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ABSTRACT

Music and other cultural subjects received emphasis in
the -education system in Tanzanla during the reform of
Education for Self Reliance. It was realized that ﬁhe
gulfural values of the nation were dying out, whereas
schools and colleges sﬁOuld have the role of transmitting
- culture to future generations. The aim of gstaﬁlishing'
music‘edgcation programmes in teacher training éolleges was
to vprepéreA teachers who .would ensure effectiveness of
simiiar progrémmes established for primary and secondary
schools.‘; The problems . affecting music prognammes-'in )
Tanzania are: unfamiliarity_ with thé subject, hurried-
training of the teachers, "centralizéd- curfidﬁlum'
developmeﬁt, and lack of e&aluatién. A - -

The purpose of this study has been to évgluaté the -
primary teacher trgining éolleges to find out the exteﬁf‘td
whHich music educatioﬁ, in that categorykof teacher training
COLIeges, prepares student teachers ~td"‘te’a;:h'_ music in
brima£y schools. investigations in th; étudijere4done on
peréeption of the programme and tegchingnqualifications as
the internal variabies QfAﬁhe_putors, and tutors' external
variébles which compriéeﬁ-aVailabi}ity of teachiné—léarning
materials and programme. evaluation. : -
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Literature on studies in similar programmes reveal that
new programmes fail to accomplish their goals whén such
goals, are not adeguately perceived by the implementers and
when the implementers do not posses adequate qualifications.
New programmes also fail to ac;omplish their goals when
there is inavail&abilitonf the ﬂecessary materials and when
the activities are not evaluated from time to time.

Data for this study was collected through survey

prOceés-usipg_questionnéiﬁesl intefviewé and a cognitive
test to fhe tutors‘and cther music tutors.

The findings reveal that nusic tutors in teacher
"training colleges have both a low péréeption of the
programme and low teaching qualifications. Thefe is also
limited availability o;'teaqhing'materiais and inappropriate
evaluatioh»process to the pro-programme.

Recomménaations gi&en involve strengthening
relationship between music at the Ministry of Educatign and
Culture, particularly the Inspectorate Department, the
Institute of Curr{cuium' Development, the National

Examinations Council and Teachers' Colleges for effective

fulfillment of their roles. ) -
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DEFINITIONS AND ABBREVIATIONS

The following definitions have been adopted in this study:

curriculum a planned activity in terms of content and

strategles for school or college learning.

curriculum progranmnme: an education plan to be followed in

schcol or college learning under certain

estaklished goals.

curriculum deveicnuent: preparation of content and teaching

sireiegles in "the form of syllabus,
+ewicck, +teacher's handbook and other
teczching-learning materials for a specific

level of learners.

curriculum developer: a person whose task is to develop the
teaching, learning materials and assess the
work of these materials in schools or

colleges.

effective learning or effective teaching: respectively, the
occurrence, or to cause occurrence of actual
desirable and constructive changes in the

learner based on the intended goals.

xvi



educational evaluation: & systematic approach of examining

an educaticnal activity whereby information

found judge whether or not the goal for the

activity is reached and provide some

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 certain organized ways such as
seminars
or publications which engble him to-see, hear and

-use other similar senses.

music education: music knowledge provided in schools and

other institutions.

teaching-learning haterials: publications and other

equipments for. classroom instruction. S

‘teacher competency: teacher's ability in knowledge and

skills to cause effective teaching/learning.

xvii -




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 educatiqn
information.

_:workshogi a meeting called upon~a sélegféd sgmp}erf“

teachers and other education experts in a given

subjects for the task of preparing the teaching-

learning materials.

The following abbreviations have also been used in this

study: - . i o - ' o

ESR - Education for Self Reliaﬁce

ICD - Institute of Curriculum Development,
 INSET - - Inservice Training or Inservice Teachers
.NEQTA = National Examination Council of Tanzani;.
UQESETA - (Kiswahili abbreviation for) Umoja wa.Sanaa:
_ | na Michézo kwa Shule za Msingi Ténzania).
ﬁMISHUNTA - (Kiswahili abbréviation for Umoja wa.SénaaAna

Michezo kwa Shule za Sekondari Tanzania
Association of Arts and Sports.for Secohdary

Schools in Tanzania)

xviii



UMISAVETA - (Kiswahili abbreviation for Umoja wa Sanaa na
Michezo Kwa Vyuo vya Ualimu Tanzania)
hssociation of Arts and Sports for Teacher

Training Colleges in Tanzania.
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CHAPTER ONE

INTRODUCTION: MUSIC EDUCATION IN TANZANIA

1. Purpose of the study

L}

Aftef-achieving independence, there was awareness among
educators in the developing countries that the traditional -
cultural values were disappearing. It was argued, that theﬁ
western type of education, introduced in those countries
during the colonial period, was not encouraging native
cultures (Nyerere} 1967; Milner, 1973; ancd Hawes, 1975). As
part of: educétion reforms, thérefore, schocls and other
institutions were given the responéibility to revive and .
pfeéerve>£hé%national culture for future generationé; ﬁence
sdhbél ‘learning -should include Jthe nation's customs,

traditions{ sohgs, dances, legenda, heroic exploits,

traditional culinéry,ﬁhome remedies and other aspects of the
nation's culture kBishop,;1985).

i ]

"In Tanzania music and other cultural subjects received much
emphaéiSJin resbodée to the'feform of Education for Self
Reliance (ESR) in 1967. Music progrémmes were planned for

primary and secondary schools and teacher training colleges.

Syl}abusesl were developed for classroom learning, and



competitions in extra-curricular activities related to
cultural subjects were also introduced.and encouraged 1in
order to ensure that pupils and students were learning both
theories and practices in the classroomn. Pupils and
students were, therefore, encouraged to participate in the

actual performances of cultural activities.

If innovations in music are to be meaningful, priority is to
be_giyeh to p%imary éqhgpl ;earning. 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 programnme

prepares student_feachers to teach music in primary schools.

2. Establishigq the need for music education programmes.
.Historical ‘reasons, political decisions, economic
situatiohs; SQcial_and cultural needs are all determinants
of the- curriculum. These determinants tend to change in
time_and'placezl The;existencevof any cufricula, therefore,
is a historiéal accident (Kékr, 1978) .

-

T-Bat—Shevé fl§78) lists:quite a number of models which can be
"iikenéd _to”jcurriculﬁm” change.. Among__these models are
évolut%on and?revolutibn. Evélution refers to the changeé
of the climaté in the classébom sifuations as evaluated

mainiy'by the teacher. Revolution, on the other hand,

2



refers to the political influences on the curriculun.
Revolution is radical by nature and may have dependea on the
evidénces of the evolutionary processes of change 1in a
curriculum. However, change by evolution is more important
because it ié slow, and as such it penetrates deeper into
the minds 6f thése involved in it. It involves peoplé of
every level and'permeates down to the-grassroots level.
Taking this into consideyatignxthgnithe éeéqher who is the
major agent of implementation-gives views of his experiences
and wishes for change. But, changes through evolution are
rather slow. Lawton (1978) gives an exam}_:_)le of latin which
Was out of fashion, bgt continued to .remain in schobl and
college—timetables, until in gécent dégqaes when the goals
had to be definedwby (or for) thqse;who needed it.

In ianzania, before and.soﬁe years after independence,
teachers' concept of mnusic educétidn did<not extend beyond
a singing period. V.Véryvoftén'the;period was repléged by
other subjects or outdoor class éctivities. For teacher
training, music meaﬁt_amrecreation-between periods orE;s a
method tOfteach'Bew-conceptg particularlyﬂfor theilower
classes (Mselewa, 1971. In rece£t years thé definition of
singing .was even limiéed more to palitical éongs (Ministry
of Eaﬁcé%iéﬁ'lnspectorate report, 1983). The situéfion of

music education in Tanzania, therefore, was what Urebvu



(1985) expresses as an educational activity which is
completely unplanned and entirely unanticipated, in the

unsystematic approach to the curriculum.

Music education programmes in Tanzania, though defined
through political influences, seem to be supported by

evolutionary changes of music curriculum outside Tanzania.

Basically, the need for music education lies in the general
aim of education which is to-transmit culture to the next

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

.~.1t is not surprising that the kind of
fuse that is made, say, reading standards
never seems to . be made- about music. Yet
more -and more teachers are musically
inadequate... ‘At the same time children are
becoming interested in popular music at an
earlier and earlier age. This is part of
culture. Have schools_come out of touch?

Thompson's argument is about the importance to treat music
like other d}scibiines and the ~neceésity for teacher
. Lo

training-to equip students with adequate music knowledgé;and_

skills.

In the effort todkeep records of one's culture or music, one
way of N?cébmpliéhing this is to put it into ‘written

documénts (Mselewa, op. citlf. Youths in schools must learn

%



synbols and signs in the theories and practices of music.
Bebey (1969) in his book fAfrican music: People's culture’
writes,

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

He further realizes that African music ‘may not fit the

,symbols.of Western music but we mus£ learn it first.as a..
basis to.be able to suggest our own. This need was also
pointed out by Marshall (1948) 'in her book 'Songs from
overseas'Athch centéined European tuees to assist teaching

music in Nigeria.

She admittedly, yet critically wrote:

People in African have beautiful music of
their own and a variety of songs for their
own games, stories, farming...

These songs should be collected and written
down by those natives whose music it is.

But w1th this realization the teachlng of mu51c contlnued

for a whole century propagating.foreign music. 1n Afrlcan

schools. THis has been noted by Hawes (op. cit.).

It is exceptionally ironic still to find
children in a culture: which has fathered
half the popular music .in modern world,
condemned to drone -away in their music
lesson over nineteenth century hymn tunes,
with dancing relegated to a few minutes at .
the conclusion of ‘the physical education -

- 5



lesson.
Similarly, Milner (op.cit.) pointed out in the general
culture aspects:

In the pacific, for instance, in less than a

century and a half, the old Hawaiian culture

has vanished, almost without a trace, and so

. has the culture of the New Zealand Maori,
save in a few of its aspects such as

woodcarving, funerail customs and food
~ habits.

Ffom_thé”above quotatioﬁs it is not surprising thatmTaﬁ;apig"
found it a necessity to retain its culture through school
learning. This-Was also emphasized by Nyerere (as guoted by
Mselewa, 1971) when he posed this question:

How marly of ocur (elites') children can sing
their tribal songs? ; . -

Finally, 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.

Faﬁher Gerald (1959) remarked,

..no matter how well the Africans can sing
" and dance to Eurcopean music they will only
pretend to feel it. Africans must learn to
- .appreciate and like their own music. -
The above guotations have been repfesentationhof theée many
views which emphasize the need for an organized curriculum:
of music. At the realization of .such .a need, through
evolution, it was necessary for:Tahzania to establish musiér’

programmes 1in - a revolutionary approach. As ‘a rule,-

- é



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 objectives

The second reform of education, Education for Self Reliance
was began with the announcement of the Arusha Declaration in
1967, by the first President Julius Nyerere. +Among the many
changes that were made were the decision to establish

" cultural programmes in schools. These cultural subjects

comprised of fine arts, theater arts and music.

The aims and objectives of teaching music education in
primary teacher traid{hg.haQé been listed in the preliminary
section of the 1978 revised syllabus (Ministry of Edﬁcation,

1978) as follows:
After completion of ‘this syllabus student
teachers should be able to:

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



4. value, appreciate music through
participation in college choir
activities, tradition, African
dance and playing 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 purpose of this course is to train teachers
in the field of music so that they can teach
music 1in 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 situation.

it was_emphasized that the teaching and learning of music
should be based on the indigenous activities related to it.
- Such activities were mainly choir songs and indigenous
African dances. For this reason competitions of culturél
activities were established for the three 1levels of
‘education: primary. and ‘secondafy _sqhools and teachers
.colleges, respectively. - |

The competitiohs were . established under the title offi

'Association of Art and Sports'. Hence the names for tﬁé
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
competitions are performed every year, respectively, at each
level. They involve inter-schools, inter-colleges, zonal
and, eventually national level competitions. Awards of
certificates and other prizes are given to _individuél

winners and their respective schools, colleges or zones.

2

Primary pre-service teacher education

Tanzania trains two types of residential preservice primary
school teachers. They are grade B and grade A certificated ~
teachers. Grade B trainees are student teachers who havé
done well in the Prima;y School Leaving Examination but
could not be sa}ected for secondary'edpcation. The duration
of the course  is four years. Gradé é teacher tréining,
however, is in the plant to be phased out. Grade A level is
for student teachers who form a large group and they should

have more than four passes in O'level examination. Their

training period is two years.

Subjééts for ﬁeachér training are thé general school
subjects including”mpsic, educgtional psychologyg'philosophy'
of education, methédéiogy: politicalnedﬁcation and teaching
pracfice. A student teqcher for priméfy schoois must learn

to teach all subjects.at the level of primary education.
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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 thosg who specialize ;nv_science subjects.

(Basic facts about education in Tanzania: 1984).

In order to gqualify in the teaching profession at thé end of
the course a student must-pqss:’ - )
1. Teacher grade B or teacher grade A final National
Examination
2. Teaching Practice
3. Character Assessment
The National Examinatgon Council of Tanzania (NECTA) is
responsible. for dqnducting Athg - final national

examinations and compiling the results from the three

types of assessments listed above.

Music education is also among the subjects offered to

primary school teachers during their inservice courses.
Such inservice courses are conducted mainly for. grade B
teachers in order to raise their competence in teaching

music. (Ministry of educatioh, 1986) .
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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 tenrprimary school teachers who have experiences of
teaching for more than two yeérs and who have to qualify<in
an }nter&iew aré enrolled every year. To be selected for
music inservice training, teachers should have
» qu;l#ficaéipns iﬁ ghersquect which may Qéry from obtainiqé‘_
certificates in muéic theory from Grade I to IV privately,

or passing mﬁsic theory in Oflevel of NECTA, or even having
some kind of good performance as a music teacher in a
recognized'sdhool choir, Affican dancing troups, or similar
situéfions.iLTﬁe training is for twe years after which'a_
music pegﬁificate is awarded to those successfully
cqmpleting the programme. They are then posted to teach
music in'secondary schools and teacher training colleges.

_Tﬁe'tutorg-for_the fhservice traiﬁinq are supposed toAbe
univérsity graduates, but there have always been shortages
and sometimes experts from abtgad>have been employed ta £ill

the gap (Castle, 1970).

11



Curriculum development and the inspector's roles

Tanzania, 1like many other developing countries, has a
centralized national curriculum development centre, the
Institute of CurriFulum Development (ICD), which is situated
in Dar es Salaam City  The ICD is responsible for the
development of all curricula (except in religion) for all
primary and secondary schools and teacher training colleges
(Naﬁipnalureport for International Conference on Education,

Geneva 1986).

The teaching-learning mateérials being developed by ICD are

mainly the syllabuses, student textbococks and teacher's

'guide; Thé development of educaticnal materials by the ICD

is done by piece ﬁeal production, especially for the new

programmes which face immediate demand of such materials.

The educational materials are written and revised by subject
panels” in workshops organized by respective subject
curriculum developers. The panel members include primary

and secondary school teachers, tutors of teacher training

" colledges,  university 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 manuscripts are N

then submitted to the Ministry of Education headquarters,

for éﬁproval before publication by government 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 insbector at the Inspectorate Department of
‘the Ministry of Education. Among others his role is mainly
to inspect the ‘situation of all sectors relatgd to music
programmes. His school and college inspectorate reports

would particularly be 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, teacher education was in the pattern of

training students. in not only many, but;alsq 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. -Some. of the new
programnes that were established alongside music and other

cultural programmes were:

i) Programmes of the dévélopment_of»Kiswahili to be an
official .language and” a medium of instruction for

primary;ééhogis, and the training of its teachers.

ii) Adult education programmes for national development.

13



1ii) 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.
whaﬁvwas crucial was the fact that the implementation of all
‘these programmes had to start immediately relying on the
éame teachers especially those for priééry le&g;; Hence
training of teachers.had_tqnbe in that patterp: ﬁhe effdrt
to make students~grasp‘the‘knowledge-andrskills-of many
activities dufing the short training'pefioa (Jeffrey, 1972).
The immediate and main quesfion which this study aimed Eo
answer from-the above situation was: To whét_extént does a
music programme in grade A Tszuprepareistudehts to teach

music in primary schools?

Specifically, there were—four"issueg which needed to be
investigated bygtﬁis Study; First, primary teacher training

has the same qharacteristics as that of the training of its

14



tutors, i.e. overcrowded timetable that contains new
subjects. Music tutors therefore are trained in a hurried
way to prepare them to teach music iﬂ TTCs. To what extent
do tutors perceive the music programme? It is necessary
therefore to determine the extent to which music education
in TTCé_fulfilléwthe objective of preparing student teachers

on the basis of the local needs.

_ Sgcondly; in dadition to traiﬁing in man§ and new subjeqﬁs
the type or levgl of music education offered in training
tutors and teachers is'51most the same. It is a result of
the ad hoc decision to imp}ement, at the same time, music
programmes in pfimary and secondary schools and teacher
training colleges. .Thié is clearly stafed.in the syllabus
for the inservice training in music certificate (emphasis by .

underlining added) ' ’ : 2

The purpose of this course is to train
teachers in the field of music so that they
“can teach “music in primary  and secondary
schools and colleges of National Education
(teacher training colleges). For the time
‘being” all teachers will follow the same

course whether they are meant to teach in.
primary or secondary schools, or colleges of
national "education, as the level of music
knowledqe is almost the same.

Hence the question can be ‘raised: as régards" the
qualification of tutors after such traiﬂinézto teach music

in TTCs.



' Third, despite the decision to implement music programmes at
the same time at all levéls, the implementation too did not
wait for the development of necessary teaching-learning
materials. The Institute of Curriculum Development, Dar es
Salaam had adopted a centralized model while devéloping its
materials throuéﬁ research approach. _ Since the
establishment of the programme, to what extent has the ICD
been able to develop the ;equired materials for music
teaching aﬁdvleagﬁing in TTCs? Are the materials available

in the colleges?

