the number ·bf periods in each TTC is 

either 47 or 48 per week. In the former case there is only 

one music period while in the later there are two periods 

per week. 

As in the case of the inservice training for tutors, the 

present policy of preparing primary school teachers in all 

subjects does not alIÔw students to sp~re their limited time 

to concentrate on what is to them not only new, but also a 

strange subject. Wnatèver they learn will be on temperary 

basis. The tu tors themsel ve·s have expressed their 

incapability to teach some of the topics in a long syllabus 

which is never covered. Increasing the number of periods may 
·-· 

not be possible in the competi tion of many subj e_cts; 

Instead of this, the music syllabus should be reduced to few 

1 
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realistic . topics and acti vi ties which will provide for 

primary music learhing. 

Secondly, the inspector's report revealed that all TTCs do 

n,ot teach music in t~e s~cond semester for the final year 

students. The reason given is that, music tutors have no 

control over the situ_ation because it is a period when 

students prepare.for their national examinations in subjects 

othèr than music. In a two year programme of training 

primary teachers the period of training students in music 

education is therefore only one and a half years. students 

would acquire a reasonable extent of.music edueation if they 

were to learn throughout the two years of the . training 

period. 

Av~ilability of teaching learning materi~ls: 

The programme in discussion would be effectively preparing 

students to teach music in· primary sch_ools if relevant .. 
facilities of learning and teachinCJ mat~rials were av·ailable 

in-TTCs. The study shows no _students' text and tutors l 

guide books have been developed over since the programme was 

launched .. _. The training of music education, ther~fore, 
--

relies totally on the syllabus, about which some of its 

problems have already been pointed out as too much and 

irrelevant content. To a large extent the problems indicate 
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that the syllabus was not developed in the normal procedure 

of six stages as it is stressed to be one of the principles 

for the development of curricula materials. The concern 

relates to the low qualification of its curriculum 

developers and the model the ICD operates to accomplish he 

• 
role of developing the teaching and learning materials. 

As it has been shown, it also relates to tqe need of subject 
. l 

specialists. The ICD usually employs experienced teachers 

who have not yet undergone training in curriculum 

development. Currently a majority of curriculum developers 

at the ICD including the music ·curriculum develop, are 

university graduates with either first or second degrees 

(Table 4. 8-) . The ICD then has assùmed that individuals whom 

she employs as subject specjalists with a reasonable level 

of subject specialization and experience in teaching are 

automatically capable of accomplishing the role of 

curriculum development. At the University of Dar es Salaam 

where most. of the ·éurriculum developers obtained their 

- deg~ees, like in philosophy of education, curriculum 
1 :':· 

dev~lopment is offered orily as a on~unit option .for final 

year students-. · The course in fact is an introduction to 

curriculum_development, and is pure theory. 

·The technique of observing or studying the developed 

materials, attending workshops in other subjects, and 
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attending meetings on relevant tasks, as findings reveal, 

are used by curriculum developers at the ICD, and are more 

of additional efforts to give these curriculum developers 

only some understanding of their role. These techniques 

should not be assvmed to __ .equip one with basic professional 

skills. 

Although the ICD has a programme of training its curriculum 

developers, it is becoming difficul:t to obtain.scholarsh,ip9 

which the ICD is nota controller. In this research the 

information is that a music curriculum developer was 

employed in 1980. Up to the time of field data collection 

for th-is work (nine years after his appointment), 

arrangements_-were only being made for him to attend a short 
. . 

course in the field of cur~iculum deyelopment. 

When consequences of critical situations like this have not 

been realized by a~thorities, curriculum developers with 

their lack of knowledge in their career certainly fail to 
accompli-sh what they were employed for. As years go by, the 

, .,· . 

curriculum_ developers becorne more and ·more reluctant and 

profe_ssionally ihsecure in their role. since there may be 

mai:iy curriculum developers of that type, i t may become a 

norm of the ICD. Those who manage to develop materials 

under secondary techniques as discussed above, the validity 

of such materials as regards the rationale of content, 
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teaching-learning strategies and formality might have many 

questions. 

What seems a fault of the ICD is that she has not 

established a system to at least orient and train her 

" employee locally in curriculum development; to combine their 

ti tle of subj ec't specia-lists and teaching, to their new, 

heavy and delicate task of curriculum d8-velopment. Such 
,. 

orientation and short training would be the first activity 

to be done to- the newly employed curriculum developers 

before they are assigned to their specific fields. It all 

means that the ICD needs to have experts in curriculum 

development of her own, or borrowed from somewhere, whose 

task from time to time ~ould mainly be to train the newly 

employed and_untrained curriculum developers. The period 

~or the orientation would be decided by the trainers 

themselves. 

However, training marcês one face of the coin for equipping 

curri_culum developers with appropriate skil_ls in their task. 
.. . • • i ,,· 

The ot.h~r concern 1s.the means wh1ch heips them to develop 

val id ·.:-materials as regards .the rationale of conteht and 

teaching-learning strategies. Conducting research is a 

primary means which will enable the curriculum developers to 

ga~her information in the possible ~xpansive area of the 

discipline. - For music information on sangs, dances and 
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musical instruments, their nature and uses must represent 

the many tribes of the country. Findings show that ever 

since the programme was established in 1970s no research has 

been conducted. 

It seems the ICD does not distinguish between research and 

evaluation, as th~y may be used to mean the same. Hence, 

newly. introduced programmes of music, fine arts, theatre 

arts, agriculture and others, are considered in the same way 

or even less, as -the well established programmes, such as 

geography, maths, or languages, in priorities of deciding 

amount of funds for their operation. 

-New programmes iike that of music and pre-school ~ducation 

. programme need _research- in order to write books for the 

first time. For programmes which are well established, 

evaluation is necessary in order to/improve them and their 

existing materia~s. 

Whether_expensive ·or not, resea:rch neëas to be done. Based 
I ·,:· 

on resea:çch _the TCD ·can -establish a system d:Ë getting copies 

of project reports done by finar year students in music- and 

other cultural subjects. Since 1973 when the first cohort 

graduated-up to nciw the ICD could have collected mor~ than 

150 disertations. Although these dissertations might be of 

low ··guality, sti.11 some of them could be useful. More 
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important, the subjects of the dissertation of the 

accumulating research materials involve participation at he 

grassroots level, i.e. teacher and student level. Another 

way could be to utilize the collection of music activities 

recorded by Radio Tanzania Dar es Salaam (RTD). 

Developing materials through workshops is a second strategy 

believed to aid the curriculum developer? in obtaining he 
·1· 

· required content and teaching strategies from relevant 

tutors and teachers of the programme. It is widely used by 

curriculum developers. Table 4. 14 shows hat tutors are 

involved in workshops except that the number is rather small 

as compared to the number of TTCs in the country. It also 

contradicts with the anaJ.ysis on tutor participation for 

establishing goals where none of the tutors responded to 

have participated in any workshop. A close look in the 

participants' names in the syllabus itself revealed that 

except for two- names, · the rest were actually trainers. of 

tutors. Since thertr is li ttle tutor participation, the 

content and strategies in the syliabus might not bè a -

reality_- t.9 the-programme. 

Feedbaëk of reports from the ~nspectorate Departm~nt of the 

Miriistry--of Education provides another source for curriculum 

·- devëlopers to get information which. can help them suggest 

bet.ter content· -and strategies in the materials. Findings 
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show that there is much contact between the inspector and 

tutors, and it is more limited between the inspector and the 

curriculum developer. Hence the development of music 

materials at the ICD has not benefitted from the inspector's 

.. eyaluation report~ The unclear whereabouts of the 

manuscript of the syllabus revision of .198-6, as findings 

reveal, is an eviden_ce of la-ck of cooperation between the 

inspecter and the curriculum developers. 

In the absence of the official teaching-learning materials, 

developed by the ICD books examined to be valid are 

recommended by the Ministry of Education to be used in 

schools and TTCs. It seems, when such decisions are made 

curriculum ·developers are not involved. Problems of 

curriculum development at the ICD are, therefore, not shared 

by the Ministry of Education- for positive solutions. 