AFinally, as a principle, fﬁe'evaluation process must be
applied to the different stages of a curriculum programme in
~order to ascertain efficiéncy and ensure that the programme
reaches the goals that were intended. (Alccorn,ﬁi959);
Wheeler, 1967; Alkin, 1970; Parlett and Hamilton/fl§75;.and
Stenhouse, 1975). Hence the perforﬁance of the music
curriculum developers and the inspector must be evaluated to
determine fhé-extent of success or failure in their aséignsd
roles. (This ié iméértant especially to the latter being the

coordinator of the programme. - . -

Evaluation, when applied to students, serves not oniy to
examine teacher effectiveness, but as an established norm in
traditional education, would motivate’ Bbth“ tutors and

students td'concentfate on the programme. How are students
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in TTCs evaluated in mnusic? To what extent do tutors

influence the knowledge of student teachers?

5. Significance of the study

The significancé of this sﬁudy lies in the principle that
the music programme being implemented -in Tanzania has to be
evaluated at the different'stages of its development and
imbleméntaféon,_»qn@ the différenﬁ- leve&s of- oberation.
Settidisho (1987) in relation to the implementation of an

instructional programme mentioned that:

1. The quality of instructional

programmes depends upon the

- quality of decisions wmade about
the instructional programmes.

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

3. Making sound judgements requires
timely access  to valid and
reliable information pertaining to
alternatives.

4. Availability of such information
requires a systematic means to
provide it. . ‘

: 5. The process necessary for

N ' providing this information for
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
only partly and wrongly used it (Beeby, 1970; and Yates,
1972) especially when thé actuél goals éf the programme do
not match with the official ones (Hawes, op. cit.).
_Nyere;é,'the féqnder_qf"ESR (as qﬁoﬁéd By Hinzen, 19%9)‘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 policy, 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
reseafch needed to get some evidence which would prove
whether or not the music education programme in TTCs in
Tanzania is preparing student teachers to effectively teach

o

the subject in primary schools.

As .a process evaluation, it is anticipated that this study
would accomplish a variety of purposes (Stake, 1975) for the

music education programme in TTCs in Tanzania as follows:

(a) to widen the author's knowledge of the music
. ‘programme in relation to other fiélds of education;
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(b) to have documents for corrective actions at the
Ministry of Education, especially the Inspéctorate
Department;

(c) to facilitate the starting point for improved decision-
making;

(d) to facilitate cooperation among the people involved in
the prograﬁme;

(e) to facilitate exchange of experiences of the programme

with other educationists outside ran;ahia,

The many varied purposes of this study have been initiated
because, according tco the author's ﬁnderstanding,_ no
evaluati&e .study has ever been méde since the music
education programme was established in Tanzania some two
decades ago. Certain hypotheses thgrefore’ aré_‘being

formulated as the basis of this study -and for elucidating

the status of music education in TTCs in TanZzania.

6. Hypotheses M

Most student teachers learn music for the first time during

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

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

follow a principle which assumes that-énything can be taught

to anybbdy 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 teacher training.

Hypothesis 2

Tutors' academic, prcofessional and music qualifications are

adequate for primary teacher itraining.

~ Hypothesis 3

Music teaching-learning materials 1.e. the syllabus,
student's textbook and teacher's guides are available in

TTCs.

Hypothesis 4

Formative and summative evaluation _is applied to the

different stages of the programme.

A total of all these situations would lead tb the overall

fulfillment of the goals of the programﬁe.
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In summary, this chapter has highlighted the need for music
programmes within the general purpése 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, proﬁote,'revive and preserve their own culture.
After Tanzania "had realized this, 1t was necessary to
establish music_and other programmes for cultural subjects
as part Qf‘thglygfqrﬁ_ofxgskuafter»the aﬁnouncement of the

Arusha Declaration.

The aims of music education programmes for grade A TTCc are

mainly to equip student teachers with. music knowledge,

skills and attitudes so as to prepare them to teach music in

primary schools. The problems affecting music education in-

~“TTCs have been stated to involve:

1. the unfamiliafity of the subject;

2. the rapid trainingfof,its tutors;

3. a centralized mbdel and research apppoach for its
cﬁrr;culumldévelopmént; 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

‘attainment of the goals of the programme:
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1. the way tutors perceive the programme;

2. the adeguacy of tutors' qualifications to the role of
teaching music in TTCs;

3. availlability of music teaching-learning materials in
TTCs;

4. the music curriculum évaluation 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.

22



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. Kabalevisky (1987) étated, thag-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 1like a
combletely a new field. In the developeq:counﬁties the
subject is not popular (Thompsonj i973). For the deVgloping
countries the concept of music .education limits itself to a
singing period, and aithougthawes (1979)'mentioned p:imary
school music syllabuses in Uganda, Kenya and Nigeriabin the

1960s, we do not have feedback of - their success or failures.

-

It is one example of’the many new programmes characterized

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

It is with difficulty that one wéﬁld get any_literature'gf
its own, considering the current level of music -education in
the developing countiiei. The problem of music education

programme in teachér‘trainingvcolleges_(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 1iteréture has been concerned with the four
variables which were under the investigation of this study:

“

1. The essence of tutors‘_perception of music education

progranmes ;

2. Qualification and attitude of music tutors;

j3.” Availability of teaching learning materials; aﬁd

4. Evaluation of the programme and the .rélé -of thé
inspector.

The essence of tutors' perception of the programme

Perception of the programme and that of the_teaching ;ole'is
as important for teacher competehée as_the»qualifications in
knowledge of contenﬁ, teachiﬁg skills, and feéearch and
evaluation skills (Bowels, 1973). Perception of the
programme by the teacher refers ‘to his mastery of tﬁg
. : : Y
objectives set for the programme. There'are two inSeparable
conditions from which an-individual;é'perceptipnvor_mastery-
of a progfamme'é objectives is bﬁi}t:-being Eiose to the f
sources of the goals, and particip;tion ileseﬁfing sucﬂ

goals.



Bishop (1985) associated the teacher with the role of
decision-making because he performs his duty beiﬁg 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 programﬁe afé the le%rner,‘his society,_subjec£
matter and learning strategies or factors of human and
material resources aﬁd langﬁage. The task for decision-
makipg therefore, is the spfﬁinngut of:sifuations of the
origin of goals and compiling ﬁhem.with appropriate theories
so that the goals for an instruétional programme are
philosophicgl, socioclogical, psYdholbgiéai and cultural. As
such instructional goals wouid have identified the type
(such as level) of the learnef aﬁd the relevant and
appfoprigte‘content 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 lear;, Théy can appropriately suggest what
"music should be -learnéd by students as Tanzanians,; or
generally Afriéans, as well as fheir prepératioﬁ to teach it
in primary schools, énd also how best they can learn it.
Tutors thegéfore must be involved in decision making.
Participaﬁion of tutors in decision making will se%véitﬁg

purposes. First, to a large extent the goals established
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for the programme will be real. Secondly tutors'
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
gained knowledge ip the other tasks of the programme that
they can be flexiblé: in imélementing. the programme

effectively.

Marcgs 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'CUrricﬁlﬁm functions in
three systematic stages: intelliéence, design and choice;

referring to pre-active deliberation (or pianning), active

~ implementation (acting), and positive-reflection (feedback),

réspectively. The teachers are concerned with the active
implementation stage. But, according to the Marcué and
Wilson model, the success of each of the three stages
depends on the success of £ﬁé stage before it. ParticipanEs
in the active staéeAhust be knowledgeable of thé first
stage. As such the‘tutoré should be directly involved in

the first activity of decision'makiﬁg of the programme.

Unfdrtunately, as Yates (op. cit.) noted, 1little or mno
opportunity is givén to teachers to participate- ih -

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 to teachers as
application of the military or industrial models to
curriculum. THey are guite parallel to it. Hende Din
(1963) argued that the only solution is to combine the
strategles of the skilled decision—makers'and those éf the
unskilled. In this pqntexﬁ, if thé obaeqt}ves pf mﬁéic
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 1in the
programme have different potentials and experiences which

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

the érogramme (Emroy and Niland, 1964).'VA

But tutors, authorities as well aS'otﬁer participants of the
programme will only be brought together for the decision-
making task if there is a ﬁetwork of horizontal and vertidal
u(or top—bottom) communication between them (Shoemakeé, 1971}
'iShipman, 1972; Kellf, 1975; and-Mbunda, 1979). Mémbers'of
one levei ‘must communicéte between themselQes first as
colléagues of the samé task, effecting- horizontal
communication, and theﬁ ﬁheymshould comﬁuﬁicate with the

other members below and above then. Tutbrs needAalso 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
to share and ga%n experience and information from the
different TTCs, the Institute of'Curriculum Development and

the Ministry of Education.

‘Harding (1975) argued, that 'fhe 'laqk of communication
between participants of the programme leads to suspicion of
one another, which further leads to physical and social
distance, prejudice and stereotyping between thgm. The end
praduct of il tvhese 1is failure to effect the programme
positively. Harding parti;ularly emphasized  that
publications cf the programme, é;pecially its_package (i.e.
syllabus, students textbook and tutor's guidé) brovides the
primary strategy of communication “which aids tutors in
building high perception of the programme they implement.
“Other stfategies which bring‘ﬁembers together are workshop§;

meetings and seminars.

When tutors are left té impiement a programme with a poor
.knowledge of objectives, Awﬁat _they actually do is -to
transfer that poor percep£i;n ta students kYétes, 1972).
A Olson;s study (1980), 'Teache:-éonstructs éhd curriéulum

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 both
teachers and students. Olson's study thus revealed how
teachers transmit their own traditional way of decision

making to students.

Hardings (op. cit.) made a close study on how teachers
construe decisions made by authorities. She established
four dimensions vis dissatisfaction, acceptability,
feasibility and relevance on which the teachers could think
of £ﬂe decié;qhs sent to them by authorities and establish
their QWQ;deéisions so as to adopt or reject a.programmé.
The findings revealed that decisions made earlier in the
hiérafchy constrained those taken later because the head of
depaffment in the school, as the authority, exercised
considerqble.autonomyfin the decisibns to rejeét the proﬁect
which Was relevant to the Wprk of the department.

i

Implications ‘of; these findings can best explain- the

situation of a-music programme in TTCs. The curriculum .

developers and the inspector who are senicr to the tuébrs,

the former will certainly tend to defend their decision or

work when the latter raise questions about it. It appears,
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some programmes continue to exist only on the wish or
benefit of its authorities, when 'such procgrammes do not

accomplish the goals for which they were set (Anderson,

1973).

Olson (op. cit.) argued that authorities decisions result to
what he called "ambiguities' to mean the difficulties within
teacher's perception for his role and the programme. Some

of the ambiguities are:

time limit and knowledge to accomplish

the role

diverse role expectation

marginal -role .

institutions support

- carrier versus commitments and

multiple goals of education .
To a large e%tent such ambiguities might be prevalent to
tutors for a music programme in TTCs. Hence the general
issue of implementing the programme could be a state of

confusion to those teachers. .

Stud%es_by Rogersiand Shbemake? (l971), Kelly (1971) and
Shipman ;(1952) aimed at testing Timplementation of the
programméQ relying  on individual teacher's perception. .
-.Shipman répQrted -the findings ofr'tﬁe Keele Integrated
Studies (KIS) Project that 38 teachers who were involved in

that projéct reported 38 new projects. Unless the desired



ocoutcomes were mentioned, Shipman's findings show how a
complicated situation can result from implementing a
programme without specific or clear goals being given to

teachers.

As regards lack of communication between the different
participants of the programme, Mbunda (op;—cit.) reported
. results of his study on the implementation of the
educational policy in Tanzania,_Edncationjfor_Self Reliance
(ESR), writing:

Some implemented it focusing on Vthe

idea of economic independence, others

by endeavoring to increase the output

of the schools' ‘productive activities!'

(agricultural, handcrafts, etc.),

commodities, and some, thinking that it

was a -policy for raising the school's

prestige as an end in itself, provided

activities of no relation of whatsoever

with those of the communlty at’ large
According to Mbunda (op.cit.) confusion was~engendered by
the communicating gap between the*Minlstry of Education and
the schools concerned. Teachers try to. do_what they can
under c1rcumstances of unclear and unspec1f1ed goals, “and
lack of knowledge about -a new educatlon pollcy (or
programmes) given to tnemf" A study carrled out by Jannlngs—
Wray (1980), concerning the impact of unclear educatlon
pOllCleS revealed, among other tralts, the lack of knowledge

on educatwonal pOlle is what contributes more to lack of

competence among teachers in the"developlng countrles,

31 -



So, while tutors are argued to participate in decision-
making, since they are the knowledgeable persons on the
origins of goals for the programme, findings also reveal
that the tutors need to combine that knowledge with that of
philosophy of edpéation( (Jeffreys: op.cit.). Jeffreys
‘argued that trainers -éf tutors are 1ill equipped in

philosophy.

Popl-lam (op. cit.)- makes a summary on Vper_ceptior_'l of the
programme through mastery of its objectives. According to
him, music tutors would be expected to provide a long list
éf objectives which are specific. This would prove that
they know the intents of the programme. If the tutors can-
remember only a few objectives,'suéhvobjecﬁiyés are then

very general, an indication, .that the brogramme is

implemented in general understanding.

Oualification and attitude for teach{nq'music in Teacher

Training Colleges

Basically, early educatibn_(thebry' postulated that an
.individual who “has aééuired_ kngwiedge_ does not need a-
particular skill to trdnémit it 4(W£tson, 19585. Bpf
training of teachers later ﬁecome.pecessafy mainly to eqqip

individuals:wifh téaching’methodology. The traditional term

itself, teacher-training’, 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 kﬁowledge in schools,
so preparation of teachers was intended to train students in
methodology skills only. Perhaps the problénl of music
educatioh‘in TTCs in Tanzania begins right from the decision
of the Ministryrpf Education to maintain the traditional
name, 'téacher fraining colleges (TTCs)' for its. teacher
‘ education institutions. Howévef, in teacher education as a

present mode of preparing teachers the objectives, as

explained by Tibble ‘(1971) and Yates ‘(op.cit.) should
concern: A
1. amount of knowledge of the teacher (level. of education)

-2. amount of skills in teaching methodology.
3. essence of specialization (further education)
4. skills of research (relating knowledge and skills to

local environment).

-
T

On can immediately observe that the objectives of music
education for primary teacher training -in Tanzania are

stated in the preséntation of the above global objecEives of

teacher education.

But these objectives still refer to thoéé éﬁbjects which

students have been learning earlier in primary and secondary
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schools. They may not properly work for music and other
newly introduced programmes which are gquite 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 intellectuél honest fashion, 1if consideration is
‘;akgn'of'thejléarﬁér'sllevel 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 prinéiples of Watson (1928), which stress
varieties of exerciées and immediate application to the
local needs forheffectivé leérning. It includes -Thompson's
~(op.cit.) and Kabaleviskey's (op.cit.) expression that“£he
heed is not merely to learn music but to love it. ifutors
must arouse interest in students thrdugh playing nusical
instruments, dancing, singing and many other activities
related to it;"in fact Kabalevisky stated that during mUé}c
sessions £utors- sﬁbgld not play musical instruments :to
studenté but S£uQents themselves should learn to play suéh_

instruments.

Having identified the aims, content and learning stra%egieé
of music eduction for primary TTCs, what;félloﬁs is the

question of whethef tutors possess  the necéssary
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gualifications, 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) thed tha£ teachers for
new programmes are normally sought for the immediate need of
implementation,<while their,academié knowlédge is usually
1ow.- Moréover, the knoy%gdgg in fhé dantenf of ﬁhe—
programme which they acquire through in service training is
also low. A combination of their low academic knowledge and
low knowledge in their specialty result in their"failureAto
sélect appropriate  teaching strategies. - In such
circumstancég, seminars and»other short in service éourse
should be otfganized as 6ften’as possible ‘in order to upgrade

their standard (Bude and Greenland, 1983).

More often the tutors themselves wish for such strategies
which add more knowledge particularly‘ih.the area of their
specialization. For example, Budeiand Gfeenlgnd (op.cit.)
reébrted results of interviews which tﬁey conducted at the
INSET (in service Educatioh- and Training) for priméry
schools4i; Angiophone Africa on

'teacherg' 1£ke' as follows:
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96% €70% strongly liked) activities which
€26% liked ) increase teacher's own
knowledge of the specialized
subject (academic need).
91% €61% strongly liked) activities which increase
€30% liked ) ability to reach the subject (need
on methodology skills)
79% €53% strongly "liked) ‘activities which increase

€26% liked ) knowledge in education studies
(professional need)

What is encouraging from thé above results is that most
teachers are interested +to raise their gqualification
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 indicate

the same wish.

However, Béeby (op. cit.) is against this whole issue of
raising teachers qualification through in service training
or short courses which he labels as 'continuing to keep the
teacher only a few pages ahead of his students'. Accordifg
to him, if the programme has to rely on training teachers
with the.same educational background‘as the‘étudenﬁs, we are
likely to.create inferiority not only to thé tutors but to
the subject, And the programme at large. He suggested that
the only solution for theiprogramme to be effective is to
aim at having teachers of higher academic qualifications.
For example, a primary school teacher should be the one with
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secondary education. A tutor in a teacher training college
should, therefore, bel 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 (1928) conducted a research in p;imary schools in
ATanzania. He found out that pubils f;ém urpanrschools
performed far better in the National Primary School Leaving
Examinaticn than those pupils in rural primary schools.
Among other factors which he found out was, urban schools
had higher numbers of grade A teachers as compared to those
in rural arezse which had more graée B teachers. It is a
result of attractive lifezin_urbah.areas for.eéucationally
capable people includifg teachers. Mosha;s .research
findings also revealed that experience in teaching does not
contribute much to teachers' competence and satisfaction in

-

their profession. -

Budefgnd_Greenland (op.ciﬁ.),_ and Hawes (1979) noted fhat
whén low gualified teachefs, remain for a long time with
only the knowledge they received.auriﬁg the initial training.
for the programme they becémé-frﬁétrated in-their Jjob.

Their morale for the programme declines and eventually, they

engage themselves in other activities which may not be
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related, not only to the subject but also to the teaching
role. They need prestige, satisfaction and to raise their
income. Such unfavorable condition is what may not be
related, not only to the subject but also to the teaching
role. They need prestige, satisfaction and to raise their
income. Such unfavorabie 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
contributes to the deteriorating characteristics of the
programme; when expectations havé not been effected for
gquite a long passage of time (Howgon Kim, 1977).

Low competenge ol {eachers also reéﬁlts from the- short
training period in cclleges. As already méntionédh some of
the tutors gain music knowiedge.and skills for the.first
time during the inservice training period o6f two years. The
student teachers are supposed to cover the content of music
syllapus along with many other subﬁects.
Jeffreyfkop:cit.) refers to the training of teachers iﬁ
ir:elévant courses and the short beriod of the traininé as
a hgrried way of obtaining theirrqdaliﬁications. But when
a situation happens to be unavoidgblewas regards‘aéédemic
(or:épeciaity) emphasis, Jeffrey sugéésted the péfiod ofA

training should be prolonged. He suggested to extend the
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subject was the main factor.

period of training from two to three years for training of

teachers in the United Kingdom.

If students are properly trained they will form a positive
attitude to the new programme. It is a transfer of tutors

competence and attitude after they themselves have possessed

adequate music knowledge, 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 (Crowley and Shrum,
1977 and Qintion, 1972), Sometimes attitude toward a

subject.is related to intelligence (Earger, 1273). Students

like those subjects which they are able to score highly.

Tainer (1974) conducted a study of the attitudes of Israel

High ' School students towards teaching and found out that

‘'while school variabies play an important role in the

formatidn of attitudes toward a subject, the teacher of the

Aﬁother reporf by Soreson and Voslker (1972) reveais that

students' attitude toward a programme and its pergpecﬁive

‘areas is influenced b§ the knowledge they possess about the

pfpgramme. 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) 1listed a number of variables which affect
student attitude toward science subjects. The most
significant 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 figure
out the lacking variables. which hinder affective teaching
and learning music in the TTC. He should especially

recogn}seithe need for further education foxr the tutor's

- specialty (Olson, op. cit.).

Theory of curriculum and models of innovation in curriculum

development.

,Nigel-(1961) outlined four senses of theory three. of which

are: positive senses such as physics laws or principles,

variables which are factors to the curriculum (such as

income), 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 i1ts 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 fhought, curiosity, activity, and problems. And so
his simple definition of"curriculum theory was 'deliberate
teaching which reguires choices as what to teach'.
Curriculum development therefofe, is a ;Qstematic activity
of what should be construed as school knowledge in =&
particular discipline to a given type of individual, in the

identified domain and how to teach or learn it.

Tyler (1950) Wheeler (1971) Kerr (1968) and Lawton (1973},
in that succeésion, establishe@,of”modified the different
models ofiéurriculum. -All of these models maintain the
charactefistics of systemaéy'and c@ntinuity of curriculum
development for  any- education activity. These
characteristics should be extended to the teaching and

learning in the classroom.

Heubner's work,«'The taskidf.the theoriés' (19755 indicates
that curriculuﬁ invo1Ves éﬁvironmenﬁé'which e#press»and
concern for—histofy of man and éociety. AAs such educational
énVirdﬁment"must be so constfﬁed that the paét is in the

present as the basis for fﬁture projection. This implies
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that music as an aspect of culture should be well organized
for school 1learning, if it is +to transmit culture

appropriately.

dn the side Qf the teacher a systematic instruction should
be a series of setting sbecific goals, identifying content
and strategies of teaching-learning,-and evaluation of the
lesson or course. These series of considerations together
make the components ofmthelcgrriéulumf_ sﬁudent‘teachers
need to train in this systematic approach of teaching

(Mushi, 1987 and Kaperemela, 1987).

On the other hand, the systematic opefation of a curriculum
programme -refers to the phaséé of septihg aims, goals andrn
objectives, planning curriculum‘devglopment, implementation
and evaluatioh; The implementation phase to which the
tuﬁors have been assigned is-crucialvhere to effect the
goals of the programme. - But then thg tutors can best
perform their role of teachiné music in TTCs if they are
assisted by peachipéFIearning’matériais. ‘What is emphasized
in this section tﬁerqforé ié the systematic approaéh in

- developing reliable and valid materials,fénd making these

materials available .

Severai_mééels have been established from which curriculum

development centres may select for adoption.
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Havelock (1969) identified three main models of innovation

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

1. Research, Development and Diffusion Model (R, D and D)
where an idea or practice is conceived at the head or
centre such as a national curriculﬁm.development centre
and then fed into a system.

2. The Social Interaction Model (SI) where.change proceeds
thréﬁgh contaqtsrwhich may be formal‘énd informél among
intergsted groups of people.

3. The Problem-Solving Model (P-S) where individuals
themselves are involved in conceiving, initiating and
develéping innovation at local level.

The Linkage Model which overcomes.the weaknesses in the

oy
.

three models mentioned above . and mddifies their

appropriateness.

According to Hawes (op.cit.) and Bishop (op. cit.) the R, D
and D model of inndﬁétion has attracted many developing
countfies,_ including Tanzaﬁia. It demands employing
speéialists of subjects and that developing anf ggrriculum
depends on research énd relevant data. Inmits systemaéic-
abproach it tests the teaching-learning materials béfqre 
diffusion on a large scale. But at the same timé, the_R, D
and.D model has the disadvantageé-Q%iéﬁ"apaft from the high

cost, teachérs are involved only to a limited 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
centralized 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

Jsuch.aé poor éqordination with the Ministry of Education and
untrained curriculum developers. For example, a curriculum -
developer must be awére of the six stages to be followed in
developing materials fbrvthe programme in order to ensure

systemacy and efficiency (Lewy, 1973).

It is clearly seen here that music education»prqérammes in
Tanzania-may be suffering greatly from the cdhéequences of -
using the centralized model of thé curriculum, especially
when the teachers have been -ignored as a key to its
innoyafibn. Beeby (op. cit.) noted that poorly.educapgd
teééhers can pnlymteach what tﬁey know and cling to the
téxtbook. Unless the necessary books are well deveibped and
are at hand,. no instfuctioh can take placéi b Bishop
(op.éit.) also argued that without instructional naterials

and the cooperation of teachers in the prograﬁme, tfaining

of teachers and programme implementation'become extremely

difficult. | _



Traditionally, it has been a rule to develop teaching-
learning materials before the implementation phaée of a
programme. these materials are prepared in a package mainiy
comprising of the syllabus, students' textbook and teacher's
guide. Authors 1like Beeby (op.cit.) insist on this
traditional teaéhing appréach. that an already developed
material is an’ essential assistance- for the teacher to
positively effect the impleﬁentation of a new programﬁe.

But Anderson (op.cit.) called thgse already developed
materials (or traditional materials) as a conceptualized
curriculum which becomes something quite différent in the
hands of teachers who very often are ignorant of it, and are
ingimidated by _it or dgliberateiy -sabotage it.
Cdnceptualized_qurriculum is a product of highly centralized

curriculum development institutions.

Howson (op.cit.) argues with the experience in Ceylon (Sri
Lanka) that the more<a curriculum is centralized the more -
the individual teachers in their place of work are free to

teach-differently from the programme.

Hence Aden (1971) is more concerned with the modern approach
“of aeveloping the curriculum (or teaching materials) 1in
which the teacher must pafticipate in the phase of decision-

making and its development. He argues that it is -the
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teacher who 1is knowledgeable o¢f +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
deveioping' a good curriculum for implementation of the

programme.

However, many studies on the t?ansitibn from traditional
mode ﬁo'vthat  of imp%ementing'-progréﬁme prior to Vthe
development of its teaching-learning materials have proved
to have failed (Howson, 1970). At the same time, not many
studies have been carried out with this realization to
involve the teacher as a major contfibutor into the
develop%ent of materials for the programme. But-a research
carried out by Sabar and Shafriri (1980) would provide a
pattern to be copied'iﬁ developing ﬁusic 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 caréied out their research in a
practical way; conducting a Qorkshob. 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
weréflacking 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 aims

2. practices of educational philosophy, psychology, and the

like
3. expansion of knowledge
4. contribution aécording to specialty
5. research activities
When .thev evziuvated their ~timetable they figured out
expansicn of knogledge (academic sfpdies) had more

frequencies which they preferred to indicate as 'teacher

training.

Fourthly, the teachers pafticipated in the workshop as an
_extra work after teaching hours for the whole periodlof two
;yeays of the workshép. _Hence this was an opportﬁnity for
the teachers to immeaiatély and frequently tr? out the new
ideas,from the workshop qnd"to répqrt the resul£s 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 cther participants identified the curriculunm
developer as an imporfant agent of the workshop (Qr

curriculum development).

A conclusion for this reséarch wés that t@acheré
participation in the process of curriculum development was
found to meet the present day demand for more independent,
flexible and initiative contribution on the part of the
feachers, and that implementation of a programme is part of

curriculum dcvelopment.

However, what is significant in the finaings of this
research is the role of the curriculum developer in which
the teachers found him to be a crucial factor. According to
Sabar ana shafriri (op.cit.)-a curriculum developer serygé B
as a subject mattefvspecialist and consultant, team 1e§aer,
cégrdipator and teacher _educator. For a curriculum
éeveloper to function effectively in these .mentioned
Iresponsibility, he must recei;e an.appropriate the adequéte

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 is also a problem to the programme.

. EQrA the rmmediate  need of curriculum éevelopers, after
establishing these programmes, the administrators had to
enmploy subject specialists without initisl treining. For
example, Herlen and Walker (1980) reported from the African’

Curriculum . Organisation (ACO) meetinag in Banjul:

Out of 150 curriculum developers about. )

75 persons do not have any systematic .
initial training in theory and practice’
of curriculum development.

A qohclusion ‘of thesis ACO report insisted on the
‘rscognitida of turrisu%pm'developers as a prime agent of
reform in their respective cpnhtries.

Oon thelather hand;uRoss (1980) and Ediogu (1980) emphasize,
administrators are important internal agents accordiﬁg,tovr
their role as consultarits, conveyors, trainer-learners, -
iaitiators, defenders and knowledge builders. More
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

when shortage of funding is an issue.

Theories and practices of evaluation in a curriculum

programme

An evaluation theory for any programme fcllows the

principles established by Dewey (1977).

1. Evaluation ha; a purpose

2. It is a social enterprisé, individual people act upon
'itj: They ﬁp;ﬁ have a way of encaouraging them 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 ‘individuals in performing the programme

a

5. Individuals need to ‘evaluate themselves in order to

"prove their performance.

6. IndividualsAalsé need to be evaluated by others

7. 'Results and recommendations must be known to all of the

people involved in the curriculum programme, eSpecia11§

the learners.

8. ‘These results are the basis for improving performance
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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, quality standard, feedback, and éystematization in

attaining the oEjectives of the programme. -

Thé principle for evaluation is to‘makeﬂa fo;iow 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 phéses of the curriculum process as suggested

by Lewy (op. cit.).

1. Decision making and determination of aims.
2. "Planning_ for ﬁreparation of instructional materials.
3. Try out and monitoring in teachingélearning situations

by observation, discussion, “etcetera.

4. Field-trial for-modification -and collecting evidence

for the programme. : ' ‘ : .-

5. Implementation by iinking with supervisors, teacher ’
‘training, examination system and collecting evidence of

efficiency.

6. Quality .Controlling of planning and implementationrof
recommeﬁaat}ons " and suggested changes for the

programme. - T
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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
smooth orderly, efficient and effective manner. They
mention four types of. evaluation for an instructional
programne: Need and feasibility evaluation, input
evaluation, process evaluation and product evaluation.
Proebectively, they refer to initial eyaluarion ﬁor geeision
making and setting goals for the programme; evaluation on
the hardware and software, particularly curriculum
development; evaluation for the implementation and
evaluation on the extent to which the programme has attained
the intended goals, which also makes_an evalmarien for the
recycling of the curricuiﬁm process of the;programme. This
study, for example,:-is more of- the proeess type of
evaluationAwhen the tutors would be imvestiqated in the

implementation phase of the programme.

%

Stenhouse (1975). distinguishes between two' types ~ of

evaluation: summative and formative.,iThe~former deals with

intents, observations aﬂd judgements on the.aintended
outcomes of the programme, for example student performance.
The latter is a technlque to” make an extens1ve evaluation to

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

better finished produce; such “as a series of Dbetter



personnel, teaching learning materials 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 cohprehensi&e understanding of the comblex realities
surrounding a égrriculum programme with the intention to
illuminéte a complex array of dguestions which students,
dtuto:s, curriqﬁium develqpers/ inspectoés, et qetera_mayA

have about it.

Evaluation therefore, is an énalysis for the improvement of
instructional programmes as opposed to the mere criticism of
~ programmes. The pﬁrpoée of evaluation is to provide
- planning, programming, implementing and finally eva}ﬁating,.
thus impro?ing (i.e. recycling through re—eVéluation).
Evaluation must be an aspect of any prégramme (Dressel, 1976

and Bude and Greenland, 1983).

-
e

For tﬂé consﬁmer; of the curriculUﬁ which is the central
.purpbse of-thq programme, evaluation must involveiﬁus}c
éxaminations, Hawes (op;cit;) observes that despiteméhé“many
criticiéms, examinations act as an incentive for 'the
teachers and students to fulfil their -roles. For'fthe

purpose of music education examinations should assess all



the objectives: cognitive affective and psychomotor domains

(Bishop, 1985 and Klausmeir et al, 1966).

Thompson (1970) in a review of evaluation "Where Teacher
Education Program@es_ fair", viewed that despi£e their
successes,-these prégraﬁmes seem to fail. He érgued that
the rate of improvement of these programmes have not kept
pace with 'the rate of change in both regquirements of
teaching and-those_directly invol&ed in teacher education,
the student teachers and the pupils. He viewed
'misconceptions' to have contributed to a great extent in
hindering the improvement of prégrammes for TTCs. According
to Thompson, if we afe to consider music tutors in TTCs, we
tend oto assign Students‘ to a very ﬁigh- level of
~ responsibility (as artist) instead of beginning _frpﬁ. a
}craftsman level. Secondly, we do not -teach-fénough
psychology, philosophy and sociology 7for students to
understand their pupils. Thirdly, we-do not ourselves use
a variety of'feaching methods for students to copy.uf.
Fourthly,wwe aséumé“that the student haé enoﬁgh knowledge:in
subject-matter‘so we should concentrate more on methodoloéy._m
”Fiffhly,vwe do noﬁ set specific-directives, andffinally: the-

inservice course for many programmes is rather short.

For individuals in the programmes to be conscious 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 coordination to all the
activities. At this point the inspector emerges to be an

important person in that role (Cadenza, 1984).

The role of the inspector ‘ }

[

Bone (1966) in his bock_'Schooi inspection in Scotland'
explainé that.the role of anneducationai inspector ranées
from administrative to professional and that there is no
clear demarcation between the twe. In the former case he is
responsible for supplying authority with matters cohcérning
college administration such as attendance registers,

suggestions for staffing, school records and the like.

* In the. latter _he ié -to deal witﬁ pedagogical matters
" concerning college curriculum in the areas of teaching and
learning matefials, timetables, tutor's competence, -
studeﬁt's performancé in continuous assessment and national
exaﬁinations, organizing semihars and _conferences for
:tutprs. In their wide role fif théy were to fulfil them
.accofdingly) inspectors sﬂould be called-'mobile libfariesf
for»tdﬁors'or teachers in generai (Dodd, 1968).

Accérdingw 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 1is the person
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 function in isolation of one another,
then each one of themﬂ is tryihg to fulfil his tasks
combining both his role and that of the other. The result
of their work must be very unsatiéfying (Bone, op.cit.).
This is a stage when in tradition the inspector played his
roles as a commander and critic or fault founder and being
violent as a technique to keep him safe from job
embarrassment (Anderson et al, op. cit.),

Hawes (op.cit.)'"feit__that inspectors 1in the developing
countries are not trusfea by teachers £o be advisers in the
area of upraiging their qualifications and dissemination of
teaching-learning materials. He suggested that like other
adminiétrators inspectors also need‘ffaining in their ro}e
in order that thé&"may learn tto establish. good social
relationship- between themselveé and éurriculum developers,
étudeﬁts, other subject spécialists. |
Evalﬁa%ion: thereforé,.nis a conplex process since it
involves;igdividuals in their different roles, determinants

of the‘curriculum and problems encountered fhroughout 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 and 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, opi.cit).;. Asnsgqh,
Nevaluation-has not yet been systematic, since the curriculum

rocess itself in practice, has not vet been systematic.
p P ‘ Y Y

Literature review cn the theoretical conception of the study
emphasizes four. basic conditions fo; any curriculum
programme to accomplish its goals. First, the objecfiyes-of
the programme need to be a pool or product of bofh‘the
authorities and tutors. It is necessary to have a well
established network of horizontal and vertical communication
between all typesnfof the progrémme’s participants.
Differeﬁﬁ types of communication will serve as strategies

for tutors to participate in formulation of real and desired

. goals for the programme.

VSecondly, the tutors should possess h?gh éﬁalifications; at
least their education and profession should be one level

above that of their students. They should particularly
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_evaluation activities.

possess high knowledge and skills in their specialty.

Third, it is necessary to maintain the traditional approach
of having a programme's package at hand. Valid teaching-
learning materials<are the ones which research has been made
prior to their development; tutors have contributed to their
content and strategles; and the curriculum developers have

been professionally trained.

Finally, evaluation as part of the programme ensures,

efficiency, cooperation, ccmpetence and the 1like in
attaining geals. It must be applied to all activities of
the programme, .particulierly those involving the students.