,. 
surprisingly, as some works of the ICD are not acknowledged· 

by the Ministry of Education, pr.ivate books, whose authofs 

are subjeGt speciàlists at the Ministri of ;E_ducation are 
: .:-· 

- recommendecf by officia'is of the Ministry of Eclü.cation to be 

t:tsed in schools and TTCs. As a.-result, suspicion among 

people of ~he same field begins.· It is therefore c~ucial 

· · that people .. who play similar roles, should cooperate · in 

order to complement each other's efforts for the betterment 

of the programme. The study findings give the impression 
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1 

that because of his position, the inspecter performs even 
l .. 

the duties which would otherwise be those of his colleagues. 

As it has been revealed, tutors are being forced to buy 

books written by inspectors. This creates confusion among 

them as to whether the music programme is the inspector's 

dictation or part and parcel of their expected role to play. 

- ~ 
one does n6t speak of teaching or learning music without the 

use of musical instruments. It seems there is no meaning to 

speak of the standardized instruments such as the piano. 

They are - expensi ve to order from abroad. However, the 

cheapest musical instrument to obtain is the distant 

recorder. For an effective learni.ng each student 'needs to 

have his own recorder during the class. When only_ a tutor _ 

is having it, we should know that little music is taught in 

TTCs. 

A:ri alternative to the-'standardized musical instruments are 

locally available ones which can be used in learning the 

different rhythmic patterns._ Where choir songs and 

traditiona·l African sangs are not combined te. form classroom 

music as discussed previously, the implication is that local 

music and its musical instrumept cannot be appreciated in 

TTCs as part of an appropriat~ way of reaching the goals of 

·the programme. 
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Evaluation: 

The question of evaluation in the general music programme 

for TTCs seems to have been overlooked . At the level of 

. single TTCs, evaluation like terminal tests and yearly 

examinations are not encouraged. It is strange, therefore, 

for bath students and tutors to understand at once the 

phenomenon behind introducing the national examination. 

The continuous assessment which is used by tutcrs · - to 

evaluate students in TTCs is qui te appropria te for the extra 

curricular àcti vi ties of choir and t:r2.di tional African 

do.hces, on t,·1.;' bais.is Lha t. theory of .'-'1':.=i.c is less emphasized 

at the primary school level. However,. when · resui t·s · of 

assessment in these acti vi ties ar:=c _ then used to j udge 

students' performance in theory and practiee in music in the 

classroom, i t destroys the meaning of evaluating stridents in 

music education. Unless students are also evaluated in-- the 

actual classroom a_ctivities of music education, the current 
+ 

system of evaluatiôn does not attempt to asses~ students on 

the· ext4ênt of their acquisition -0:f music kn,ow.ledge and 

skills as a preparation for them toteach music in primary 

schools. 

The continuous assessrnent as a rneans_ of evaluating students' 

performance in the extracurricular activities of music 
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education is an inadequate assessment of the programme and 

the classroom learning activities. 

On the other hand, there is evidence that the extra 

curricular activities are so well established in TTCs that 

~ -
they can be evaluated. Classroom music, is little taught 

and therefore c~nnot. be evaluated. As such, it is covered 

by using results of performance in extra curricular music 
- • 1,. 

activities. If from the bèginning of the course students 

were taught music education on the basis of the activities 

of choir songs and indigenous dances then the music 

education would have been appropriate for that programme. 

Hence examinations and continuous assessment would thus 

apply to both classroorn and extra-curricuiar activities. 

The problem of evaluation for music education in TTCs seems 

to-have its roots in the Ministry of Education and the ICD. 

In the Ministry of Education the inspectorate role seems to 

limit itself to inspti"ction·of TTCs. However, this sounds 

more administrative ànd the reports produced do not reach 

other participants, such·as "t:he curriculum developer, who 

might use them ":Ln the task of- developing music _materials .. 

Findings reveal, lack àf cooperation between the inspecter 
-. 

and the curriculum developer is what partly contributes .:to 

the inefficiency in developing music materials. The --

inspecter and the curriculum developer need to work together 
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in all matters of the programme. They need to decide 

together on how to organize seminars; workshops, and 

inservice training for tutors and other similar activities . 

. F9-i_lure of the inspectors, tutors and curriculum developers 
. ..... . . .. .. 

to cooperate in their role-s_, is what leads to the failure of 

tutors to implement the programme e~fectively. As a result, 

little music is taµght in TTCs as a preparation for student 

teachers to teach music in primary schools. Evaluation 

seems also to be less well organized and less effective. 

~-
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CHAPTER SIX 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

summary 

This study was èoncerned with a music programme in grade.A 

teacher training colleges in Tanzania. T~e purpose of the 
f. 

study was to find out the extent to which the programme of 

music at the TTCs in Tanzania prepares students to teach 

music in primary schools. This study therefore was mainly 

an evaluation of the programme at its implementation phase. 

So, the tutors were identified as a target population to be 

investigated in their internal and external variables. 

Tutors' internal variablês were identified as: 

1. The tutors' perceptioh of the prog~amme; 

2. Tutors' teaching qualifications 

--
--Tutors• external variables were: 

1 •• 

l .a· 

3. AVailability of the .teaching-learning materials in TTCs; 

4. Whether evaluation is made to the programme. 

Review of li terà.ture on theoretfcal conception and practices 

6:f curriculum stress the importance to have a well 

established network of communication between a11 
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practitioners of the programme. Communication strategies 

such as workshops, seminars and publication of the 

programme's package bring authorities and tutors together 

for decision making and setting of goals. studies reveal 

.tpat desired goals are not achieved when curriculum 

programmes are implemented without clear policy to teachers, 

and when communication between them and the authorities is 

lacking. Programmes also fail to accomplish what they.were 

intended for when the teachers have low q~alifications, and 

when there is lack of the necessary teaching-learning 

materials and evaluation. 

Data for_ this study was collected through survey process 

involving th~ use of questionnaires, interview and a 

cognitive test. 

Findings show that music tu.tors in TTCs possess just a 

limi ted perception of the programme. 

possess low qualifications bath 
~· ... 

These tutors also 

academically and 
+ 

pr-ofessio_nally, particularly in their music specialty. 

Regardibg the tu tors external _ variables, only a music 

syllabus was available in TTCs and that there was almost no 

evaluation,. taking place in the different acti vi ties of the 

programme particularly in the area ;f students I achievement. 

As a result of all the above findings, it is revealed that 

little music is taught in TTCs. 
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conclusions 

Music programmes .in TTCs were established with the 

assumption that al though students are learning music for the 

first time they can still acquire some cognitive music 
; . 

knowledge and skills which will enable them to teach music 

' in primary_ schools-~ It was assumed that this could be 

possible if certain conditions were well e~tablished. Such 

conditions were, therefore, the variables emphasized in this 
. . 

research and which were also stated in hypotheses form. The 

conclusions in this study are therefore given by relating 

the hypotheses to the findings. 

Hypothesis 1: 

Music education in-TTCs prepares students to- teach music-in 

primary . schools if tutors have high perception of the 

programme-

îhe findings of this research rêveal t0at tutors are able to 

iden~ify-onli three out of the teni~bj~ctives of teaching 

music in TTCs. Hence., their perception is only" 3 o percent 

of the programme and that is an evidence_ of the limited 
- . 

extent to which the programme is implemented by the tutors. 

Moreover; the. small portion of the objectives which the 

tutors percetve is more biased on political goals. 
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According to the findings therefore, there is lack of 

organized communication between tutors themselves and 

between tu tors and the authori ties. No tutor has been 

involved in workshops for decision making, and except for 

.tpe syllabus there are no other official publications 
.• 

developed for the tutors to be able . to implement the 

programme. 

Hypothesis 2: 

Music education in TTCs prepares students to teach music in 

primary schools if the tutors possess adeguate 

qualifications. 

Academicaliy, 22 percent of the tutors have a_background of 

only primary educ_at~on. Their education is thus lower than, 

·- that of the·· students they teach. 67 percent possess a~ 

0' level educatiori which is the same as that of their · 

students. enly 11 percent of the tutors have an education 

which is slightly h_igher _ (A' level) than that of students. 
. . 

In the case of the first two --categories they are the 
1 .•• 

tea;he..rs whose prof.ession and experienJ~ is to teach primary 

schools.· The rest 11 percent have training and e~perience 

to teach in l_ower secondary schools. 

The inservice course which initiatèd them to become music 

tutors in ·TTCs is short, overcrowded and lacks enough 
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---------....... __ 

trainers. After the inservice tr.aining m.o otli.er· courses and 

seminars are organized by the Ministry of-· Education to raise 

the tutors' competence to teach in TTCs. Relatively, only 

11 percent of the tutors have responded to be teaching music 

-as -tneD:· -f.irst subj ect. The rest, 56 percent of them teach --
- music as their~èc-on§ subject and 33 percent teach it as a 

third preferred' subject. -.::r:t:__ is not sm::prisingï therefore, 

to see that Tutors have every reason for directing their 

interest to extra cùrricular 
f 

acti vities , . teaching other 

subjects and spending their time more m personal projects. 

Hypo,thesis 3: 

Music education in TTCs preparès .\c'i\~ideiits to teach music in 

prirnary schools if teaching-learili\.HJ materials aJ:"e availabl.e 

in the colleges 

A programme is believed to be implemented if its package has: 

been developed and is being used in- thé- actual teaching., 

According to the f irraings of this study, the syll_abus hast 

been the only material avail_able for the teaching of music~ 

in TTCs, since the programme v(as_ 1aunched some 20 years ago ~. 
. . 

- -
Obstacle~ which have led to-:: this problem are: first its . 

. -
curriculum developers at the ICD are not trained in, 

curriculum develçipment. secondlJ, thé ICD is centralized· 

and it is the onfy cürriculum development centre to serve 

all primary arid secondary schools to-in the large country/;, 
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It fails to accomplish its work by using the model it has 

adopted. So, there is a chronic del a y in developing 

materials because: 

1~ research in music has never been conducted to enable 

curriculum developers obtain content and · teaching-

learning strategies relevant to primary --teacher 

training in Tanzania; 

2. tutors are another source from which relevant content 

and strategies could be obtained, but due to the high 

costs and the Centralized nature of the ICD, only a 

lim-ited number of tutors are involved to participate in 

the few workshops the ICD affords to organize; 

3. the Inspectorate. Department at the Minis:try of 

Education does not send its copies of music inspection 

reports to the ICD. Tnerefore, curriculum developers 

do not obtain relevant information which would help 

them in developing materials. There-is iack of special 

musical instruments too which are ·essential for .. 
effective teaching. 

4 Tutors have als.o not been tr_ained-· to use the local 
·-

instrumints in classroom teaching 
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Hypothesis 4: 

Music education in TTCs prepares students to teach music in 

primary schools if the different activities of the programme 

are evaluated. 

As has been stressed, a programme is sa·id to be operating . -
systematically if its âifferent activities are evaluated in 

all the phases, 'so that evaluat~on is part of the programme. 

This study cou;l.d not find any scientific e_valuation reports 
f. 

at the Ministry of Educati6n, ICD and in TTCs. In the case 

of Ministry of Education, as already mentioned, evaluation 

seems to be at the level of college inspection, the results 

of which are more administrative ~eports which do not reach 

other areas such as the ICD. At th~ ICD also evaluation 

seems to limit itself to filling in forms for administrative 

purposes. No-official reports are sent to TTCs so that the. 

tutors would be informed of the situation of materials -for 

teaching and learning music. 

Evaluation was expec~éd to be especial~y necessary in TTCs 

whereby students could be ·assessed on how much ·cognitive 

music knowledge and s:Jçills th~y have acquired over the term, 

year and at the end of the course~ No such evaluation is 

being done. Instead, continuous assessment in extra 

curricular activities for every student is taken for granted 
-

to be measuring their ability in theories and practices of --

music in the classroom. 
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In the overall, findings concerning evaluation show that the 

inspector seems to be failing in his role as the coordinator 

of all the activities of the programme at all levels he is 

involved. Instead, he seems to be biased because he tends 

.tp .show more interest in his own music activities on the 

expense of the programme. Hence, as the highest authority, 

he seems to show that the program~e- can be made a tool for 

private or personal interest. 

Results of the administered test add to the findings in all 

other areas and provide a concluding statement that although 

the tutors possess some reasonabl°è knowledge of music 

content they do not significantly affect transfer of their 

knowledge to student teachers' learning. 

_Reèommendations 

The rationale for the evaluation of the TTC music programme 

was to measure the extent to-which the different activities 
- ~ 

of that programme operate. In this study music education in 

TTCs has not been evaluated for t;_he purpose of rejecting the 

programme, but to recommend corrections in the programme 

where necessary. What is required therefore is to adopt 

some adjustments of the music education programme on the 

basis of the findings and discussion in this study. Th~-
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I ·' 
1 •• 

following are recommendations directly related to the 

variable of this study. 

In order to strengthen music tutors' perceptions of the 

programme in TTCs; 
-

1. It is necessary to review and readjust the objectives 

of the programme to fit real needs. The obj ectiyes 

must be so stated that they combine IT).~sic theories and 

practices from traditional sangs and dances using 

available local musical instruments. 

2. Since students come from the different parts of the· 

country, songs and dances they perfor·m in TTCs should 

be samples of music activities p~acticed in Tanzania. 

3. Tutors should be involved in giving detailed objectives 

of needed music education as the ICD and the Ministry 

of Education would involve them in workshops for goal 

.setting. If inv~lving a large number of tutors is too 

expensive, well designed forms or questionnaires may ~e 

distribut~d to TTCs ~or tutors to suggest ideas_for 

·music education and return them to the ICD. The task 

of sorting out the ideas and compiling statements of 

goals, aims and- objectives must be done by a group of 

people representing tutors, teachers, inspectors, 

curriculum developers and other music experts. In this 
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way the objectives of the programme in the teaching­

learning process will be a pool of ideas from students, 

tu tors, curriculum deve·lopers, experts in music and the 

authorities at the Ministry of Education. The 

programme, ther~fon~, will not be strange to its 

practitioners. 

4 Based on the findings of this study it is also 

recommended tha t the objectives of the inservice course 

in music certificate at Butimba, which ·is meant for the 

training of tutors, should be reviewed and remodelled. 

In order to improve the tutors' teaching qualifications it 

is-.recommended that: 

1. It is the rèsponsibility of the Ministry of Education 

to act upon a long terin solution. To do this, 

secondary schools should 

curriculum and examination. 

include music in the 

More secondary séhools .. 
should include music in the curriculum to facilitate 

success of the music programme in TTCs. The musi.c 

programme should depend upon the inflow of secondary 

school leavers into the TTCs. This is the only 

reliable strategy'·which will benefit the programme in 

two ways: students selected to join TTCs will have some 

basic knowledge of music, and the same will apply to 
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those individuals who will continue to highe.r education 

levels including inservice.training. Training in TTCs 

will therefore mean a continuation of the development 

of musical knowledge and skills, as opposed to the 

present training which only introduces student teachers 
~ 

to basic music education. 

2. ·· The Ministry of Education and the ICD should 

immediately organize seminars or short courses which 

will enable tutors to update the knowledge they got 

through inservice training. According to the findings, 

some tutors had attended such training some 19 years 

ago. 

3. The ICD together with the Ministry of Education should 

prepare handouts and books which will enable the tutors 

to educate themselves in their speqiality. · 

4. · Plans should be made to include music in t·he subjects 

to be studied through correspondence, by both tutors 

and students, as the inspector had suggested. 

5. The Ministry of~~ducation should expand the inservice 

training ·in ord_er to increase the number of tutors in 

TTCs, and teachers in secondary school~. 

To improve the production of teaching-learning materials 

qualitatively and quantitativèly: 

1. The ICD should first and foremost be very much 

concerned wi th the question of training curriculum 
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developers in their wide and complicated task of 

curriculum development. Since it is normal to employ 

untrained individuals because of the lack of qualified 

staff, the ICD must make sure that the first activity 

should be to o_rtent the new curriculum developers in 
.< 

curriculum development before they are assigned to 

their specific jobs. The ICD therefore must have a 

training department with its own lecturers or borrowed 

ones whose main task is to train those curriculum 

developers who have not received any special course in 

curriculum development. The training can be conducted 

_with the employees lndividually or as a group, arid the 

· training period can be determine by the trainers 

themselves. 