The inspector is responsible for coordinating the different:

Literature on evaluation reveals that many “curriculum

programmes fail to accomplish the goals for which they were
set because the curriculum goals were not clear to tutors;
tutors had low,quaiifications; teaching-learning material

for the programme were not availableh_and the evaluation

process was omitted in the programme.
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CHAPTER THREE

RESEARCH METHODOLOGY

In the preceding chapter, on review of literature, ccllege
tutors have been identified as important persons for

effecting a new curriculum programme. They are 1in a

position to fulfil this if:

1. They can perceive the programme and their role in
general;

2. They posses adequate academic and prcfessional
qualifications;

3 Aépropriate teaching~learning materials are available

in the TTCs; -and : -
4. Evaluation is done in all the stages of the programme,
particularly involving student teachers whom the

programme is set for.

-
.

: Chapter three gives a description of procedures followed in
"gathering information on the above four variables. In-

Tshort,.the procedures_involve.the following stages:

1 Selection of the'sample TTCs.
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
'Zanziba; and Pemba“(figdfe 3.1 inset); This study was
conducted in Mainland Tanzania which has an area of 939,704

square kilometres.

Administratively, Mainland  Tanzania 1s divided into 20
regionsﬁ_ Selection of the sample-TTCs was based on seven
Schdo;_inspectorate ‘Zones. These included the Eastern,
Northérn; Lake) Weste?n, Southern‘Highlands, Southern and
Central 2zones. In that respect, the selected TTCs (one
from each zone) were: Morogoro, Korogwe, Butimba,

Tabora, Kleruu, Spﬁgéé and Mpwapwa (table 3.1 and-

figure 3.1).
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Table 3.1: Selected TTCs within the inspectorate zones

Zone Selected TTC
Eastern Zone Morogoro
Northern Zone Korogwe
Lake Zone . Butimba -
Western Zone Tabora
Scuthern Highlands Zone Kleruu
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, elevep TTCs were
decided upon as mnaking a good percentage (25%) for the
_sample. But due to the high costs and difficulty of
“transportation to reach some of the colleges, the number of
sample colleges was reduced from eléVen_to seven.

Grade A TTCs include both male and female s£udents.
Although four of the TTCs are specifically grade A teacher
tréining, other colleges conduct programmes of inservice*
courses also, gspecially during vagation. Also, while
Korogwe, Tabora, Kleruu and Songea are épecificélly grade
A'TTés, Morogoro and Mpwapwa have programmes for diploma
tréining, and Butimba conducts an inservice programme for.
certificate;iin 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 at making a general ‘'process' evaluation
(i.e. evaluatio?'of some implementation activities of the
music programme in TTCs). Music tutors therefore were a
major concern of thiswstudy. However, as far as possible,
the nature of the study necessitated the inclusion of all
the main participants involved in the programme. Hence
respondents were the tutors and their students, curriculum
developers, inspectors,-trainers of tutdrs, and principéls.
The characteristiés of ﬁhe-respondent to be included in

this study were identified according to their assigned

roles in the programme.-

As regards the tutors, they were major respondents because

theyvare very impo:tanf in the implementation task of the

programme. It was'expeCted that each TTC had one music

tutor (Ministry of Education InspectoratéfReport of 1984).
Information about the qualityfof music education was to be
obtained through assessing nine tutors.

A curriculum developer, a schools inspector and a trainer

of tutors cohstituﬁed a second type of respondents. 1In 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
shéw whether or noF there was cooperation among them in
éurriculum decision makiﬁg as Harding (197%5) argued. It
was also necessary to compare the academic qualifications
of the curriculum developer, the inspector and the trainer
of tutors in yelatiqn tpimusicf In the subject of tutors'
qualifications, therefore, the non-tutor respondents
represented a group of music tutors with a high acadenic
education. Finally the curriculum developer and the
inspector were to respond on their assigned roles relating
to the availabiligy of::téaching—learning materials,

coordination and.evaluation df activities of the programme.

The third typevof réspondenﬁs was the consumers of the
programme, the studeﬁf teacherg. Final year students were
preferréd for_thié'resegrch,on the assumption that they(
were regdy to teach music in primary ‘schools. One music
class of . about twenty students respégdeq to the
"questi;nnaire atleQefy-TTC. The:étudent téachers responded
after the ﬁormal’clasé (or instruétion) was over. The last
statément"in the questionnaire.asked fhem to remain in

dlass if they were in need of further information, or

clarification. TIn this way an average of five students in

65



.cach TTC happened to select themselves to represent a group
of students with special interest in mnusic. They had a

brief discussion with the researcher.

In this study a trainer of music tutors was also included
for reasons given‘in preﬁious section. College principals
were included as administrators, but more as initiators‘and
defenders of the programme in.their respect}ve TTCs (Ross,
1980 ana Egiogu, 1980). It was necegsaryitq deﬁect thei?”
views (or attitude) on the programme - through normal
coﬁversation. As hosts of the researcher, all the seven
principals made a wvalid source of information for this

research. Table 3.1 summarizes the major target popﬁlation

of ﬁhis research with their roles.

Type of population : ' Roie

1. Tutors Implementation of the
programme - ’

2. Students o Prbgramme Consumption

3. Curriculum developer Development and dissemina-

tion of the programme

4., School Inspector . Programme coordination and
evaluation
5. College Principal Administration, programme

inition and defending




Development of research instruments

The major instruments used for collection of data for this
research were questiénnaire, the interview schedule and the
objective test. For obtaining reliable information, the
questionnaire and the interyiéw schedule were used together
for collection of the saﬁé type of data as advocated by
_Hurst (1978). For this reason boﬁh the ques@ionnaire—and
the interview schedule contained four similar sections
_irelatedvto-thé identified variables for Fhis‘researéhii.e.
tutors! perception and working qualifications, availability
of teaching—learning materials, and evaluation.

What had hélped to determine the structure of questions for
>the variables to be investigated by the instrumentS'wés a
wide réview of works in general education, ;ﬁCh aslﬁhé
INSET report (Bude and Greenlan&} 1983) .and curriculum
studies. The questions were théﬁ modified by my Uni&ersity
supervisors at Njalé University College. Théy Were later
scrutinized and . approved by research exports ‘in the
Research Sub-department, Departmeht of Education at th%

University of Dar es Salaam before their administration.

Thé questionnaire

There were two types: of questionnaires. - The first
questionnaire was intgh&edjto géther information from the

tutors. As has been emphasized fepeatedly;“ﬁhe tutors have
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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 sec&nd questionnairé (Appendix 3) was qonstructed for
final year students teacﬁérs. Théﬁ aim of this
questionnaire was to get additiqnal supporting evidence, an
information which supports that of the tutors. With this
need, the questions were limited to only yes/no responses.
Although the two scale (yes/no)'responses limits students'
degree of pgrception and expression as compared to the.
five;scélgifor agree/disagree responses {(Inkele, 1983) they.
‘were stili abpropriate fof 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 participétidn in the discussion with a small
group of students iﬁvevery'TTC-who had special inﬁerest in

music.

Interview questions

i

The interview was found the most suitable instrument t6ibéi'

used for gathering data from the curriculum developer and
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the school inspector for four reasons. First, they were
few. These two persons 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 inforﬁatién as-possibleAfrom them. Had
their number been large it would be time consuming to use
the interview. instrumént. It was also less expensive

bécause_the_researcher and'the_fespondents 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 betwéen the researcher and the
respondents.  The interview therefore fﬁlfilled the need of .
the reseérgher to meet the respondents in their places of .
work when éaﬁhering data fﬁr a new programme, like the one

under study (Epstain and Tripod, 1977).

Third, as the first_ evaluation of the programme -th%
intention was to  get the most sincere or  accurate
responses. Hence.when é question was not clear to the
respondent theuinterview allowéd”the-reéearchér to give

_clarifications and geﬁ the required responses.

Finally, in order to obtain the most accurate informatién,-

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 gquestions were unstructured.
However, the structured question was the one that reguired
self assessment of the curriculum developer and the
inspector on the extent to which they fulfilled their
duties under common titles so as to find out whether"pr not

cooperation existed among them.

The cognitive test

This study had its focus on the tutors. While perception

and gualifications for the programme stood for tutors®

internal variahles, availability of materials and
evaluaticocn, on the other hand, were  their external
variables. Respondents, apart from the tutors, therefore,

were just to provide additional, supporﬁiné information.to
tﬁat of tutors' own information. Hence in this context,
although the results of the test for students provided
evidence of the extentffb which the programme has attained
its goal, this phenomena only came along with the basic
aim, to examine fhe _extent -to which tutors use tﬁeir“
knowledge to influeﬁce student teachers' cognitivé-
learning. For this reaéoh the tutors and étudenﬁs were
made to responde to tﬁeééamemtest. Thiéiépproach had also

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

attitudinal tests, Cole compared group attitudes of college
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tutors and students, among other groups, regarding
attitudes towards the essential elements of new approach in

sclence introduction.

The cognitive test in this study adopted the approach to
détermine tutor effectivéhess by testing the tutors and
students, as opposed to the normal approcach of testing
students alone. Had the latter approach been desired, tﬁen
a summative evaluation_ would— be thgi inteptiqn of this
study, whereby an extensive evaluation would involve more
students who would responde to a longer test, the analysis
of which would be in a more detailed information.

The appropriate testing for mus;c would be in affective and
psychomotor domains.. _But ‘as Cronbach .(1972) noted,
educaters have not yet been able to establiéh é systematic
evaluation in these two domains. To avoid this problem a
cognitive test therefore was constructed to serve the

| purpose of this study.

T;e most preferred moaern_model of evaluative tests'is in.
the form of Objective‘testé which in this case,“possesses
multiple choice items. Mqlgiple-choice items aré easy'to
responde to and to mark. .Thz test contained.fifty multiple
choice items. Each item haa a stateméht with four

responses (lettered a, b, ¢, d) from which the respondent

71



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 E; and E,).

The test was admihistered 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 Qith 'thé‘ criteria that it had a favorable

situation for teaching and learning music education.

Visits to the TTCs of the sample (for administration of

questionnaire), therefore, served as a pilot svudy prior to

the cbnstruction:of>the test, in order to examine the real
situation,_insted@ of relying on the syllabus aloge as
Hawes»(l979) had observed during the visits. For example,
during fhe Visits_it was learned that all TTCs spent more
time teaching 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
rgflect_Such.a situétion. Simfiar%y, the structure and
wordingﬁ for the queétions had to be based on teaching-

methods which is a major 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 instrumehts alone. One of the
purposes of meeting the s£aff at their place of work is to
create or encourage a positive attitude among practitioners
when they get the chance to experience that sense of
qoppergtipn._ Anothériintgption was to come 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 cet a letter of
permissigh froﬁ;phe Ministry of Education headguarters,
according tQAEegﬁlations, in order to be accepted iq TTCs
to conduct thé-research (Appendix F). The researchetr also
had to ﬁiéitrthe~Institute of Curriculum Development (ICD)
and -the Ministry of Education headguarters for
administration o©of. the interview for the curriculum

Py

developer and the school inspector, respectively.

‘The qognitive test which was developed later as a resuit of
‘ visits_to.fTCs duriﬁg”administration bf4the questionnaire,
"“was Fhén seht to TTCS of- the sample. °~ Principals 6f%

respective iTCs were asked:fo 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 tutors
(particularly in the same test with students) was unusual
and not.easily supported by some authorities at the 1CD.
Luckily, there was no report of objection from the tutors
themselves or their respective principals. Instead three
tutors, with fhe'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 importént
omissions in the planned instrumeors. For_ekample, it was
necessary to observe»in every TTC a mus}c olass in session
inAorder to provefrutors response on the type of teaching
method oominantly used. The researoher also had to observe
performance of choir and African dance activities, for
witness of both tutoré and students'!attitude in these

activities to support their responses in the questionhaire.

Another additional dgtaﬁgathering which was,completely not
planned was that of securlng prlnc1pals' viewe about the
programme through normal” conversatlon ‘and which was worth

to be reported in this work. However, principals' views

were to 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
generally uniform. . On the first day the researcher
normally had discuésions Qith the principal as a host. It
is worth to report that all the 7 p;incipals~were present
in their respective TTCs during the visits. The second day
was gpent on observation of a musiq cl%ss fqlipwed by
students responding to the questionnaire and then

discussion with the smaller group of students interested in

‘music. 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 éyllabus, to

construct the cognitive test.

Observation of choir and African dénce, ang musical
instruments was done dﬁring evening hqurs} . It was
fortunaté during thét time all TTCs wére prepéring for
inter college <cultural coﬁpe@itions,ipopularly 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 coﬁbiled-on a master table under subjects of
educational and 'political objectives of the programme.
From the masterAtable, responses were regorded and then
_anélysed 'iﬁ_‘aspgqﬁs of such as tutoré' prio:ityv'of
objectives in impleﬁenting the programme, their ability to
state objectives and source of information for formation of
their perception of the programme. Tables of frequencies
of response with their percentage, alsc figures, were used

to préseht the data and illustrate various situations.
Similarly, data for tutors' teaching qualifications was
.cOmpiled on a single data roster sheet from which tables of
“numbers and percentages were used to present the different
cétggories of qualificé%ions Which_included distribution of
the tutors in TTCs, their level of education, professional
qualifications, quali%icaﬁions in music-'edqcation -and

experiencerin teaching. Data for tutors' attitude to teach

music was-presented in relation to tutors' performance in

the different activities in the colleges.
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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'
participation in ghe development of music materials and

qualifications of the curriculum developer.

Presentation of the data for evaluation was given in three
.a;pects: systanl Qf evaiuating students' performanée 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 analysis of students responses.

Generally, analysis of the data for this™work has been
expressed in both qualitativé and guantitative measures,

details of which are to be found in the following chapter.
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CHAPTER FOUR

ANALYSIS OF THE DATA

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

data for the variables identified in this research as

regard:

1. Tutors' perception of music education’programme in TTCs

2. Tutors' teaching qualificafions

3. Availability of the teaching and learning materials in
the TTCs

4, Evaluation of the programme. _

1. Tutors' perception of the music ‘education programme in

teacher training colleges

Perception for this research was tested on whether the

- .

tutors have mastered the objectives_of.teaéhing music- in

TTCs. The tutors were 'to state objectives on the question,.
- . - | -

"what are the aims of teaching music in TTCs?"

Objectives of music education in teacher training colleges

For a fair analysis of the responses it was necessary to.

bass the testing on three sets of objectives. The first was
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a series of political objectives. They are the politically
influenced objectives on the general need for music
educatiou programmes as explained in chapter one. The
second is a 1list of educational objectives derived from
~syllabuses of gréde.A TTCs and those of the inservice
training. Thesé.ure the.cfficial objectives formulated from
the universal aims of teacher education,~and.they may be
expressed as the autocratic type of objectives, as
| ectablished by the curriculum devclcpcrs;” Finaii&,“a thifd
set of objectives was obtained after sorting out and
compiling the different responses of music tutors in the
A—sample grade A TTCs. These tutor stated objectives may be
calléd the ‘'actual objectives' with which the tutors
implement the programme (Hawes,'l9;§). Taﬁ}c.4.1 presents
a layout of politicul, autocratic, ~:’and-”tutor stated
objectives of>whichffhe political-and autocratic objectives
are dériued from the syllabus by tﬁe éuthor, while the tutor
stated objectives have been obtained from datg collected in

the research.
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Table 4.1.Political. autocratic and tutor stated objective
in the implementation of the music programme in

TTCs
Need: Political Syllabus: Tutor stated
eéstablished official/ actual objectives
- objectives . _autocratic
. objectives
1. Transmission 1. Students' 1. Students!
of culture F 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. Research on 4. Preservation
of culture- the indigenous of culture
music ‘
5. Retaining - 5. Appreciate of
culture ' : A culture -
6. Publishing
culture
7. Maintaining .
- culture :
8. Transmission
of culture

such as students' academic and professional needs are common
" in all the three lists. Other objectives, like preservation
‘of ‘culture, are common in two of the “three 1lists.

Objectives like promotion of culture are unique. Henee with
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the exception of transmission of culture which is a general
purpose of education, (i.e. it 1is covered in other
objectives) all the other objectives in- table 4.1 were
reconciled to present a comprehensive list of ten objectives

.shown below:

1. Students' acadepic-need

2. . Studenfs' professional need
ﬂ}.__vstudentsf fUrthér educatioﬁ P

4. Students' need fpr knowledge in research
5. Retaining culture

6. Preservation of culture

7. * Promotion of culture

8.  Culture apQreciatioﬁ

_9.-V Publicising culture

10. Maintaining culture.

In the final cétegorization, the motive. for implementing new
programmes in " ‘the "developing countries may be eithsr
educationéi (objécfiyes 1 to 4) or polifical (objecpives 5—
10), orAboth éé it appears to be the case of this stuéy_
(Boékarie, 1982). - In the above .list of -objectives;
therefore,yﬁhe first four are educational objectives and tﬁél

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 objectivesj 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 gener%l information on how the'tutors‘and the
authorities responded to the quesfion of listing objectives

of music education in TTCs.



Table 4.2.

obijectives of teaching music in TTCs

General

information

on

responses on

the

Objectives(as represented by their respective
Respondents' |numbers above)
Codes —
Educational Political objectives.
objectives
1] 2 3 4 5 € |7 ].8 9 10 Total
1 11 » 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 | 01}1 2014|411 25
10%* 111 1 1 1 1 1 6
11x* 141 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 84191 2] 4 3|13 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
*%* = inspector

Total A = total responses of tutors

Total E

I

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 all respona@nts = 120

From table 4.2 tutors' perception of a music érogramme can

be analysed in several ways.

-

- Putors' priority of objectives in implementing the programme

[

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

implemenﬁing 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).

85



Table 4.3. Tutors' priority of objectives as compared to thht of the
authorities and its effect to the perception of the programme by the
verage perception among the participants.