2. ·The ICD should discuss wi th the Uni vërsi ty of Dar es 

Salaam regarding the possibility of expanding the 

course in curriculum development so that it covers 

areas of 6urriculum implem_entation and curriculum .. 
evaluation. · If th~_ICD was conducting its own courses, 

i :':" 
1 • • 

students at the University of Dar es Salqam would be 

mak:ing use of such a programme for practices in 

curriculum development _ dur ing field work. Such a 
et.-

course is important to individuals, for example, to 

make them aware that the development of any learning 

materials must be carried out in the appropriate stages. 

165 

CODESRIA
 - L

IB
RARY



3. The ICD must make sure that music research is conducted 
. 

nation-wide. This will make it possible to caver music 

activities of as many tribes as possible in the 

country. 

• 4. The ICD should get copies of inspection reports from 

the Ministry of Education and utilize them in addition 

toits own research. 
l 

s·. The ICD should utilize reports of pr.ojects done by the 

final year st-udents at Butimba. The ICD may establish 

a system of receiving one copy from each final year 

student, such that in one year a curriculum developer 

can get information f~om ten different areas in the 

country. 

6. The ICD should utilize the Radio Tanzania Dar es Salaam 

(RTD) collection of different types of music it has. 

7. The ICD, the Min,1str_y of ~ducation and the TTCs should 

cooperate in recommending essential books for the 

prograJUme. 

8. There is also a need for coordination of activi.ties and 

responsibilities between the ICD and the Departmeht of 

~urriculum Development at the Mini~try of Education. 
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In the area of programme evaluation: 

1. The Ministry of Education, ICD and TTCs must evaluate 

their acti vi ties, and should make their evaluation 

reports availabl~ to each other . 
. ·' 

2. The inspector should recogniz~ that it is his major 

task to coordinate the evaluation activities. 

3. Tests and examinations in TTCs will encourage (or 

motivate) tutors and students to concentrate on what is 

expected from them in the music programme. 

It · is, therefore, summarised that if the situation of 

objectives, qualification of tutors, availability of 

teacliing-learning materials, and evaluation are treated more 

objectively, tutors could build up a more effective music 

teaching in primary schools. This would then be a basis for 

~eaningful music education iri- all levels of Education in 
~ 

Tanzania. 
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APPENDIX A 

NJALA UNIVERSITY COLLEGE 

UNIVERSITY OF SIERRA LEONE 

.• 

· TUTORS' QUESTIONNAIRE ON THE .EVALUATION OF A MUSIC EDUCATION 

PROGRAMME IN TEACHER TRAINING COLLEGES IN TANZANIA. 

The aim of this questionnaire is to~ssess a music education 
-

programme in the primary teacher training in Tanzania and 

provide suggestion for its improvement. We request your 
.. 

contribution by giving your honest a:nd f:tank - opinion in 

answering the contained questions. ~he quéstions require 

information about your r.erception of the pr-ogramme, your 

qualifications, availa_bility of music teadüng·and learning 
. ·- .. 

materials _in TTCs and evaluation strategies. We insist here 

that this questionnaire is intended to examine a music 

programme and not you personally. For this - reason the 

answers _you give will be kept a complete secret by tae 

investigator. 

.. ... 
You are requested to answer yes or no, give brief . 

. -
information' tick ( ) , or rate· as . appropria te. The 

abbreviation TTCs used in this questionnaire stands for 

,Ieacher ,Iralning Çolleges. 

-
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_· .,-

Section I: Your perception of music education prog7amme in 

TTCs. 

1. What are the aims of teaching music in TTCs? Please 

list the objectives in the space provided . 

• • • • • • • • • • • • • • • • • • • • • • •• • • • • • • • • • • • .. • • • • • • • • • • • • • • • • • • • • .. • Cl 

......... ~ .... •.• ......................... ,/; ................ . 
- -- 1, 

•••••••••••••• ·-·. !. • .. •._• ~-. ~.-~--~-·- ,• • .•. ,• .• •.-• .. •. _._.,._ .•..•. • .•. , •..•.•••• •· •••••••• Q 

~- In the spaces below, please mention the different ways 

which aided you to know the o~jectives you have listed 

above. 

e e e e e e e e e e e e e e • e e e e e · e e e e e e 'i -· ~ e e e · ..• e • e e e e e e e e e e e O O -· 9 e e 11 

• • • • • • • • • • • • • • • -. • • • • • • • • • --~- • • •• •• • • • • • • • • • • • • • • • • • • • • • • • Cl 

•• ~ •••••• · ••• ~ •.• ·- ••••• ! •••••••••••••••.••••••••• ·-· ••••• 

3. Have you participated in any_ workshop, for example, 
. .~ - . . 

preparing a m~src syllabµs where you cou~d contribute 

to establish goals for teaching music in TTCs? 
, .,· 

If yes.., fill in the column below- as appr6priate. 

Name Type of Place Yeàr Duration 
workshop 

-L -- --. . -. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
2. . . . . . ..... . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
etc. 
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Section 2: Your teaching qualifications. 

4. What is the level of your education? 

Tick as appropriate in the column provided and write 

the name of scho.ol él.,nd year which you completed . . • . 

.. .. 
Tick Class reached Name of Year of 

·-
·-

( ) School complet ion 

.. -
( ) ·Primary School Std.VII 

( ) Primary School Std.VIII 

( ) 0 1 Level 

( ) A 1 Level 

( ) University 
.- . 

( ) Any other .. 
- -

5. What is your professional qualification? state which 

college and year you ·obtained it.by responding to the 
: . .. ~ 

table below. :-·--(You· may have more: than on-e ansr1.e~) . 
I .:· 

1: 
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Tick Teaching Certificate College J Year 

/diploma/degree 

( ) Grade C 

( ) Grade B -

( ) -Grade A~ -

( ) Certifioate in music 
-- --

( ) Dipl_oma 

( ) - ··Degree B.A. (Ed.)/B.Ed. l 

-· 

/ B . Sc . ( Ed . ) 
-

( ) Any other 

6. When did you · study music education. (theories of 

music) for the first time? Please' tick·· as appro_priate. 

You may have more than one _answer~ 

,. ,,,,'. •: -,. 

( ) a) in primary school 

( ) b) in secondary school up to form II 

( ) c) as an-. .:-'option subject in forms III and· IV 

where I did the national examination and 

which I passed/qid not pass (delete ·the 

inappropr·iate) . 

{ ) d) during my training in the coll~ge 

( ) e) during the Inseryice Training for the 

certificate in mti~ici~ 

( ) - f) any other situation ....... ;· ........• .-.-: ••• • , •• 
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7 Have you ever studièd music by correspondence? 

Yes D No D 

If yes, tick as appropria te indicating year and whether 

you passed or f"ailed··. 

a) Music conservatuire of Tanzania 

-- . 
Gradé I D II D III" D IV .o .. 

-
Year 

Passed 

-
Failed 

b) The Royal School of Music London 

. - •. 

Grade V D VI D VII D VIIIo· 

Year -
Passed 

.. + 
Failed -~ - .. 

8. Hav~ you.attended the ·inservice training .t_n music 

certificate? Yes D No D 

If yes, which year did you co111piete.- the course? •....••• 
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9. When did you qualify to teach in TTCs? Tick as 

appropriate. 

D Before attending the inservice training course 

D After attending the inservice training. course 

10. How long have you been teaching? At what level? 

Which subj ècts? Gi ve your an.;:;y1ers. b:i 'respünd.ing to the 

table below·. ·- Pleâse · note that in filling the column 

for the subj ect the f irst subj ect should mean your most 

favourite, in that respect, the last mentioned subject 

is your least favoured one. 

·Tick Number of Level Subjects taught 
- . -

years 

( ) Primary ( 1) (2) (3) 

( ) Secondary School etc . 
. -~~ 

.. 

( ) Teacher training 

college -

.. 
( ) Any other --

-
·-

-. .. 
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11. Have you attended any short course or seminar in 

a) Music? Yes D No D 

b) Any other subject? Yes D No D 

If your response to question 11 is yes fi.11 in the table as 

appropriate. 

Type·· of Cciurse/serriinar Place Year 

a) Music 1. 