Perception by
Tutors authorities all parti ipants

Objectives

No.of % No.of % No.of . %

objec- objec- objec- -

tive tive tive
Students !
professional
training 6 67 .3 100 9 84
Students' ‘ 4 e
academic 5 56 3 100 ' 8 78
knowledge : I o - o s
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 o
in research 1 11 3 - 100 |- 4 - 56
Preservation : : 1 )
of culture - 1 11 2 - 67 3 39
Maintaining : -
culture 1 11 1 33 | 2 22
Publicising
culture - 1 11 0 0 1 6
. -|Students' . Q ' -
.- further 0 + 0 2 67 2 38

eFucation . .
Tgtali . : -
responses | 25 277 - 20 667 45 ~424
|Number of : . .
respondents 9 _ 9 37 3 12 12
Average - - , -
responses No2.7 307 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 prioriéy 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 thé modern teacher education principles which
would apply to the music programme, that academic knowledge
should be considered firstr :The tutoFs do not at all
respond to the ﬁqbﬁegtiye'igf__stngnts':’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 programhe is particularly high
on the eduéational obquﬁives. But then it 4is affected by
tpé perception Qf::thé, tutors in the total number of.
-pafticipantsu This phenomenon is best: understood bf
studying vfigﬁre 4,.1. ‘Figure 4.1 also shows that the

political objectives are more homogenous.

-
vl

Tutors' ability to state objectives
: .

Another way of determining tutors' perceptiOn- of the
progrémme ié to assess the extent to which they are able to
‘state the p;ogrammé's objectives. The results will be an

indication of how much of the programme is " being

Timplementedf Once 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).
Tablev4.4. Ability of tutors to state objectives
Tﬁtors' Codes Number of Percentage by ‘ Percentage
perceived the objectives from all
.objectives/ | . ... . responses
responses
1 2 20% 2.2%
2 2 : 20% 2.2%
3 2 ) 20% . 2.2%
4 2 20% e 2.2%
5 3 0 30% 3.3%
6 2 T 20% 3.3%
! 7 ] 3T 30% 3.3%
8 s 50% 5.6%
9 4. 40% 4.4%
Total 1 25 250% 27.6%
responses ; :
Total : 3 | 308 . |  3.0% ’

- ' I )
Total number of objectives = 10 = 100% -

Exﬁéctedutotal number of tutois' responses = 90

»
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Table 4.5. Authorities® ability to spell out the
" objectives of music education in TTCs

Respondents' Number of Percentage Percentage
code perceived from the from all
objectives - 10 objectives responses
10 .6 ] 60% _ 4.98
11 8 80% 6.64 |
12 ' 6 60% _ 4.98
Total 9 20 . 200% . 16.8%
Average - . 7 : 67% . 5.5
Total number of objectives = 10 —
Total. responses = 30
“Percentage of all responses = 100%

In thé above two tables it is revealed that the autﬁorities
perceive the music progrémme much higher (67 percent) "than
do the tutors who perceiVe‘ityonly.at 3d'percént%' But as
analysed'iﬁ figure‘4.1.tutoré} inflhenée tohthe progfaﬁme"is
so great that perception of the programme by all'df its

practitioners is only 28% or 135 on the assumption that

-

100% = 360. This phenomenon is shown in figure 4.2 below.




Figure 4.2 The effect of tutors' perception, in relation to

the perception of the authorities

Perception by - Perception by
tutors authorities ’ Tutors!

(28%) (67%)

Average perception of
the practitioners!'
combined perception (48%)

= Perceived portion
P

Figure 4.2 a so suggests that there is no linkage

between tutors and their authorities.

A comparison of educational and political obijectives 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 1is 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 politicai objectives

‘Educational Political _ Jﬂ Total
objectives ‘objectives
Responses 7= — —
No. of’ % No. of % No. of %
% _ % A %
| Tutors 12 48% 13 52% 25 | 100%
Authorities 11 55% |- 9 - | 45% 20 | o

On thé overall theé analysis of tutors! perception.of the.
progféﬁme reveals-ﬁhat the tutors' perceive the prbgrqmmé~
far below:average. Although the autﬁorities-pefceptiog'of
.the programme is high, it is considerably affected by the

tutors who constitute a large number of the programme's. '

- .
T

participants.. ‘Table 4.6 also shows that the tutors perceive
the political objectives of the programme more than they do g

perceive the educational ones. . » ~




Source of information for tutors' formation of perception of

the prbqramme.

One of the major influences for the formation of perception
.,ain.individuals is Fhe.sou;ge pf information available to the
tutors. The tutors wéré ééked to list the different Qays
which aided theh' to know ‘the different 6bjectives of
teaching music in_TTCs.A-Their responses were compiled as

_shown in table 4.7.

Table 4.7 Tutors' sources of information for formation of

their perception N -

o ; Number of tutor Percentage of
- Source of ‘informatien responses responses

1. Speech s ° ' 7 26% .
2. Teacher'tréining(mainly o

inservice training) 6 22%
3. Newspapérs & ‘other books 6 , _ 22%
4. Syllabus ~A_i g 5 ' 19%
5. Radio ‘ & ) 37 S11% *
Total v N i 27 © 100% i

Whereas training and the syllabus are organized or planned
by. the :Mihistry’ of Education for the tutors, the rest
involve tutors' individual effort. In the de#gloping
countriés, most.public speeches happen to be‘politieaiiand
then they'are recorded in radios and'newspapersff In table-

4.7 above the educationally organized source of information
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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 tutors was ‘no!'.

Finally, it is 'also necessary to examine transmission of
tutors® 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 merited as follows: .

(1) To promoté culture

(2) To preserve. culture

(3) To make music as an optiOn'feaching subject

(4) To':make music a speciality_- .

(5) Td’acqﬁire,knOWledge which will enable them to

transcribe songs, dances and jazz band music

(6) To acquire knowledge which can enable them to

-,
read music™pleces.
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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 - . a2
Gr. T.M Inset| No.{ Sem. att.| T.exp.
Code | Sex A[B | C| D|E| F) G| H| T i |ii [ifi |iv| v| vi [vii |viii |Year | X* X Years
L1 |Female |1 1 1986 | 1 3 8
2 Male 1 1 R I I B 1979 | 3 3 13
v 3 Male 1 1 1T 1 ' 1988 4
Tutors . , - ‘ .
T Male 1 1 ' ’ ' 1985 1 8
: 5 |Female 1 1 T11]1 {11 1982 2 8
Co e [mate 1| | i INEAERE | 1980 | 1 2 7. |
7 |mate 1 1 T 1 1986 1 6"
8 |Male | 1 IR O A A I I 1 1972 | 1 5 26,
9 |Mate:r | |1 1 Jdo o 1984 | 1 1 10
total| - 2| 6| 1] [2] 6] 1] 304 6 (7021 |1 ] 1 3 18
10 |Male 1 Al (A I 1 [1979°] 1 3 19
|Autho- - j
rity | |11 Male A 1 1, T 1 1 [1974 | 2 5 19
12+ |Male . | |1 Pajaf [ o [y [ 1 o] 5 21
Total . ' 3 312421421212 333 3 3 5 13
Key =~ . NV | T ' '
Codes 1-9 . = tutors ~ Codes 10-12 = authorities B =0 level
Gr.T.M. = Graes for theories : Inset = Inservice Training C = A level
of music . . ) . \ D = university
No.sem.att.= Number of Seminars X* = music seminars not specially E = primary .
. attended organized for the programme) grade B training
Y = seminars in other subjects . F = primary
A = primary education. T.exp. = teaching experience grade A training
= enrolled but failed = positive response/passed G = diploma
X = H =

2nd. degree, M.A. 1st.degree;B.A



Tutors' teaching qualifications .

General information

Tutors' teaching qualifications are analysed in the aspects

of: _

.7.their distfibution in TTCs; R

- their level of education; |
uproféséional qualifications;

. gqualification in.music-education;
the'quality of music_education théy possess;

their experience in teaching; and

their attitudes to teaching music.

The quaiifications of the authorities in the programme which
comprise of the trainer o6f tutors, the curriculum developer

and the inspector, have been included for the purpose of

comparing with those of the tutors. For the curriculum

-
-

developer and the inéﬁéctor the qualificationsvare’also used

in the later sections for the analysis of their performance

of their réles.

Table 4.8 presents the general qualifications of the tutors

and the authorities.



Distribution of tutors in teacher 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
~about 78 percent Fndu 22 percent respectivelyl Further
findings from thé inspeétor's questionnaire_ reveal that
while a few TTCs_paﬁe more than one tutor, eight or 20% of
the TTCs~ do nbf have music tutors. =~ Such TTCs,. as the

h;nspeqtor_;egpqﬁaeg, include Marangu and Katoke, which were

not part of the sample.

Butimba TTC which trdins music tutors was found to have only

2 tutors.

- “"We need at -least two more tutors", remarked the principal .

at Butimba TTC. P o . ) o

Tutors' level of education

Tutors' level of education can be studied in table 4.9. R

Table 4.9 Tufors[:iével of education

. Level of educat{on_ Number of tutors Percentage
Primary ] 2 22%
O'Level 6 67%
A'Level 1 ' 11%
University _ 0 e 0%
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Table 4.9 shows that most music tutors (67 percent) have an
education of O'level. - For the remalning 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' professional qualifications

Nofmally, pquesgipqglAgualificétioﬁ-gqeé hand iﬁ hand with
that of academic éualification of an_individual. Whereas
all the respondents in the sample are traiﬁéd or qualified
teachers, teachers with a primary educdation hold grade B
ﬁeaching certificafes 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 gualifications of

tutors.

Table 4.10 Tutors' professional qualifications
Type of training h Number of tqu_rs' Per_ceni:age
Grade B 2 ' 22%
Grade A _ . 6 67%
Diploma - : 1 11%




According to table 4.10, almost all music tutors (89
percent) are originally primary school teachers. The resp
(11 percent) have diploma teaching certificates, which
according to the past Tanzania's policy of education such
. teachers were toftgach.pp to O'level in lower secondary

schools.

All of the three types of teachers therefore qualified as .

musicmtutqrg_aftepdinserviceltraining (table 4.8).

Oualifications in music education

There are four ways in which tutors méy study music.
The first strategy was introduced by the. Ministry of
Education by ﬁid_1980's. It allows O'level students to
>study music_ﬁb té form II. Those who prefer it can make it
an option subject for the national examination in the fourth
form. Accordiné to the findings for this study, none of the

Ed

tutors is yet a product of thié_éystem (table.4.ll).
Secondly, teachers and students are among the individuals
who (at their own pace of time, expenses and effort) enrol
_themselves-with the Music Conservataire of Tanzania (MCT).
Tt is an institution run by foreigners (British) at Dar es

Salaan. Studies are offered by correspondence. They -

include theories of music gradés I to IV. One can begin-at
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any grade and continue with the system for gradesrv to VIII
of the Royal School of Music, London, a sister ins%itution
of MCT. An award of a certificate for each stage is
provided to a candidate who passes its examination. As
explained earlier, qualifications in grades I fo IV have
been major criteria for selection of primary teachers who
apply for the 'inservices training course in music. 78
percent of the tutors enrolled for grades I to IV, 56

7

percent of whom passed.the examination (fable 4.10).

Also passes in grades V to VIII is among the qualifications
for selection to study music¢ with other combinations at the
University éf Dar es Salaam. Grades V to VIII may be
_studied qftér the inservice training. The percentage of the
tutqrs:whd enrolled for studies in these grades was only 22

_percent, half of whom (11 percent) passed the grade.VIII

examination.

Third, the inserviceﬂffaining, drganized by the Miniétry of
Education. makes é"'pfimqryv strategy assumed to equip
gualified and experienceg?pr%ﬁary teéchers with academic;
héthodology éhd researéh education in music. Ali tqtors
indicate to ﬁaQe undérggne this_training (table 4.8):

Finally, seminars “and workshops provide another way of

’ 1earhing music. Only 22 percent of the respondents happened
P - 4 :
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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.

- Table 4.11 Tutors' music qualifications
e,
N ™~
5 \
- : o ’/’
foCs
Awarded Awarded{ -
Type of Studies B Enrolment from from: -

enrolled| total, no'.,

INo. % No.| 3 No. EAN
1. Examination in o
O'level 0 0% 0 0% 0 0%
2. Grade I - IV 7 78% | S 56% | 4 44%
Grade V - VIII 2 22% | 5 55% | 1 11%
3. Inservice training 9 " 100% | 9 |100% | 9 100%
4, .Seminar* S 2 22% | 2 22% | 2 22%
KEY: * not specially organized for music education.

Meaﬁwhiié,'a fésponses from the inspector's interview on
facilities for tutors' private studies revealed that tbf

Ministry of‘Educathh is planning for music to be included

\in_“the' studies by corresponéénce_ in the ‘Department_ of

Studies by Correspondence of the Institute of Aduit

Education at Dar es Salaam, by 1989. .

- o . 101



The qﬁalitv of music education the tutors poséess
Mosﬁ often the amoﬁnt of education a teacher receives is
measured indirectly through his students' performaﬁce, so
referfed to as teacher competence or teacher effectiveness.
In this stgdy, quaiity of music educ§£ion in tutors’ was
examined throughba genéral survéy of the preparation of the-
tutors in their ﬁnserQice traip}né for certificate in music

at Butimba TTC.
. ) i

The major areas of.the study as allocated in the syllabus
were: practical skills, written skills and music education.
These three areas were then expéﬁded tousﬁbjécts, as'shown -
in table 4.12. Further factors which lead to pbor quality
of music education to theginserviée gﬁudents is that éach
“studént hgstjﬁork in projects (individually or as a group,.
or both) for'self reliancé. Worse still the college runs

short of trainers by 50 percent.

102 -




Table 4.12

Allocation of time for music

lessons for the

inservice course

FIRST YEAR

Subjects Hrs Subjects Hrs
WRITTEN 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/Harménium L* A“Piano/Organ/Harmonium 11/
Keyboard Harmony 1 Keyboard Harmony 1-
SKILLS ~ Instrumental Classes 1 Instrumental .Clagses 1
) . African Instrument ) -1 7~ 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 of Teaching
EDUCATION Music 2
Music Curriculum 1
- " Total -15% 16%

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

Source;

Syllabus of Music
Education, Dar es salaam

Experience in teaching

It

certificate,

Ministry

o
%

+  Tutors' experience in teaching ranged from 4 to 26 years and

the calculated

average was 12 yearé (table 4.8).

. "I n-

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

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 leadership |

. 3. Studies in‘methods of ‘teaching music _

-4
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.

Y
K

They responded as follows:

One among.the highest * qualified tutors o 0%

One aﬁbﬁg high qualified tutors : 0%

One among average qualified tutors | il%

" One among low'qualifiéd tutofs 67%

“Opg_aﬁong the least qualified tutors 22%
A Total o

- 100%
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All tutors in the sémple responded positively to the wish
for further education up to university level 89 percent and

diploma 11 percent) for reasons:

--..to increase knowledgeJin musié 33%
-tQ leatn more on ﬁethods“ - ' . ’ 0%
__td get promotion within teaching _ B - 33%

to be promoted to another job . 33%
Total ’ ‘ A i ;002_ 

Tutors' éftitﬁdes towards teaching music

Atﬁitude was tested thfough relating tutors p;éferenqé_ﬁo
the role of teaching music to. £hat of _teachingt oﬁher
subjects and; fulfilling otherf.responsibilities_ in -their
respective TTCs. 'Ail tutors indicated to havé téught music
in primary scﬁobl, and then either_secondary school or TTC
during teaching practice, as inservice student tegcherf.
_They finally becaﬁé>tutors in TTC after cOmpIetibn of the
course. Other subjects which tﬁéy_ have been teaching
inéluded. language (Kiswahili Cor -Englisﬁ): -education;
(translation from ‘malezi'), psyCHology. andlipolitical.'

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

according to how they éﬁjé&ed teaching'them; By average

music came seconduby 56 percent of all the tutors of the
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sample. 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 activiéies related to music. In each TTC of the
sample there wa; a college choir, traditional African (or
tribal) dancing group and at some occasion disco music was

arranged for the students. Choir and tribal dance form part
: iy "

o

of the major activities for UMISAVETA ”_éqppetitions
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 indiqated to like
asseésing the extra-curricular music activities as comparéd
to only 227 percent who' enjoyed -geachiné__ﬁusic in the
classroom. . ' _ . - R
All the futors supported the idea'of.COntinuing to conduct

UMISAVETA competitions yearly. Their reasons included:

Rl B
.

1. If is the only aqtivity"which alloWs some of the .
students and tutoré:from different ‘TTCs in the countryIj
to meet. - o _ - _ - -

2. It provides oppoftﬁnityA forl sharing‘ ideas and
experience of each d£her. ’ |

3. It pfgviaeéﬁbppoftunity to traVel.to other parts ofﬁéhe

..— ~

country.
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Tutors® report of students' performance

In this same aspect the tutors were asked to evaluate the
situation of music education for the students. Results for

this were:

Students perform better in classroom work than in _Percent
the extra-curricular activities 22%

Studenfs perform better in extrajcurricg;ar

activities than in theories of music- . 56%
The performance in both extra-curricular

aéﬁivities and theories of music is the same

~and is average L 22%
Thé performance in both extrahcurriéula;:and

theories of music is the same and is poor - 0%

Tutors' other responsibilities

Tutors' other - responsibilitips “included acting as-

coordinators in the different college projects such as
animal keeping, gardening and farming in general. These are

projects for raising school funid as part of the practices of

implementing Education for Self Reliance. In this same
aspect all tuﬁors responded they haﬁé-personal projects for
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the reason of raising their économy because their salary is
low. Also some of the tutors (33 percent) were found to be
preparing for examination in other subjects. None of the

tutors was preparing for music . examinations.

- - '3 -
The situation with college music activities

The general situation of music activit}es .in TTCs 'was

7

examinéd tﬁfough tutors and student teacﬁers. In the case

of tutors they were asked to rate a list that summarized the
activities in the dollege according to the extent they were
kept busy andrhappy in‘acting upon them. After sorting, a
compilation of the rating Qas recorded in the following

order:m

1. Teéching other subjects

2. Assessing outside class acti&ities related to music

3. Teaching music : ‘ -

4. ‘.Fhlfilling duties in other responsibilitiés (such as °
: ccM part branch secretary; project cqordingtor)

5. Wdrking in my personal projects - |

6. Preparing for my examination - -

On the side of student teachers, most of them (90"percenﬁ)
fesponded they were learning music fo£ thé first time during

the training course. 93 percent_bf the students respondéd
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they do not understand music 1lessons. 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

being the major“prbblems of teaching music in TTCs.

1. The—nﬁﬁbef_of_periods, oniy two and one period in 5 and
2 colleges of the sample, respectively, is not enough.
Tutors suggested-4 or 3 periods a week.

2. Besides the-mény coﬁténts in the syllabﬁs, still some
of the topiés are difficult fo teach. Such topics were
like minor scaies,-syncbpation and>melody writing.

3. Unavailability of teaching learning mate;ialgnwas the .

most acute problem.

3. Availabilitv of music teaching and learning materials

- _ ¥
The téaching—lea;nfhg materials referred to in this section

are resources used in the classroom -situation. _ They -

'comprise of music.sYllabus, students' textbook and teachers'
guide, and they are developed at the Institute of Curriculum

Development, Dar es Salaam. Musical instruments too make

part-of this analysis.
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General development of music materials

Availability of the music syllabus, student's textbook atd
tutor's guide is more understood.in the context of analysing
tha general development of music curricula at the ICD. The
ICD has establiéhedtaAthrée year s&stém ih developing its
materials with prlorlty to one level of education every
year. It was found out that the task for developing music
Amatarials“fgr TTCswas ;agard_stgdant s te%tbqok would begin
in the financial yaar 1988/89, another turn of the year of
priority for TTCs' instructional materialsAafter that of
1985/86. In between this period, years 1986/-87. and 1987/88
were a priority for developing matérials for primaty and
seéondary schools, respectively. Syilabﬁses' for these
levels were also 1ssued and manuscrlpts of textbook for
primary 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

of the three levels. “Table 4.13 summarizes the situation of -

teaching learning materials in ﬁusiq for the three levels.

Availability of teaching-learning materials in teacher

traihinq colleges

As table 4.13 réveals, tﬁe syllabus was found to be the only

‘material available in all the éevenhTTCs of the samplé.
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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.

.Table 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 developed | 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

expressed as a tug‘oﬁAWAr_existing between the curriculum
dévéloper and_the inébectér. The former reported to have
submitted the finished written manuscript of the syllabus to
the Ministry Qf"Educafion through normal channel used by the
ICD, whi1e the inspector ciaimed not to know anything
about it. .. o : | - |

Oné’eyidénce fsr'this reseaﬁéh is that, in £he absence of
the officigl ﬁaterials, four. TTCs (57 pércent)'were found to
use a . book éalléd"‘Jifunzé Muziki' (leérn music) a

recommended book by the Ministry of Education to be used in

TTCs. The "author of the book was the inspector of the

111~



programme. Tutors in all TTCs of the sample complained that
the inspector forced them to individuaily buy copies‘of that
book. In general,-TTCs were encouraged to buy copies of
that Dbook. They continued saying that during the
inspectors' visits to TTCé- student teachers were also
mobilized to buf personal éopies. The book, they reported,
was available ih every bookshop. VYet, some of the tutors
used any music book that could be inﬁ;their hands and
understanaabie to them. Most of such péok; wg;e»%qreign;“
_such as, Rudiments and Theory of Music. While some of the
books were college property others were tutors' personal
‘books.

AtAthe-séme time no sfﬁdent teachers respdndeé:to ha&g ény
music book which is of the cpl%ége property. 'IQ§teéd 3
percent of students had différent-typesAof music - books
(Appendix F). | o

On the question of musical instruménts, there was no uniform
) information. 33 percent of the cqlleges hadAa history of
originating from Christian missionéfies._ These TTCs had a
.piano -or. harmonium, or -both. i Although éoﬁe‘ of thosé“
‘instruments were better than the 6ther, éll of them were”
generally out of order.. The rest 67 ﬁércentwdf theETTCs had.

no such instruments.t"HéweVér, 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
. seven TTCs. Otger~instrumenté included the local wind
iﬁétrument such as aniﬁal hdfns, bamboo flutes, shakers
wnich 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 years
(table 4.14). Works were for inservice training was also.

included.
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Table 4.14 Tutor participation in the development of music

1

teaching-learning materials or TTCs

Number of participant

Workshop
Tutors| Non-Tutors| Total
1972 Syllabus for inservice
training | . 2 - 2
1982 Revision of syllabus for
inservice training N 6 1 7

1971 Syllabus for primary

schools* ? o2 n2
1978 |[syllabus for TTCs - - S 7 T2 9
|1984 |Panel meeting ' 4 8 12

1986 |Revision of syllabus for
TTCs 4 4 8

Key: * The syllabus was also used for TTCs until 1978
? No record was obtained. ’

)
inon

Revision 6f the syllabus for TTCs therefore has been done

twice since 1971; in 1978 and 1986. The latter revision was .

_based on the universal suggestion to make s?llabus better
understood by including columns of students"and tutors'!
activities in the classroom.

Furthermore, the ICD has —a policy which requi;es 5
curriculum developér to pfépareWa framework qf the content
for the material before calling for a workshop. Hence fhe

task of the workshop is to provide materials for the a}ready

suggested framework. SR

\
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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
~-collection of data‘fqr.this research, he had worked with the
ICD for almost 9 years.__He_had ﬂgt yet attended any special
course in curriculum,aévelopment: Only arrangements were

being made for him to attend a short course.

The curriculum developer reported three strategies which
aided him to perform his duties in curriculum development as

.follows:

1. Studying completed works in other subjects
2. Attending workshops im other subjects
3. Attending meetings of curriculum developers in the

normal schedule of the ICD.

The curriculum developefuélso reported that research‘%n
music had never bééﬂ.conduéted_and that the inspectorate
reports received frdm the_<Ministry of Education were
normally‘direcéives on particuiaf'sectians which needed

action to be taken by the ICD.

The extent to which the curriculum developer performed ﬁis

duties under different titles has been analysed by comparing
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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 evaluating students' performance in TTCs;
2. The inspector's role in the programme;

A

3. Results of the cognitive test.

System of evaluating students' performance in teacher

training colleqges

. Music education is one among those subjects being taught in
TTCs withoutzg national examinatidn_at'the completion of the
course. In this, the.inspector repérfed that he haa made a
suggestion to the National Examination Council (NECTA) to
include music in the examined subjects by 1990. This
information was ndtf'yet known to the tutoré"énd the

curriculum developer.

Tutors were asked about the current sysﬁém in which student
.teachers are evaluatéd thfoqgh continuous assesément. Each
of  the tutors -wgé té select é..étatement which was
appr'opriately applying”to his own'.way of .assessing his

students.
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The findings revealed:

1. Assessment is based on achievement in music
theories 0%
2. Students' assessment is based on participation
and ability in‘choir_and African dances 67%
3. Students are assessed in both music theories,
and choir and African dance. - 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 thel
continuous type of assessment, although many of them ended

up with a 'D' grade.

In regard to the idea to include 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 perdent did not support the idea.

Further reports from the inspector 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 inspector’s role in the programme

The inspector 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'wﬁich he had to gréde himself between points
0 to 10. Poiﬁts‘were then compared with those of the
curriculum developer (table 4.15).

Table 4.15 2 comparison of self assessment scores of the

curriculum developer and the inspector

To what -extent have you fulfilled ' Scores
your duties as —

o Curriculum Inspector

- developer
music teacher ~ a 8 9 S
ﬁusié‘specialisé - 9
curriculum decision maker 8 0
curriculﬁ& developer 8 ) 8
inspector ) o == ‘ O-, 10
aaministrator: » : - ) 5 10
consultant ' ‘ ‘;'- -7 : 9
. coo;dipator ‘ - ) -6 . 7 -

evaluator and o o 5 ol 7
reséarph o T ) -5 6 |
Total - : ' 60 . - 85
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The table above shows that the inspector's scores are
relatively higher than those of his counterpart. The
calculated mean and standard deviation, and then Z score are

shown in table 4.16 and appendix D;.

- s

Table 4.16 calculated results for the curriculum

developer and the inspector

_Curricuium Inspector
‘'developer
=X 60 | 85
X ’ 6 8
s . 2.49 1.35
n _. . 10 ' 10
L ZX = sum of séofés,"x = mean, S = standard deviation?n =

inspector.

number of . itens.

"The calculated Z sore was ~2.79, the tabulated Z score was

(i.e. calc.Z _téb;?); The results show that there is 'no

cooperation between the curricu%hm developer ~and the

Results of the cognitive test

A cognitive.teSt in music was administered to both tutors

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 inﬁluence student teachers!' cognitive learniné. The
results of the test would give an indication of the extent
of attainment of cognitive objectives of the music

performance.

From the above tesults a common. z score for the two groups
was calculated as 11.24. It was greater }han the tabulated
VZ score of 0.01. ‘ (i.e.ﬂ11.24w“_H0,01; see calculation
appendix D.4). This result shows a rejection that there is
an extent to which tutors transmit their knowledge to
student teachefs.

Raw scores of the test for the two groups 1s given in table

4.17 in which the scores for- tutors are relatlvely higher

than those of thé students.

Table 4.17 Raw scores for tufors and student teacher

-
. ",

Tutors 92 88 88 86 84 84 82 80 78 )
Students .| 68 64 64 60 60 58 54 54 48 46 44 44 42 42 40 36'
28 24 22.-

Calculated of the mean and standard deviations for the two

groups isj?resented in table 4.18. - -
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Table 4.18 Results of the cognitive test

Tutors Students
X 762 942
X 84.67 47.1
S i_ | 4.36 13.47
n d - 9 20

X = sum of scores

X = mean ' ,

S = standard deviation
n = number of testee
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Figure 4.3: A summaryof the analysis of music education in TTICs

1. Tutors' perception 2. Tutors' 3. Teaching 4. Evaluation
through objectives qualifications learning (summative)
materials
{ . 2 4
Classroom None, but relies
teching(music Low Syl labus on extra
theory & educatio- only curricular
practical) nally low [ i activities
] ]
l Negative attitude —
Implementation of
music education in
TTCs
‘ to students
J Positive attitude

p.

extra curricular Politically

activities high
(choir & dances)

Interest

Local musical
instruments

5.

b

Results of
the cognitive test

y

! Reasonably high for
tutors butdo not
reflect significantly

2z

=

Continuous
assessment

‘4}‘
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From the above results a common Z score for.the two groups
was calculated as 11.24. It was greater than the tabulated.
Z score of 0.01l. (i.e. 11.24 0.01; see calculation
appendix D.4). This result shows a rejection thét there is

~..an . extent to which tutors transmit their knowledge to

K

student teachers.

What seemé to be-a summary of the analysis on the situation
_of rmpsiq:edﬁcaéiqn‘in TTCs is_summarized in>figure 4.3.
The aim was to teach music on the bases of the local needs.
Figure 4.3. The figure illustrates that classroom teaching
_and learning activities and éxtra curriculum activities are
performed more oriless parallel tb each other in all the

- four variables analysed in this chapter.

Generally, tﬂe analysis first reveals that the Ehfofs;can
impart few objectives of a music prograﬁme in TTCs. This is
an indication‘fhat their perception about the programme is
rather lpﬁl" The'cause for this is mainly the lack gf

interaéfion betweéﬁ the tutors and their authqrities who
4perceive it:ﬁell, The lacking means of communication iﬁ’thg
pfogramme are the sbeéially ofganizéd sources:of information
such as éeminars, and workshops which would enable tutors to
Vparticipate in decision making. While the.inservice coufse

is thé only organized strategy, the tutorétdébend more on
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the political strategies as a means to understand the

1

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 ievel. As a result of their 1low
qualifications ' together with. the. anglyéed political
influence in the programme, thé»tutoréﬁtend to -be more
interested in the extra»curriculaf‘éctfbitiés relafed_to
music tﬁan teachiné music in the classroom. A reflection of

this, is, students in TTCs are much attracted td‘choir and

indigenous activities.

Third, there is a tremendous lack of teaching¥learning
ﬁAmaFerials in TTes. The-syllabus has been found to be the
- only maﬁérial used tovtéach_music in-TTCs. The cause for
"this unavailability of the teaching-learning materials is
that the ICD lacks: trained music curriculum developers,
research in musicy” adequate tutoér participqtion in
developing music curricular ané'feedback of evaluation by

‘the music inspector at the Miﬁistry‘of Education. Findings

.further show that there is no coopefation* between the,

‘curriculum developer and the inspector as they overlap in

perfo?miné their differént duties under common titles.

Finally, it has been found that continubus assessment is the

124 _ -



only type of evaluation applied to students' doing extra

curricular activities in music.

Results of the cognitive test show that tutors' knowledge in
.mqsié is reasonably above that of students. However, the
tﬁfors do hot refiect théir knowledge to_a'deéired extent.
In actual fact, results of the qognitive test support the
other analysed findings that 1little music education is
taught in TICs, as Will;beidiscuséeérfuythér in

chapter five.
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CHAPTER FIVE

DISCUSSION OF RESULTS

L= -

'The chapter on the analysis of data had.~provided the
indicators which reveal tutors' performance “in teaching

music education in TTCs. In this"chaptegﬁthe indicators or -

findings, are discussed in relation to the variables under - -

study.

juébrs' percéption of the programme

Tutors, or geherally teacheré,-¢ompr;5é of a grbup_of people
relied upon, for an effective »implemehﬁation'iof. any
instrucfibnal programme. -Presuﬁ;bly, one 6f the first éﬁéps
for the establishment of a music programme in TIps'was‘to
ensure that the tutors perceive it_well, Wﬂile thére are
many wayé of testingdpefception, tuférs in‘this'gtudy'weré
to state the objecfives of teaching music iﬁ TTCs. Goals,
" aims and objectives in "this discussion ‘héve been used

- intérchangeably although théy may dié}ef in definitidn;

Traditionally, the tutprg_wqgld be expected to elucidate a
set of objectives written- in a music syllabus for TTCs and

- other relevant materials. By soAdoing, we would be testiﬁg

- : 126




‘-‘stéfés: o

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

.. guch as curriculum developers whose responsibility is to

~

tranélate or elaborate them in the curricula.

As the ICD's brochure for'business advertisement

The Institute of Education (now
Institute of Curriculum Development,
Dar es Salaam) is a National Curriculum
Development Centre. Its
responsibilities are to develop and
promote -or "initiate education
programmes in consonance with national
goals. - ‘ -

-It is possible therefore that music objECtives>given in the

syllabus (Table_4.1) are vaguely' defined. Even if the

tutors had participated in setting these objectives, there

‘is doubt if their ideas have any place in the already

prepared framework, a policy followed " by curriculNm -

- developers at the ICD while preparing curriculum workshops.

When such unclear objéctives are passed oﬁ:to the tutors for
implementation of the programme a further ambiguous
situation may be expected. . iﬁ,is_like“telling the“tutprs5to‘

implement the programme iﬁ their own understanding of its

goals. ‘ - o
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This Qas 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 objectlves were neither included in
the objectives in the syllabus, nor were they included among

political ob]ectlves whlch were assumed to be the initiation

1' -

evaluatlon for establlshment 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 educational goals given in
the syllabus. This leads to discussion of the tutors!
perceptioﬁ_ 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, especially the inspector and the curriculum

developers, must be included.

In the first place, it is«neeeSSary to understand that
'according to tﬁe nature of their role (of implementing the
programme) together with the fact that they constitute: the
largest group of partlclpants of the programme, the. tutors”

have a big 1nfluence 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
-to .equip students‘wiph as much music as possible, for the

tutors, training in methodology is the first purpose.

Also as the tutors teach, they'do not encourage and provide
_the tyée»qf education whiéh-wilijenable studenté 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. Althoﬁgh for fhe authorities,
tutors' further education is important, this objective
remains * without being implementea. ‘ Tutors' negative -
response fq_the need of students' further education must be
a'transfereﬁcé of their own lack of this same potential, it

seens.

Nevertheless, the test_qf.ﬁhe ability to state objectiveS'gf
teaching music in ffcs.was méinly_aimed at detecting tutors'
pérception of the pfogramﬁe._AIndividual tutors were able,
on the average,hto provide only about threé out of the ten-
”dbjectives= This is an indication that the tutors'

peréeption of the programme is only about 30 percent. But

at the same time the inspector, the curriculum developer-dﬁd
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the trainer of tutors perceive the programme much higher

1

{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. bFirst[ it implies that the programme is

implemented at that low perception. It leads to the seqond
implication that, according to the natuge ofdthe tuﬁorst
role, together with ﬁhe_fagtithat»thewtéto;s qéﬁéﬁiﬁdﬁe»a
large number of -the programme participant, their low
perception therefore affects the high perception of the
authorities (figure 4.2). Hence, unle;s the authorities and
the tutors come together in  the decision-making for
. establishing the go;ls for the programme, the high
perception of the authorities hgs_ Tittle impact to the

programme.

It seems the programme lacks communication between its
participants at the Ministry of Education, the ICD and TTCs.
The participants would be brought together if seminars and

workshops would be organized, for example, for producing

music teaching 1eafning materials for the TTCs. In this way

~a set of objectives giveﬁ 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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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:

. The first is tha?_their_ability to state the educational
objectives and to coﬁp;re their ability in stating the
educational objectives to that of the politica1 ones. Twé -
out of the nine tutors of the sample TTCs had cémpleteiy
missed the educatipnal objeqtiveé. It_is én_%ndiqatioﬁ'théf_
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 earlie; that TTCs are among institutions
of higher learning. Failure of music_tutors to realize the
educational goals is a proof that they fhemselves ha&e not
yét acquired an adequate qualification even in the general
teaching in TTCs.  Since they are already in TTCs, their
téaching is biased on.political objectives (table 4.5).
;The second obseration is that the question ofvtutoré' high
ability - to étafe the political goals df the programme.
. depends 1afgely on the”typé of sources of information they
use. Table 4.6 shows that politicaliy.;riented strategies
contribute more (at 59 péfcent) then-étrategiés specially

organized for the programme which aid the tutors at only 41
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percent to perceive the programme. In developing cogntries,
most public speeches are political. They are then éecorded
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 éhis-work Comrade Anna Makinda (a minister in
the Vice President's Office in Tanzania) being a guest of
honour in the pation's Jazz b?nds compegitions in Dar es
nglaam;séave_a speech which insisted prd%otion.éf_cultufe.