2 • -

3 . 

b) Other subjects .1. . .. 

2. -

- 3 . 

-

12. Which method dominates your teaching music-lesson liKe 

the one the researcher observe? ~ick one appropriate 

answer. 

D lecture 

discussion 

D 

D 
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13. Which of the phrases below helps tc:i increase your 

competence to teach? Tick as appropriate. 

D 
D 

D 

My academic level of education 

My ability to apply the different teaching 
methods 

My long expe-rience 
1 

in teaching 

14. To which group of tut.ors in .tj{is TTC would you 
belong to? 

Tick as appropriate. 

D One among the most highly qualified tutors 

D One among highly qualified tutors 

D One among_average qualified tutors 

D One among lowly qualified tutors 

D ·One among the least qualified tutors 

1~. Are you satisfied with your teaching qualification? 

Yes D No D 

16. Are you preparing for- ·ar-y e){_amination now? 

Yes D No D 
If yes, state which·subject ............. . . ......... . 
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17. Do you wish for further education? 

Yes D No D 

If yes, up to what l~vel? ............................ . 

18. What is your main reason for your need for further 

education? Please tick for one answer. 

D 

D 

D 

D 

to increase my kriowledge.i:n music and otiier­
subjects. 

to learn more about teaching methods 

ta get promotion within teaching 

t-0 be promoted ta another job 

State any other reasbns 

•••••••.•••• -· •••••••••••••••••••••••••••••••••••••• ·+ •.• 

~ " ................................................... . 
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Other roles and attitude to teach 

19. Besides teaching what are your other responsibilities 

in this TTC? 

a) .................................................. . 

b) . . . . . . . . \ . . . . . . . . . . . . . -· . . . . . . . . . . . . . . . . . . . . . . ..... 

·\..,) •••••••• 0 •• ••••••••••••••••••••••••••••••••••••••• 

1 . 

·- etc ....... .- ......................................... . 

'· 

20. Tick as appropriate. 

Is there a college choir? Yes D No. D 

Is there a college africana dancing group? 

Yes D No D 

Are. there· occasions when students dance to modern music 

such as disco? Yes D No D 

21. Does this TTC participate in UMISAVETA (abbreviation of 
_.,,.;.,,, 

Kiswahili for Association of Arts and Sports for 
' .. 

Teacher Training 
i '' 

Colle~es, Tanzania) competitiops? 

Yes D No .o. 
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•; 

If your answer is yes, complete the columns of the 

table below to state year and rank if this college has 

ever won any prize in the past competitions. 

.. 
Activity ~ -Yè.ar-' Level Winning rank 

( e . -g . zona 1 ) (e.g . first 
.. 

·- prize, etc. 

-
Choir 

African dance 

22. What is true about the situation in this TTC? 

(Tick for·one appropriate statem~nt) 

·D 

o .. 

D 

D 

Sttidents perform better in music theorie~than 
choir and African dance 

Students perform better in choir and dance than 
in music theories. 

Students' performa.nce in bath theories of music 
and choir and African dance is the same and ia 
average;,··-

, 

i .-:·. 
students' peformanc~: in bath theories of music 
and choir and Africàn da-nce is the same and is 
poor. 
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23. Are UMISAVETA competitions important? 

24. 

Please give reasons for your answer 

a) e • e e e e • e e e e • e e • e • e e e • e e e e e e e e e e e e e e e e e e e e e e e e e e ID e e e e, 

b) ...................................•....••••••••••••• 

- . 
C) • • • • . • • .•..•.. • .... • .. • • • • • • • • • • • .. • • • • • • • • • • • • • 

Do you have any project of your own? 
!,' 

Yes D No D 

If your answer is yes,· what project is it and why 

should you have a project of your own? ...... . 

25. The following list gives a general summary of your 

acti vi ties as a tutor in TTCs. Please rank these 

activities according to how you_ar= kept busy and enjoy 

in fulfilling them.. Write. the numbers in the space 

provided. 

D 

D 

D 

D 

Teaching mn'sic 

Teachihg other subjects 
1 

.. 

Assessing per.:formances of choir and African dance 
and UMISAVETA· _activities in general 

-~ Preparlng for my exa~inations 
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D 

D 

Fulfilling duties in my responsibilities (such 
as Part Secretary, or Co-ordinator for college 
projects) 

Working in my personal projects such as farming. 

26. In the space beiow list some of the major problems of 

teaching music in this TTC . 

. . . . . . . . . . . . . ·-· ............................. ~ ....... . 

SECTION 3: Availabili ty of the teaching and learning 

materials. 

27. Are the followin9 music materials ·available in this 

college? (Tick as appropriate and give the year of 

revision .if your answer is yes) 

Yes revision of year No 

a) The syllabus + 
D .. •· ............ D 

b) student's "text book ·[], ... • ............ D 

c) Tutors guide .. 

D . ...... ; ......... D 
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d) Others (if any) give title and name of the author and 

whether they are college property or private. 

Title of the book Authors/name Property of 

-

·- --

1 

··-

- . (. 

28. Which musical. instruments are available in this 

college? (Give the names of the instruments. You may 

gi ve a Kiswahili rtame if you are not sure of the 

English one) . 

• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • -~ ••••••• Cl •• . .-

............................. ~ ...................... . 

·······-··········,:11;.~·-················.·················· 

29. · What is true about most of the musical instruments you 

have mentioned .above? · (Tick as approp_riâte) -

D 

·.D 

1 
- 1,. 

they are used mainly for music lessons 

they are used mainly for choir and tribal 
(African) dance. 
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SECTION 4: Evaluation for music eduèation in· TTCs. 

30. In the present system of evaluating students' 

performance in music; which statements apply more to 

---- ------=-~ . the situation. :Ln_ this TTC? 
. --------

( 
• . +- .... t) Tick for· one- ·S\.!a1.:emen 

··---:___ 

. -~ o·. Assessm~nt :1.~_pased on achievement in classroom 
work which as Ïllus_ic tests in music theories 

D 

Assessment is based mainly on student' s 
~aiticlp~tion ~nd performance in choir 
and African dance 

Students are assessed in both classroom 
achievement_ and participation and performance in 
choir and African dance. 

31. Are ther~_ any failures of music education? 

Yes D No. D 

32. Would you support the idea of introducing a music 

National_Examination in TTCs? 

Thank you for your cooperation 
- -~ 

B. H. Mende 

(Researcher) 
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APPENDIX B 

NJALA UNIVERSITY COLLEGE 

•UNIVERSITY OF SIERRA LEONE-

STUDENTS QUESTIONNAIRE ON THE EVALUATiôN OF .A MUSIC 

EDUCATION PROGRAMME IN· TEACHER TRAINING- COLLEGES IN 

TANZANIA. 

The aim of this questionnaire is to assess a music educa_tion 

programme in the primary teacher training colleges in 

Tanzania. The question are short and require general 

information. You_are req~ired to respond either yes or no 

by tickil}g D as- appropr iate .' Please do not · wri te your 

name anywhere in this questionnaire as the intention is not 

to get your personal information. 

The abbreviation TTCs used in this questionnaire stands for 

Teacher Training Colleges. 
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1 ::· 

I ·· 

Name of TTC .................................. . 

i. Do you need to s~udy __ music during 
your-training? 

2. Did you learn any music before you 
came to this TTC? 

3. 

4. 

Do you generally understand music 
lessons? 

Do you have any music book which 
college property? 

is a 

5. Do you have a music book of your own? 

6. Can you play any musical instrument? 

.. 
. 7. Are you a member of College choir? 

8. Are you a member of African dancing 
group in this TTC? 

9. Do you dance .. t.o modern music such as 
disco? 

10. Would you want a music national 
examination to be introduced in TTCs? 
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If you are interested in the problems of music education 
J 

please remain in this room for a short discussion with the 

researcher. 

_J .. "', 

.. ·;~ :: 

Thank you, 

B.H. Mende 

(Researcher) 
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APPENDIX C 

NJALA UNIVERSITY COLLEGE 

UNIVERSITY OF SIERRA LEONE 
.~ 

AN INTERVIEW WITH THE CURRICULUM DEVELOPER FOR THE 

EVALUATION OF A MUSIC EDUCATION PROGRAMME IN . TEACHERS 

TRAINING COLLEGES IN TANZANIA. 