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
thé ?yllabus (table 4.7)-are actually meant to orient the
:futérs in the programme. If a tutor was tréined, say,
.fifteen years ago while the syllabus is revised ten years
'_aftef then obviously the tutor will turn to rely more on
‘ polit}cal sources of information. Strategies which would
:keep the teacheré up‘Eb déte with the goals of the programme
~include relevant teaching-learning materials, seminars and
. workshops. None othhg‘tutors respondihg had attended any
workshoé. — '

‘Desired goals aid in directing the tutor to teach music

effectively. In so doing he convinces not only students but

the whole college community at large, to realiZe and support
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that such :tutors get the appropriate education.

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 findings all

principals have no objection to the programme. However, it

_ is not yet clear whether their support stands fof music y

education in the classroom or that their interest is more in

the related 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

'taught in their respective TTCs might be indicating not to

‘be happy with the performance of their music tutors. That"

being the case, instead of waiting for the tutors .to form

positive attitude (Ross 1980), it is necessary for college

“principals, as administrators, to establish their own

strategies of percéiving the. programme. Thereafter tgey

'will be in a position to exactly identify what music tutors

lack. They may be lacﬁingAthe necessary education. Hence,

the principél should take the necessary measures to ensure

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 teaghers in
Tanzania has overlooked this. 1In the first place, £here is
lack of qualified trainers in the programme. The University
of Dar es Salaam, for example, which trains students to
become tutors in TTCs, philosophy of education is taught as
" an option subjéct and only at the introduétory level (one
unit or three credit hours) to the final year students. the
subject is thus not popular to most tutors. Hence trainers
‘of music tutors_mightipossgés:Very_liktle Xnowledge in

philosophy of education.

Yet what actually is confusing in the education system in
Tanzania is the fact that there is too muéh concentration on
political edudatigﬁ to ﬁhg- extent that philesophy of
_ edqcation is assumed_to;be @overed in political education.
Thé.analysis for-the quality of music education the tutors

possess reveal that 'philoSOphy of education Vhas been

excluded in their inservice course.

-’
- Ay

Generally, the anaiysis_shows'that tutors have every reason
to treaffmugic more in the political based g;als. This then
is transmitted to-sfudents whofin gengrai do not quite see
the need‘fo include ﬁﬁsic in their training, excépt for only
19 'bercenf of them. E But the- small group of students

interested in music also have interesting views. First,

their opinion-of the objectives of goals seems to reflect

134



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 qualificatioﬁs

As regards the quality of tutors it is necessary to include

the qﬁestion»éf their quantity téo; A progrémme 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 tﬁfors. At>the same
time findings show that 20 percent'of all TTCs in the
countgy do not have music tutors.. Hence the femaining 51
_percéqt of the TTCS ‘have one tutor each. This analysis
indicates aﬁ administrative fault at the Ministry of
Education.” If some distribution justifications were made to
the present hﬁmber of tutors, every TTC would have one
tuﬁor. | .

Another straight forward observation!nis that there is lack
of planning at the Miﬁistry of Educétiénf The intake:of
stuéentsvﬁqr the INSET in musié at Dar es Salaam, and later
éthutimba has continued to be ten teachers or even less
from the time whenchg proéramme 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 ‘nupber of
students in TTCs has also increased. It is surbrising,
therefore, the number of students in the inservice course
does not increase according to the increasing number of

TTCs, schools and students.

The same applfes to the 1lack of trainers of tutors at
Butimba at a level of more than 50 percent. It seems there
i _

~are not enough University graduates wifhnﬁdsicwqualiﬁigqtiqn

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 dégrees or any other
highef learning qualifications, teachers do not want to

return to their former jobs especially when teaching had

meant frustration to them. -

Besides, the pfoblems of lack of qualified teachers for the
inservice training is a discouraging situation that during
this beriod (1éte 19865) there are hardly any teachers with
sonie music qualifications going to the University of Dar es
Salaam,ighe_ﬁniversity changéd its selection policy that
qualification in cultural subjects-had to be combined Qith
qualificationé_in A' Level in othér spbjeptg. For this
reasén one tutor (11 percent, faﬁies 2.8 and 4.11) with

grade 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
--~.. have an education below hat of the students (primary) and
only 11 peréent éf theﬁ'have an education slightly above
that of students (A' level). Except for the 11 percent, all
music tutors are therefore trained teachers for primary
:Fgaqhing. Their gqualification to teaqh én'TTéswis_iny

based on the INSET.

Even with the music gqualifications, not all tutors qualified
at the desired level to be selected for the inservice
course. (Tablesw4.8 and 4.11). On thafnbasis, then, the
implication is that only 44 percent of the new 'intake
produce gradé IV certificates of music. theory duriné fhe
interview for selection to the inservice training.
According to the findings, 33 percent of them were selected
to the céprse with.certificates in thé lower grades (I, }I
and IIT). Also, 22 percent of the tutors did not have any
_ qualificat{gns in musié theory. Their selection to attend
“the coursé was therefore based oﬁ the criterion of interesf
in musig énd music_activities such as_oféaniéing outstanding.
éhoirs,:or indigenous African danciné gfouﬁé in the coﬁht;y.

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 O0' level national music
examination in 1984. Thus emphasis of music education in
sécondary schoofs may be the only hope in the near future to
get more individualstith appropriate music in combinations
with other qualifications both for the inservice teacher

4

training and entry into the university.

Qualifications may not necessarily tell us much on the
guality of education individuals possess, especially in
regard to the question of immédiate need of staff in a new
programme. - As far a;:the fiédings reveal, a programme of
music-innTTCs in Tanzaniagyelies totally on the inservice
trainiﬁg where all -.of its tutors have been produced.. The
anaiysis for table 4;12‘shows,vhot only that a master weekly
timetable is too- overcrowded, but also that too many
subjects and activitiés haye been involved in hat prbgramme
whicp is believed to be pfeparing music tutors. One wonders
if there is_ﬁpy seriousness in the professfgnal;training
which can be‘compgréd.to a primar& school iearning, where
the aim is £b give-an iédividual édhe basic.education in as
many sﬁbjecté as posSib1e4 Oor elsé, it sﬁould be said that
i tﬁé-coﬁrse is also intended to train ééacheré in other

subjects they are'fémiliar 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.

.Ln.actﬁal practiqgs of teaching music in TTCs, individual
tutofs themselves reaiiée that their qualificatiéns are not
adequate enough, and that for- competence to teach music
effectively they have to widen their kqowledge, methodoldgy,
and éxperience (Qreen;apdland_Bude;ﬂ1987)i Music tutors
also admit that they are among the tutors with 1low

gqualification in TTCs.

Tutors would build a positive attitude to do théir_specialty
(and their role) if ﬁhef_éroved‘;o_be competent in it._-Only
11 percent_éf them teach music aéntheir first subjéct while
the majéfity.of them - (56 percent) and (33 percent) teach
music as their second énd-third sdbject respectively. When

teaching music does not sétisfy the tutors, they will easily

switch over to other subjects: if: .

(a) they had agquired'more experience 'in suéh subjects

during their primary teachingj; -

¢b) the inservice cgurse seems to have aided hem in their

“former subjects;
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(c) as Howes (1979) observed, in reforms of education,
which also applies to the ESR in Tanzania, there are
many certain and uncertain activities in which teachers

and tutors have a choice of alternatives.

_ASeventy‘éight péfcent of the music tutors, and students are
'atfacteq .more 'to choir and indigenous African dance
‘activiﬁies than classroom teaching. It seens, the tutors
_HaVe overlooked the-deﬁand that TTCs heedﬂalso to gstablish
theories for thesé activities. If the tutors are not

adequately qualified they cannot fulfil this need.

Competitions on cultural.subjects were introduced to allow
pupils and étudénts to particibate in these actiVitigs,
something which was not encouraged duriné the .colonial
edﬁéation. Competitions.of UMISHUMTA, UMfSETA.and UMISAVETA
were established alongside mﬁsic durafion programmes, fér'
primary and secondary schools and TTCs, respectively, as
strategies to en;ure‘ﬁhat cultural subjects'are practically
performed by pupils andA students in their learning
iﬂétitptions. Practices of choir.and Africantdapces in TTCs .
are _thefefore .paft of | the music progfamme, of ﬁhich

" according to the findings, UMISAVETA competitions had'proved

an effective strategy for attainment of its 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
.efforts of stuqents,_ _tutors, priﬁcipals and other
éuthoritiés. HenCe<ie¢i§ion—making, sérategies, assessment;
rewards apd—fhe like are worked out cooperatively within and
écross its different levels.

In comparison to its extra curricular activities, music
education in the'classroom seems not to be interesting. Its
teaching ahd'learniné setting may not have been based on the
real needé of theée programme. Students tend to show that
they need music education to aid fhem transcribe the'sonég
and other forms of music. It is an iﬁaication. that
claséroom muéic is too theoretical or evéﬁ beyond that, it =
is utopean, and so it does ﬁot succeed in reaching fhé
intended goalé: : ' -

) L)

Furthermoye, when tutors' music teaching_attitude was tested |
;within the summarized 'many activities' (at leést*six)’théy
are involved in teaéhing music camefthird,“%ollowed by £her
éctivity of assessing choir and indigenous dances. Teachingu
other subjects is their major concern. It was aIgo revgaled
that tutors are not interested}iﬁieﬁ}bllihg themselves in

music examinations. This relates to the previous negative
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respbnse of tutors to the goal of students' need for further
education. Tutors might be transferring their 'Bwn low
education and music qualifications to student teachers.
Perhaps arrangements for studies by correspondence, as the
inspector insisted, will in future help tutors enrol in-
examinations and further studies, especially those studies

¥

in music.

; . . 1 - )
*Timg spent on th trainihg of student teachers in TTCs is
another way of assessing whether the programme prepares
students to teach music in primary sdhools. Two issues were
discovered. First the number of periods in each TTC is
either 47 or 48 per week. In fhe former case fhere is only
one music period while in the later #hére are two periods

per‘weék. -

As in the case of the inservice training for tufors, the
present policy of preparing primary school teachers in all
subjects does not alIS@‘students to spare their limitea time
to concentrate on &hat is to Fhem not only new, but also a
- strange subject.' Whaté&er they learn will be on temporary
basis. The +tutors themselves havé expressed their
incapability fo teach some of the topics in a long syllabus
which is'néVer covered. Increasing the number of periods may
not- be pbssible 'in the competition of many sﬁbjéctgﬁ

Instead of this, the music syllabus should be reduced to few
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realistic topics and activities which will provide for

primary music learning.

Secondly, the inspector's report revealed that all TTCs do
- . not feach music %nvthe second semester for the final year
students. The reasoﬁ éiven is tﬁat, music tutors have no
control over the situation becausé it is a period when
students prepare for their natioﬁal examinations in subjects
A?othér tﬁan music. In_a_th féar programme éf training
primary teachers the period of training students in music
education is therefore only one and a haif‘years. Students
would acquire a_reasonable extent of music édﬁcation if they
were to learn throughout the twé years of the:training

period.

- Availability of teaching learning materials:

The programme~in discussion would be effectively preparing
students to teach musiq'ih.primary schools if relev%pt
facilities of leafﬁing énd tedching‘matgrials were available
in "TTCs. The study'shows-ho students' text and tutors!
guide books have been developed over éince-thé programme was
lgﬁnched. + The traininé of music education, therefore,
relies totailf'on the syllabus, about which some of its
;éfoblems have already been pointed out as too much-gn&

irrelevant content. To a large extent the problems indiéate
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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 1low 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 the need of subjecf
_specialists. The ICD usually em?lpys exgeriepqedmteéghers:
who - have not yet undergone training in curriculum
development. Currently a majority of curriculum developers
at the ICD including the music curriculum develop, are
uhiversity graduates with either first or second degrees

(Table 4.8). The ICD then has assumed that individuals whom

she employs as subject specialists with & reasonable level

of subject specialization and experience in feaching are
automatically capable 'of accomplishing the role of
curriculum development. At the University of Dar es Salaam
where most of ~the ‘éﬁrriculumA developers obtained their
- degrees, like in‘ philosophy of education, curricuiﬁm
devgiopment is offered oﬁly as a one unit option.for_final
yéar students. = The coufse in fact is an introduétion to
cﬁrriculﬁm_development, and isiﬁurg-thgory.
‘%he. teéhnique of observing or_.étudying thé develdped

materials, attending workshops 1in 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 assumed to .equip one with basic professional

skills.

Although the ICD has a programme of training its curriculum

developers, it is becoming difficult to obtain scholarships .

which the ICD is not a controller. In this research the
information is that a music curriculum developer was
employed”in 1¢980. Up to the time of field data collection
for .this work (nine years aftg; his appointment),
arrangements were only being made for him to attend a short
course in the field of curriculum déyelopméht.-

When consequences of critical situations'like this have not
been realized By authorities, cgrriculum developers with
thei; lack of knowledge in their career certainly fail fo
éécomp;ish what théy were embloyed for. As years go by, the-
curricﬁlum_developers becoﬁe more and more reluctant aﬁd
professionally insecure in their.role. Since there méy be
many curricﬁlum developers of th;t tybeL it may become a
norm of the ICD. Those who ma;égeifo 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 locallyfin curriculum developmenﬁ; to combine their
title of subje@t specialists and teaching, to their new,
heavy and delicate task of curriculum dgvelopment. Such
orientatiop gn@ shortitraining:wpuld_be éhe first activity
to be done to thé 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 ffom,somewhere, whose
task from time ﬁg_time Wouid mainly be to train the newly
emplbyed and untrained c@rriculum developers. The period
fdr the origntation would be decided by the trainers
themselves. o |

Howeﬁer, training makés one face of the coin for equipping
curriculum develbpefs'with appropriate skillé in their task.
The oﬁhg; concerh is.the means which heﬂgé tﬁem to develop

valid-materials as regards the rationale of content and

teaching—leafning strategies.” Conducting research is a
primary means which will enable the curriculum developers to
gather information in the possible expansive area of the

discipline. -For music information on songs, 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 doeslnét distinguish betweén research and
evaluation, as they may be used to mean the same. Hence,
newly introduced programmes of music, fine arts, theatre
arts, agricultu;e“apq Qtﬁexs,_a#e“considered in the same way
or even less, as -the well established programmes, such as
geography, maths, or languages, in priorities of deciding
émount of funds for their operation.

- New programmes 1ikétthat of‘mﬁsic and pre—school_education
.progrqﬁme need_research;iniprder to write books for the
firéf time.‘ For programmes which are well established,
evaluation is necésséry in order to - improve them and their
existing materiails.

+

Whether_expensiVefaf not, research neéds to be done. Based
on research the ICD can establish a system of getting copies

of praject-reports done by final;year students in music and
other cultural éubjects.‘ since 1973 when the first cohort
gradﬁated"up to now the ICD could have collected more than

150 disertations. ‘Although these dissertations might be of

low ‘quality, still some of them could be useful. More
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important, the subjects of the dissertation of the
accumulating research materials involve participatien 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 matefials through_workshops is a second strategy
believed to aiq the curticulum developers in obtaining he
" required centent ‘and -teachia§ _strategfes from relevant
tutors and teachere 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 anaiysis on tutor participation for
estabiishing goals whete ﬁene of the tutors responded to
have participated in any workshop. A close look in the
barticipants',naﬁee in the syllabus itself reVealed that
except for two- names,  the rest were actually trainers of
tutors., Since theré'is little tutor‘participation; the
content and strategies in the syllabus mmiéht 'ﬁet be a.
realiti'tp the"programme. o ﬁ.

Feedback of reports from the-Inepectorate Department of the
Ministry-of Education provides another source for curriculum
- developers to get information which can help them suggest

better 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
..eyalﬁation reporF,, . The unclear whereabouts of the
mahuscript of the syliagus revision of,1986,7as findings
reveal, is an evidence of lack of cooperation between the

inspector 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,. Qhen such decisions are made
curriculum -developer;: are ﬁp@n involved. Probyems of

curriculum development at the IQD are, therefore, not shared

- by the Ministry of Education for positive solutions.

Surprisingly, as some works of the ICD are not acknowledged -
by the Mihistry of Education, private booké, whose éuthors
are subject spe01allsts at the Ministry of Educatlon are
recommended by off1c1a1s of the Mlnlstry of Educatlon to be -
used 1n=schools apd TTCs. As afresult, éusplclon among
people of the same fieiﬁ begins.-'it is therefore.crucial
2 that péople;ﬁho p}ay similar rolés, shoﬁld cooperate "in

'_of&er to complement each other's efforts for the betterment

of the"programme;”—The‘study findings give the impression
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that because of his position, the inspector performs even

1

the duties which would otherwise be those of his colféagues.

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 not speak of teaching or learning music without the .

use of musical instfuments. It seems there is no meaning to
speak of the'standardized instruments such as the piano.
They aré*expenéi?e to order from abroad. However, ﬁhe
cheapest musical instrument to obtain is the distant

recorder. vFor'an effective ‘learning each student needs to

have his own recorder during the class. When only a tutor _.

is having it, we should know that little nusic is taught in

TTCs.

"An alternative to the”standardized musical instrumentsAare .

locally available ones which can be used in 1earning'the_

different rhythmic patterns. . Where cﬁpi; songs and

traditional African songs are not combined te form classroom

music as discussed previously, the implication is that local

music and its musical instrument cannot be appreciated in

TTCs as part of an appropriaﬁe ﬁay“bf reaching the goals of

the progranmme.
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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, evaiua_tion 1like terminal tests and yearly
e_x'aminatio-ns are nhot encéuraged. It is strange, therefore,
<_Af0r }Soth _students and tutors to understand at once the
phenomenén behind introducing the natiomal examination.