The aim of this questionnaire is to assess a music education 

programme in the primary teacher training colleges -in 

Tanzania. We request · your contribution by giving your 

han.est and frank opinion in answering the contained 

questions.· The questions require information about your 
-

percepti_on of the programme, your qualifications, 

availability of music teaching·and learning materials in 

TTCs and evaluation strategies . We insist here that this 
. 

questionnaire is intended to examine a music programme and 
+ 

not you personally-~·: __ For this reason the answers you give 

will be kept a complete ~~6ret by the investigator. 

In this interview you are required to provide the answers 

for the questions as you feel it. is appropriat·e.'- Short 

answers with some exp-lanations will be_appreciated by the 

rese~rcher, for the task cif recording them. The 
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abbreviation TTCs, used in this questionnaire stands for 

Teacher Training Çolleges. 

Name of your working station/institution: 

Section 1: Your perception about music education 
.i-'-
" programmes in TTCs: 

1. What are the airas of teaching music in TTCs? 

2. Which ways aided you to know these aims? 

3. Are you involved. i_n curriculum decision making and 

establishment of goals for music education in TTC? 

Section 2: Your General guaiifications: 

· 4. What is you~ level of education? 

5. 

I · 

Have you be:en a teacher? If yes, what teaching 

certificate do you hold? How long have you taught? In 

_which level (s)·? 
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6. Can you briefly ·explain how you obtained music 

qualifications? 

section 3: Your qualifications and performance for 

availability of music 

teaching-le~rning materials: 

7. Can you briefly explain how you got promoted to the 

post of music curriculum developer? 

8. What are your general duties? 

9. Did you attend. any ·speclal course in curriculum 

development? If not~ how did/dc you learn to perform 

your different duties? 

10. Do you ·wish for tr..aining/course in curriculum 

development? 

' .. 

11. Which music 
1-,-

materia1s hav~ been developed for TTts? 

How Ç>fj:en are -thE?-Y revised? Which other.-materials have 

been developed?· How do TTCs get musical instruments? ,. 

12. Ar_e tu tors ihvol ved in developing music materials for 

TTCs? Can you please provide some documents in this 
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1 
"'\·. 

subj ect? Which other people are in vol ved in developing 
1 

music curriculum? 

Section 4: Evaluation for the programme: 

.. 
13. Do you ever visit TTCs? 

14. The following list contains sorne of the title in 
), 

fulfifiing your studies in various situations. Please 

assess your performance in each of these titles, use 

points from zero (0) to ten (10)~ such that a zero (0) 

point will mean you-have absolutely not done anything 

in the title in that respective, a 10 point should be 

the highest level of performance. 

_J -~,. 
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Your performance as a music Points 

1. Inspector •............................ 

2. Specialist ........................... . 

. . '
13 •· decision maj(er ~- :· . ... -~·· .................. -

4. aêlministrator ~ ....................... . 

. 5. curriculum developer ................. . 

6-~- ·· evaluator .. ~- ....... : ................. . 

7. consul tant ....... ;· ................... . 

8. researcher ............. -............. . 

Tot a 1 ..................... _ .............. -.. . 

Thank you. 

B.H. Mende. 

RECORDER 
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APPENDIX D 

NJALA UNIVERSITY COLLEGE 

UNIVERSITY OF SIERRA LEONE 

AN INTERVIEW WITR THE INSPECTOR ON THE EVALUATION OF A MUSIC 

EDUCATION PROGRAMME IN TËACHER TRAINING COLLEGES IN 

TANZANIA. 

The aim of this questionnaire is to assess a music education 

programme in the primary teacher training · colleges in 

Tanzania. We request your contribution by gi ving your 

honëst and frank opinion in answering the contained 

que_stions. 

peréeption 

The qu~stions require information about your 

of · the programme, your qualifications, 

availabi_lity of music teaching and learning materials i:h 

TTCs and evaluation strategies. We. insist here that this 

questionnaire is int~Rded to examine a music programme and 

not you personally. For this reason the answers you give 

will be kept a complete secret by the investigator. 

In this interview you· are required to provide the answers 

f.or the questions· as you feel it is appropriate. Short 

ans~~rs with some explanations will be appreciated by the 

researcher for the task of recording them. Please note that 
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the abbreviation TTCs used in this interview stands for 

Teacher Training Çolleges: 

Name of your working station/institution: 

..•...••.•••••••••••••• :,.. •. •._.: ~ ••. ~ ... ! •••••••••••••••••••••••••••••••• 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . 

. -········································~--·••1111••••·········· 

Section 1: Your perception about music education 

programmes in TTCs. 

1. What are the aims of teaching music in TTCs? 

2. Which ways aided you to know t0ese objectives? 

3. How are you involved in curriculum decision making and 

establishment of goals for music education in TTCs? 

Section 2: Your qualifications 

4 ~ What ·is the level · of your·. educati.on? 

5. Have ·-you been a teacher? 

certificate do you hold? 

If yes, which teaching 

In what level(s) have you 

taught? How long have you taught? 

i 
\ 
1 
\: 
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researcher for the task of recording them. Please note that 

the abbreviation TTCs used in this interview stands for 

Teacher Training Çolleges. 

Name of your working station/institution: 

Section 1: Your perception about music education programmes 

in TTCs. 

1. What are the aims of teaching music in TTCs? 

2. Which ways aided you to know these objectives? 

3. How are you involved in curriculum decision making and 

est~bli~h~ent of goals for music education in TTCs? 

Section 2: Your qualifications 

4. What is the level of your education? 

5. Have you been a teacher? If yes, which teaching 

certificate do you hold? In what level(s) have you 

taught? How long have you taught? 
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6. Can you briefly explain how and where you obtained 

music qualifications? 

7. How did you get promoted to be a music instructor? 

8 • What are your general duties? Did you attend any 

special course in inspectorate? If not, how did/do you 

learn to perform your different duties? 

training in the inspectorate role? 

Do you need 

Section 3: Your participation and performance for 

availability of teaching-learning rnaterials: 

9. Are the following materials available in TTCs? 

a. Music syllabus. 

b. Students's textbook. 

c. Tutor's guide. 

d. Any other. 

10. Supposing that there are no specially prepared 

materials for music teaching in TTC, what alternatives 

are made? By who? 
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:4a84b100g2P 

1 
Your title or performance as a music 

Specialist 1 

Curriculum decision 

curriculum developer 

Inpsector 

Administrator 

Consultant 

Evaluator and 

Researcher 

.. 

I 
.,· 
.. 

maker 

Thank you 
~-

B. H_. Mende 

(Researcher) 
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APPENDIX E1 

NJALA UNIVERSITY COLLEGE 

•-.: 
. . .. · 

UNIVERSITY OF SIERRA LEONE 

A COGNITIVE TEST FOR THE EVALUATION OF A MUSIC PROGRAMME IN 

THE TEACHER TRAINING COLLEGES IN TANZANIA. 

Time: 2 hours. 

Direction: This test is composed of 50 multiple choice 

questions. Each question ëarries two marks. 

You are advised to answer all _question_s. 

For each item you are to circle the letter 

of the most correct response iD the provided 

- answer s.heet. 

1. Musical notes :-are symbols: 
.. 

I .,· . , 
a. ~epresent1ng th~ strength of voic~s; 

b. -representing.the durafion of sounds; 

c. indicating different rhythmic patterns; 

d. indicating different pitches. 
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2. A music teacher was explaining to his class three 

pupils two ways of writing a quarter note, one of which 

was: 

a. 

c. r 
b. 

d. 

) 

v 

. 3. If a dot is placed after a note it carries half the 
i 
.·' 

value of that note; so .......... is the same as 

a. J J } ----b. tl J j> 
c. d ) J 

d 1 
d. , ----- ---

4. Another teacher was explaining to class four childreri, 

Il the number on the top indicates the number of 

beats to be found in every bar while the bottom one 

indicates- the type of note used in that rhythm ... Il 

That teacher was~-th~refore, explaining generally about: 

a. · key signature; 

b. .. simple .time signature; 

c. compound time signature; 

d. time sign~ture. 
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5. If later in his explanations that teacher gave an 

example of 4 rhythm, for the pupils to practice, then 

they were practicing to identify for each bar: 

a. four crotchet beats; 

b. four mini~u~ beats 
. ... 

c. two crotchet beats 

d. two minimum beats. 

6. Which of the following bars contains two crotchets? 

a. 1 J Il e, 

b. l 
·11 1. " . 

c. n 1 Il " . -
d. 1 1 n ~ . -

7. The correct t~me~sig~ature for the answer in question 

8. 

6· should be: 

a. 2 b. 6 
2 8 

c. 2 -'"·· d. 4 
4 4 

( .. 

In ·the following rhythm~ which rest can compléte 

iast bar in the space ·shown by an ~steric~(*)? 

3 
8 , "~ .\ . ,r-;; \ JTI \ } .. ~,~~- 1 ; * Il 

a. 1 -b • .,(7 c. ? 7 
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9. If a sixth bar was added to the rhythm in question 8, 

that bar could be: 

a. b. ). c. o. 

-,. .. 

d. J. 

10. Class five 
1

pupils were directed by ~heir mus·ic teacher 

to march at the playground respondin_.9" to a taped tune 

in the following rhythm: 

4 
4 ) t}. JI ~I)),\ J\ etc. 

What type of marching were they to demonstrate?. 

a. Walking any.how; 

b. slow march demoristration; 

c. both slow and quick march demonstration; 

d. quick march demonstration. 

11. If you are to clap for tnis rhythm: 

_ ~ ,1 j J } Z \ ~ J _ra-\\?_ ho_w m~ny ëlaps will you make? 

-
a. eight b. six c. three d. two. 
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12. 

1,3 •. 

14. 

15. 

An off beat rhythm is the one which is: 

a. syncopated 

c. ornamented 

What is true apo.ut 

a. The first bar 

b. the last bar 

out; 

b. anacrutic 

d. on the beat. 

an off beat rhythm? 

is a complete mea$ure; 

is incomplete and ·it may 

c. the beats in the first and the last 
• .. 

bars are added to have a complete 

measure; 

d. - it starts on a strong beat. 

The main idea behind compound·time is the: 

be left 

a. use of dotted notes as the main beat~; - . 

b. freguent use of quaver beats; 

c. frequent use of crotchet beats; 

d. frequent use of the minimum and-semibreve beats. 

+ 

The meaning of 6 time is best illustrated in: 
-

~ 

.,,,._ 
.. 

a. 6•. f~J'PJ} \\ 
b. 6 J ' l\ 8 8 

~- tP 

Il \ ,l - 11 c. 6 1 1 -J d. _6 I ~ 

8 
# I , (}. ~ ,, 

8 
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16. Which instrument is mainly for rhythmic purpose? 

a. the guitar; 

b. the recor,der; 

c. the drum; 

d. the acordian. 

17. For music ·to be taught in the schools in a developing 

c9untry like Tanzania a music teacher should: 

a. wait for standardized instruments from abroad; 

b. think to start with the local instruments 

available; 

c. invite expert musicians; 

d. leave pu_pils to study on their own. 

18. Any musical sound be it low or high is termed: 

a. •tune'; 

b. 'melody'; 

'voice'f 
_J 

c. --, 

d. 'pitch'. 

19. Any note in a stave can be named only if the~e is: 

before it; 

\ 
1 

-_ \· 

key signature; 

key; 

clef; 
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-
,, 

.... 

" 
I 

1 

[ ·; 
.. 

20. What is the name for this note, 

a. G b. A c. B d. C 

21 .. The shortest int~rv~~ between two nearby notes which 

have different pitch is: 

- -- -

..... u -
1 1 

1 -

G A 

a. a semitone; 

b. atone 

c. one and a half tones 

d. two tones. 

study the following illustration in order to answer 

questions 22 - 28. 

- ,.... - - o·-- r, -.. -. .-= - 1 - [ J . - .., r 
'--" V 

1 
1 1 1 

~ r 
1 ,. 

( f i 

0 \ 1 i - r 1 1 
- ~ 

- '-' T T ,... CJ V 1 1 1 1 

'-:' ' 
1 

' 
1 1 1 1 

1 r r 1-1 ·-
r 

1-: 
,~ - .. 1 

B C D E F G A B C D E F G A B C 
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22. The illustration shows that, with ~taff notation the 

names cif notes keep on repeating: 

a. all alphabets; 

b. the first eight alphabets; 

c. the first 
~ 

s~ven .. alphabets; 
-

d. the last _eight alphabets. 

23. A note on the second line in the treble clef is found 

on the first line in the bass clef. Hence eich note 

in the treble clef bares the same name as: 

••• _ •••••••••••• ! ..•••••••••••••••••••••••••••••••• -•••• 

. .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .• . . . 
a. in the same space or line; 

b. the first note above; 

c. the second note below; 

d. the third note below. 
-··· 

24. Middle C is ·.important because: 

a. 

b. 

c .. 

d. 

it 

i_..t 

it 

all 

. i 

" 1 
1 

\: 

is the centre not-e for most 

is crossed by a ledger line; 

is found between the treble 

the answers given above are 
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I.,· 

1: 

25. One pupil was told to write middle C using the bass 
., 

stave; The correct note therefore is: 

~· 

-e--

,r ~; 11-a. b. 
-e--

' 11 
-e-

d. c. 
~· ~ -e- • 

26. A fifth no-êe above middle C is at: 

j b. 

' 
J]_ a. Il / e, 

c. [!J; 
0 Il d. ~; e 

~ 

27. A teacher helpèd his students to master the noteé of 

the stave by forming words. A word that is formed by 

a series of notes in the spaces in the treble stave is: 

a. cage b. badge c. face d. feed 

28; Between which notes do semitones appear naturally in 

the keyboard? 

a. AB and BE 

c. EF and FG 

·-

b. BC and EF 

d. FC and GA 

29. Narina wanted to have a semitone between notes Gand A. 

So she wrofe the two notes in this way: 

a. 

c. 
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30. What is the correct arrangement of tones and semitones 

in any major scale? 

a. T s T T s T T 

b. T s T T T TS s 

c. T T s T T T s 

d. s T T TS s T T 

). 

31. In respect to the arrangement of tones and sèmitone F 

major is written: 

a. ~ 0 0 0 c? 

b. ® C> 

:: 'i; 
0 C2 i?e b 0 ;1f1.., 

0 ]\ 

·: œ: 0 

-32. Which scale has a key signature-of three sharps? 

a. A minor b. A major c. Bh major d. c major 

33. When playing _ a tune in 
1 •• 

sounded onel \one lower. 

c major, Angaasege' s flute 

What key sbould shê play in 

order to sing the tune at its proper pitch? 

a. D major b. Bh major c. C major d. F major 
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34. · One Kigogo tune in G major later modulated to a key of 

which its tonie sounded a minor third below. What key 

was it? Its: 

a. relative dominant B major; 

r-... • b. relative s~bdo~inant, C major; 
~ 

c. relative miner key, E miner 

d. the minor key of its relative dominant, B miner. 

35. The _proper way of writing the seventh note in the 

descending ordér of a rninor scale which is preceded by 

that of the ascending is: 

' ~ $ ' 
a. f9 b. 

0 \\ 

' 
\\ ~ c. d. 

l\ ]te ~e 

Study the following rnelody and then answer questions 

36 - 47. 

+ 4~~ t r p _J 
~-

1 r J? j J 1 J 
i ,; 

!t t 1- r i 1 
1 F • ~ 

] ]\ t 
. 

# .. ...,._ + ·-, 
J l Ptt J li ·::::======-- . 
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36. 

37. 

38. 

The above tune is in: 

a. Ab major 

b. C major 

c. Eh major 

d. F minor. 
~ 

How long . ' it? lS 
·-

a. seven bars 

b. six bars 

c. five bars 

d. four bars. 

The tune begins on the 

a. · tonie 

c. mediant 

J, 

note of. the scale: 

b. supertonic 

d. dominant. 

39. How does the first phrase differ from that of the 

second?: -

a. there is n& .... <:liffer.ence; 

the first phrase is shortër than the second 
1 •• 

b. 

phrase; 
[ '' 

C ""· the second phrase is· shorter than the first 

phrase_; 

d. the first phrase is faster than the second. 
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40. If this tune is transposed to a key, which is a major 

third above it, the new key will be: 

a. C minor; 

b. C major 

c. E minor; . 
d. E major. 

41. If. you are asked to sing the last three bars in solfa 

you would read 

a. d m d- 1 s s s s m 

b. 1 d 1 f m m m m d 

c. s t s r d d d d 1 

d. m s s d t. t t t s 

42. Which instrument is- more suitable and simple in 

43. 

bracticing this tune? · 

a. a bamboo- flute b. a trumpet 

c. a recorder d. a horn. 
" 

-··· .. 

'.:-· 

What ;[s .. true ·about this tune: 1 

a. ±t is to be sung loudly~throughout; 

b. it becomes softer towards its middle as well as 

towards the end; 
... 

c. it begiris softly and ends loudly; 

~~ it is td be ~ung softly throughout. 
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\· 

44. What does f indicate in the tune? 

a. 

c. 

soft 

loud 

b. very soft. 

d. very loud. 

45. What sign could be written at the end of it after this 

• mark,-~? 

a. f b. ff c. p . 

46. Generally what type of tune is it? 

a. African b. European 

c. Asian- d. is not clear. 

47. What is the difference between these signs • i.e 
' 

( ii) 

a. there is no difference between them; 

b. they both bind the notes that form one beat; 

c. the first y~ a tie while the second is a·s1ur· I 

d. the first is a slur while th~ second is a tie. 

48. If a choir consists of male and female youths: 

a. the girls should sign soprano and alto _parts; 

b. the girls should :sing soprano and tenor parts; 
.. 

. -· 
c. the boys should :·si_ng alto and bass parts; 

d. the boys should sing the bass part. 
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49. what ~s the function of musical ornaments? 

50. 

a. they change the general rhythm of the tune; 

b. they temporally change the key of a tune; 

.• 

c. they decorate to cause that sweet feeling of music 

·by playing the indicated smaller notes. 

d. they group smaller notes into bigger ones. 

; ;; t ~ ,z! ~ ; t is the same as: 

a. -~$ r f?J. 11 

b. CJh E 

~i r r Il c. ' " • 
J r 1 .. 

j 

~h 
~ 

~ ~ r pt1·_ d. .. 
--·-
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APPENDIX E2 

Leaming Under Com11 Nhcnsi Ability to Ability to Ability to Ability to Weight in 
outcomes standing on or facts e,"jJ!ain/ calculate/ predict cwluate Curriculum 

terminology and illustrote cslimate 
principlcs 

Nol!' 1 
NOTE ; - - -
VALUE Rests 1 3 

Dottcd 
' 

1 
notes 

Tune 1 1 
signature .-· 

Simple time - . '· -
RHYTHM 1 1 1 1 

13 
· Compounil · 1' 1 1 1 

ti.me 

Anacrutlc 1 1 1 
rhythm. 

Pi1<:h 1 

-
Clef 1 

Staff 1 1 1 l 9 
notation 

Middle 1 1 1 

Accidental 1 1 
tone and 

· ~mitooe 

Major 1 1 7 
INTERVAL intervals 

s Minor 1 1 1 
intervals 
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Major 
SCÀLES scàles 

Minor 
scales 

Melody 

Harmony 
·.,: 

OTHER Transpœitio 
ELEMENTS n 

Modulation 

Terms, 
signs and 
ornaments 

Musical 
instruments 

Total items 

i 

1 

1 

13 

·" 
. • 

,; . 
. é 

1 

-

·l --

li 

Al'l'ENmX · E, CONTINUED 

1 1 

6 
1 

1 1 3 

1 
.. 

.·,· 1 1 -

1 1 

1 . -- 1 4 

1 - -· -1 2 

12 8 3 4 50 

217 

CODESRIA
 - L

IB
RARY



APPENDIX E,( a) 

CALCULATION OF THE SIGNIFICANCE FOR THE EXTENT TO WHICH 
TUTORS TRANSMIT THEIR MUSIC KNOWLEDGE TO STUDENTS 

Tutors Students 

84.67 4.7. 1 
X 

' 

s 

n 

Ho: t = s 

H1: t = s 

X1 xs 

st2 8 s2 

+ 
nt ns 

tabulated Z 
i.e. 0.01 

1'·_ 2 76 . -2.76 

84.67 - 47.1 

19.01 180.36 

9 20 -

= 37.57 37.57 

11.13 3.34 

= 11. 24 (i.e. Calculated 

Z Calculated > Z tabulated (significantly different) 

Z) 

It is a rejection that there is an extent to which 

tutors transmit their music knowledge to students . 
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APPENDIX E3 (b) 

CALCULATION FOR THE SIGNIFICANCE FOR COOPERATION BETWEEN THE 
CURRICULUM DEVELOPER AND THE INSPECTOR 

. .,.: Curriculum Inspec~or 
developer 

60 85 
X. 

6 8.5 
X __ -

2.49 1. 35 
s 

10 10 
n 

-

Ho cd = 
H1 cd 

X = sum of scores 
X = mean 
s = standard deviation 
n = number of titles 

6 - 8.5 

S2 cd + 6.20 1. 82 

n-
' 

10 10 

= -2.5 + 
= 2.79 (Cale~) 

0.896 

2.79 > 4979 
- ,99% ...... 

-2.76 2.76 z calculated >· z tabulated 
1: 

The results reject that there is any relationship betwee:11-

the curriculum developer and the inspector; that is there is · 

no·cooperation between them . 
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APPENDIX F1 

STUDENTS 0 RESPONSE ON THE QUESTIONNAIRE 

Item Yes No 

~ - No. 9,-
0 No. 

9,-
0 

j 

Attitude 6~ 44 78 56 
1. 1 need to study music 
2. 1 learned .music before 14 10. .. 126 90 

training .. - . ( -

Evaluation 10 7 130 93 
3. I understand music 

lessons 

Teaching-learning 
-

Materials 0 0 140 100 
4. I have a music book 

which is a college 4 3 136 97 
property_ 

5. I have amusie book of \ 

my own -
.. 

Attitude 
6. I can play musical 30 21 1_10 79· 

instrument 
7 .- I am a member of 74 52 48 69 

college choir 
8. I am a member of 76 54 64 46 

African dancing j:roup~. 
9. I dance to .... / .. :- 132 94 . 8 6 

.. 

Evaluation 
10. I want a music -
.. examination to be· 0 0 140 -

introduced - 100 .. 

Total No. of students = 140 (100%) 
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APPENDIX F2 

RESPONSES OF STUDENTS WITH SPECIAL INTEREST TO MUSIC 

-~ 
students with special interest to music gave their views on 

their need to study mus:i,c which meritèd as follows: 

1. Further studies 32 100% 

2. To make music as an option 
teaching subject 29 90% 

3. To make music a specialty 24 75% 

4. For interest to acquire knowledge 
. to transcribe sangs of tribal 
dances, choir sangs and jazz band 
music 22 E;i9% 

-
5. Acquire knowledge which can enable 

us to rèad music pieces 18 56% 

. Number of students with spe~ial interest to music = 32 
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·-APPENDIX_ G2 

TRANSLATION OF LETTER OF PERMISSION FOR CONDUCTING RESEARCH 
.-.::-,_,J~\ S:·;o· 

Cables: EDUCATION, DAR ES SALAAM 
TELEPHONE 27903 & 21211 

MINISTRY OF EDUC~Troïr--<·>;:, 
P.O. Box 9122 . \·~: 
DAR ES SALAAM \ ·;,:: ! 

5/10/1988 \i> ":,:,<:;~ ./ r} 
1 ~·_ (.) . .'\'• • ""-._ 

In reply please quote 

-~~f~ No._ EDI/AJ/10/46 

Madam B.H. Mende 
Institute of Curriculum Development 
P.O. Box 35044 
DAR ES SALAAM 

Madam, 

Ref: PERMIT FOR CONDUCTING RESEARCH 

Refer your letter Ref. No. IE/PF/206/89 of 4/10/88 
concerning your request to conduct a research in music 
education in the teacher training colleges in this country. 
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