The continuous assessment which is used by tutcrs -to
evaluate students in TTCs is quite appropriate for the extra
curricular abtivitiés of choir and traditional African

daifided, on tiie basis Lthat theory of misic d

n

less emphasized
at the primary school 1level. ' However, when ‘results of
assessment 1in these activities ars then used to judge

students' performance in theory and practice in music in the

classroom, it destroys the meaning of evaluating students in

music education. Unless students are also evaluated in-the

actual classroom activities of music sducation, the current
L : *

"systen‘l of evaluatidn does not attempt to assess students on

the extent of their acquisition of music knowledge  and -

skills as a preparation for them to teach music in primary

'schools.

The continuous assessment as a meanssf evaluating students'

performance in the extracurricular activities of music
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education is an inadequate assessment of the programme and

1

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 evaiuatedf_ Classroom music,.is little taught )
and therefore cénnot be evéluatgdf As such, it is covered
by using results of pe%formanée in extraﬂcurricular‘music
activities. If from thé-begiﬁhing‘of tﬁé course students
were taught music éducation on the basis of the activities
of choir songs and indigenous dandes then. the music
" education would have been appropriate for that programme.

Hence examinations and continuous assessment would thus

apply to both classroom and extra-curricular activities.

The problem'of evaluation fﬁr music education in_TTCs seems
to-have its roots in the Ministry of Education and'tﬁe ICD.
In the Ministry of Education the inspectorate role seems to
limit itself to inspettion of TICs. However, this sounds
more administrative éna the reports produced do nbt reach
other participants,'sgch'és the curriculum developer, who
might use them in the task éf_déveloping music materials.
Findings reveal,'lack of cooperation between the inspector
;andfthe cufriéulum developer is what partly contributes to
-the"ineffiCiency in developing music materials. '; The

inspector 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.

.Failure of the insgecporst tutors and curriculum developers
to cooperate in théir‘foiéé! is what leads to the failure of
tutors to implement the-pfograﬁme effeétively. As a result,
little music is taught in &TCS as‘a preparation for student
_#eaghe:sito tgagp_mgsip iﬁ br%méiy sbhools; ﬁvaluation

seems also to be less well organized and less effective.
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CHAPTER SIX

SUMMARY, CONCLUSION AND RECOMMENDATIONS

Summary

This study was concerned with a music programme in grade A~

teacher training colleges in Tanzania. The purpose of the
’ i

7 study was to find out the extent.ﬁo.whipﬂ‘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 variablés were identified as:
1. The tutors' perception of the programme;

2. Tutors' teaching qualifications

-
T

“TutoFs} external variables were:
I :

3. Availgbility of the teaching-learning materials in TTCs;

4. Whether evaluation is made to the programme.
Review of literature on theoretical concéption and practices
of curriculum stress the importance to have a well

established network of communication between all
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practitioners of the programme. Communicatien_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
~.that 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 1ew qualifieatipus, and

when there 1is 1lack of the necessary teaching-learning

materials and evaluation.

Data for. this study was collected through survey process

involving the. use of questionnaires, interview -and a

cognitive test.

Findings show that music tutors in TTCS possess Jjust a
limited percebtion of the programme. These tutors also
possees lowA qualifications beth academically a?d
préfessionally, partlcularly in their music specialty.
Regardlng the tutors external _ variables, only a rmusie
syllabus-was available in TTés and that there was almoer no
evaluatlon taklng place in the dlfferent act1v1t1es of the

programme partlcularly in the area of students achlevement

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 .1in TTCs were established with the
assumption that although students are learning music for the
first time they can still acquire some cognitive music
knowledge and sk&lls which will enable them to teach music
in primary_schdols; It was assumed that this could be
possible if certain conditions were well eetablished. Such
conditipnshwere[ thereforef the_variab;es 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-

The findings of this research reveal that tutors are able to

1dent1fy only three out of the teniobjectlves of teachlng

mn51c 1n TTCs. Hence, thelr perceptlon is only 30 percent
of the programme and that is an ev1dence of the limited
extent to whlch the programme 1s 1mplemented by the tutors.

Moreover, the. small portion of ‘the objectives which the

tutors 'perceive is more biased on political goals.
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According to the findings therefore, there 1is lack of
organized communication between tutors themselves and
between tutors and the authorities. No tutor has been
involved in workshops for decision making, and except for
.the 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 adequate

qualifications.

Academically, 22 perceht_cf the tutors have a.background of
ohiy primary educet%cn.i_Their education is thus lower thanz
f-thatAof the~students they teach. 67 percent possess an”
O'level educetion' which is the same as. that of their"
students. Gniyhll perceht of the tutors have an education
which is slightly higher_(A'level)‘than that of students.
In the case of the flrst two - categorles they are the
teachers whose profess1on and experlence is to teach prlmary:
schools.- The rest 11 percent have tralnlng and -experience
to tesch ih‘lower seccndary”schools.

The inservice course which initiated them to become music

“tutors in "TTCs is short, overcrowded and lacks enough
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trainers. After the inservice training mo other 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 theif first subject. The rest, 56 parcent of them teach

‘music as their\éeeen-gi subject and 33 percent teach it as a

third preferred'subject. -It is not smprising; therefore,

to see that Tutors have every reason for directing their

interest to extra curricular activities, teaching other

subjects and spending their time more im personal projects.

Hypothesis 3:

Music education in TTCs prepar‘es‘-.:f:z;\:;tzi&er}{ts-'to teach music in

primary schools if teaching-learning miterials are available

in the colleges

A programme is believed to be impilemented if its package has:
been developed and is being used in-the actual teaching..
According to the fimdings of this study, the. syllabus has:

been the only material available for the téa_ching of music’

in TTCs, since the programme was launched some 20 years ago..

Obstacles which have led to- this pmialem are: first its

curriculum developers at the IcD- are

curriculum development. secondly, the ICD is centralized:

and it is the '_jon’iy curriculum development centre to serve

all primary and secondary schools to in f_he large country.

158

not trained im



It fails to accomplish its work by using the model it has

adopted. So, there is a chronic delay in developing

materials because:

research in music has never been conducted to enable
curriculum developers obtain content and teaching-

learning strategies relevant to primary -teacher

training in Tanzania;

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

limited number of tutors are involved to participate in

" the few workshops the ICD affords to organize;i

the Inspectorate .Department at ' the Ministry of

Education does not send its copies of music inspection

- reports to the ICD. Therefore, Curriculum developers

do not obtain relevant information which would help

them in déﬁeloping materials. There-is lack of special

musical instruments too which are "essential for
- : : . 'y

effective teaching.
Tutors have also not been_trained'to'use the local

instruments 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 said to be operating
systematically if its'different—activities are evaluated in
all the phases, so that evaluat%on-is part of the programme.
This study could not find any.scientific anluation reports
at the Minis?;y pf Eduqétién,—iCD and ip %szl In the case
of Ministry of Eduéation, as already mentioned, evaluation
seems to be at the level of college iﬁépection, the results
of which are more administrative feports which do not reach
other areas éuch as the ICD. At the ICD also.evaluation
seems to limit itself to filling inAformé for administrafive
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 expectéd.tb'be especial;y necessary in TTCs
whereby students codld be'assggsed on how much'éognitive
music knowledge and skillé they have acquired over the ternm,
year and at the end of the_coufse? No such evaluation is
“being done. .Instead, continuous aséessment in extra
' curriculaf'aétivities for every student is taken for granted
to Se measuring their ability in theories and practi@eéiofﬁ'

music in the classroomn.

160 -



In the ovérall, 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 hé is
involved. Instead, he seems to be biased because he tends
.to show more intg;est in his own music activities on the
expense of the programme}_ Hence, és the highest authority,
he seems to show that tﬁe programme 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 statément that although
the tutors possess some reasonable knoWlédge of music
content they do not significantly affect transfer §f their

knowledge to student teachers' learning.

. Recommendations

The rationale.fbr the evaluation of the TTC music programme
was to measure the extent‘ﬁo“Which the different activities
of that programme 6§era£e. In.this~study music educafion in
TTCs has not been evalﬁated'fér the purpose of rejecting the
programme, but t& recommend correétions-in.the programme
whére necessary. 'What is required therefére is to adopt
some adjustmén£s of the music education programme on the

basis of the findings and discussion in this study. Thé
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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 probramme to fit real needs. The objectives

must be so stated that they combine music theories and
. 1,'

practices from traditional songs_’and dances'_using

avallable local musical instruments.

Since students come from the different parts of the’

country, songs and dances they perform in TTCs should

be samples of music activities practiced in Tanzania.

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 invélving a large number of tutoré-is too

expensive, well designed forms or questionnaires may be

distributed to TTCs for 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 ané-objéctives must be done by a group of
people representing tutors, -teachers; inspectors,

curriculum developers and other music experts: In thié

162



way the objectives of the programme in the teaching-
learning process will be a pool of ideas from students,
tutors, curriculum developers, experts in music and the
authorities at the Ministry of Education. The
programme, ?hereforg, will not be strange to its

practitioners.

Based on the findings of this study it is also

recommended that theﬁobjéctives of the inservice courseu
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 gqualifications it

is.recommended that:

- It is the réspohsibility of the Ministry of Education

to act upon a long term solution. To do this,
secondary' schools should include music 1in the
curriculum and‘e#amination. More secondary'édhbo}s
should include music in the curriculum to facilifate~
success of the music programme in TTCs.. The music
programme shbuld.depend upon the infibw of secondary
school 1leavers ‘iﬁfo lfhe_ TTCs. This 1is fhe only
reliable strateéy%whiéh will benéfi£ the programme in
two ways: students sgléctéd to joiﬁ‘TTCs will have some

basic knowledge of music, and the same will apply to
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those individuals who will continue to highér educatioﬁ
1evéls 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 mdsic education.

The Ministry of Education and the ICD should
immediately organize seminars or shgrt courses which
willbenable tutors to update the k}owledgé they gét
through inservice training. According to the findings,
some tutors had attended such training some 19 years
ago.

The ICD togefher with the Ministry of Education should

) prepare handouts and books which will enable tﬁe tutors

'to educate themselves in their speciality.

Plans should be made to include music in the subjects
to be studied through qorrespondenCe, by 5bth tutors
and students, as the inspector had suggested.

The Ministry of”Educétion_should expand the inservice
training in order to increase the number of tutors in

TTCs, and teachers in secondary schools.

To improve the production of teaching-learning materials

qualitatively and guantitatively:

1.

The ICD should first and foremost be very much

concerned with the question of training curriculum
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developers in their wide and conplicated task of
curriculum development. Since it is normal to employ
untrained individuals because of the lack of qualified
staff, the ICD muét make sure that the first activity

should be to orient 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 maln task 1is to train those curriculum

developers who have not received any special course in

curriculum development. The training can be conducted

with the employees individually or as a group, and the

"training period can be determine by the trainers

tbgmselves. —

‘The ICD should discuss with the University of Dar es

Saiaam regarding the possibility of expanding the

course in curriculum development so that it covers

- areas of curriculum implementation and curriculum
- - , : [

evaluation. "If the ICD was conducting its own courses,

students at the ﬁnivgrsity of Dar es Salaam would be

making use of such a programme for practices in

curriculum development .during field work. Such a

course is important to individuals, for example, to

make them aware that the development of any 1earning

materials must be carried out in the appropriate stages.
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The ICD must make sure that music research is conducted
nation-wide. This will make it possible to cover music
activities of as many tribes as possible in the

country.

The ICD should get copies of inspectioﬁ reports from

the Ministry of Edﬁcation_and utilize them in addition
to its own research. '

The ICD shguld»utilize repér#s.ofﬂpfgjects done by the
final year stﬁdents at Butimba. The ICD may establish
a system of receiving one copy from each final year

student, such tﬁat in one year a curriculum developer
can get information from ten diffefent areas in the

country.

..* The ICD should utilize the Radio Tanzania Dar es Salaam

(RTD) collection of different types of music it has.

The ICD, the Ministry of Education and the TTCs should
cooperate in 'recbmmehding esseritial books for the

programme.

There is also a need for coordination of activities and

‘responsibilities between the ICD and the Department of

Curriculum Development at the Ministry of Education.
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In the area of programme evaluation:

The Ministry of Education, ICD and TTCs must evaluate
their activities, and should make their evaluation

reports available to each other.

-

The inspector should recognize that it is his major

task to coordinate the evaluation activities.

Tests and examinations in TTCs will encourage (or
motivate) tutors and students to conceﬁtrate on what is

expected from them in the music-pfogramme.A

It is, therefore, summarised that if the situation of

objectives, qualification of tutors, availability of

teaching-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

meaningful music education in all levels of Education in

Tanzania.

167 -



10.

BIBLIOGRAPHY

Anderson, D.C. 'Curriculum Innovation and Local Need',
Research in Journal of Curriculum Studies Vol. 4,
1980. Bat-Sheva, D 'Models of Innovation',
Article (ibd).

Bebey, T. African Music, A People's Art George harrap
L

& Col. i mited, London, 1969.

Beeby, C.E. The Quality of Education in Developing
Countries, Havard university Press, 1966.

Ben-Peretz, M. 'The Concept of Curriculum Potential!
in Evaluation Centre. Michagan: 1975.

Bishop, G. Curriculum Development: A Textbook for
Students, Macmillan Publishers, 1985.

Bockarie, S.A. Placed Authority and Transactions with
Innovations: A Study of the Diffusion of the
Core Course Integrated Science project _into
Sierra Ieonean_ Secondary Schools, Ph.D Thesis
university of Landon. 1982.

Brunner, G. Toward a theory of Instruction: Cambridge
mass: Havard University Press, 1966.

-
‘.

Bude, U. and Greenland, J.; (eds) Inservice Education
and Training of Primary SchoolTeachersianglophone
Africa DES Germany, 1983.

Castle, C.B. Education for Self help:. New Strategies -
for Developing Countries, london  Oxford
University Press, 1972.

Cole, M.J.A. 'Group Attitudes Towards Child Centered

learning Activity-oriented programmes
Improvisation and Utilisation of Local materials
for Instructional Purposes' in Review _of
Education University of Ibadan, Nigeria, Vol. II
No. 1, 1978.

168



11. Crowley. N. and Shram, S., (Editors) 'Measuring
Students Attitudes' Journal of Teacher Education
Vol. III No. 2 1971. )

12. Ejiogu, A.M. 'When Innovations are External to the
Reality' Curriculum Studies Vol. 12. 1980.

13. Epstein and Gripod A. Evaluation of a New project.

N.Y. 1977.

14. Harding, T.M. 'Curriculum Change: a Model of Teacher -
Decision-making' Curriculum Studies Vol. 12,
1980. ) )

15. Havelock, R.G. Planning for Innovation through

Dissemination and Utilization of Knowledge.
University of Michigan: 1971.

16. Hawes, H. Curriculum and Reality in African Primary
Schools:TLongman 1979.

17.  Reubner D. 'The Task of the Curricular Theorists' in
Pitnar, . W. Curriculim Theorizing: The
Reconceptualists;‘Berkeley; 1975 -

18. Hinzen, H. (ed.) Education for Liberation and
Development: The Tanzania _Experience, UNESCO,
Evans Brs., 1979.

19. Howson, G. et al., Developing a New Curriculuf,
Heinmann London 1972.

20. Hifst, P. Knowledge and Curriculum, Routledge London:
"1974.

21. Jeffrey, M.V. Revolution in Teacher -Training, Pitman &
Sons Ltd., London: 1961.

169



22.

23.

24.

25.

26.

27.

28.

29. .

30.

31.

32.

Jennings-Wray, A. @A Comparative Study in Decision-
making in Primary. School Curriculum. ! Some
implication for the Teacher as an Agent of
Change' Journal of Curriculum Studies (ibd.).

Kleobard, H.M. Curriculum Theory in Curriculum Enquiry
V. 41977.

. ,
Kerr, Jj.F. Changing the Curriculum Uni. of London
Press‘1968.

Lawton, D. Social Change, Educational Theory and
-Curriculum Planning: London ,University Press,
1973.

Lewy, A. The Development, Evaluation and Implementation
of the Curriculum, IIEP Paris 1975.

Marcus, C.- and wilson S. 'The Theory for Decision
Making' Journal of Teacher Education Vol. 16 No.

- 4:.1973. -

Marshal,>A. Songs from Overseas, longmans, U.K. 1940.

Mbunga, S. (Dr.Fr.) Church ILaw and Bantu Musié}
- Peramiho Printing Press, Tanzania, 1962.

Milder, G. Cultural Arrogance (Paper Western Samoa) in

_Curriculumﬁétudies Vol. 8 1977

Mosha, E. ‘'Problems of primary education in the

' . developing countries: The case "of Tanzania' in
International review of education, Kluwer A.C.
Publ, Vol. 34 No.l 1988 ’

Mselewa, R. Our culture (Trans., 'Utamaduni Wetu':

- unpublished

Nagel, E. The Structure of Science: Harcourt Brace, New
York, 1961

170



34.

35.

-j%;

37.

38.

39.

40.

41.

42.

43.

" 44,

45,

Nyerere, J. 'Socialism and culture' in Ujamaa essays on
Socialism, Oxford University Press, Dar es
Salaam: 1968

Olson, J.K. "Teacher constructs and curriculum change"
Journal of curriculum studies Vol.12 1980

Rainbow, B. Musi¢ in"the classroom; Heinmann Education
Books, London 1971

Ross, T.A. 'The influence of the principal on the
curriculum decision of teachers' Curriculum
- studies, 80.

Sabar, N. and Shafriri, N. 'The teacher as curriculum
developer: a model for inservice training of teachers
in Israel@ Curriculum studies Vol. 12 1980

Setdisho, N.O. - 'Evaluating the Curriculum improvement, f
Eastern and Southern African Curriculum Organisation
(ESACO) Vol. 142, Institute of Curriculum Development,
‘Dar es Salaam, Tanzania: 1987.

-Shoemakef, D.M. 'Educating effectiveness in completing
educational programs' Educational Researcher Vol.1l.1
New York 1974. :

Stake, 'P.E. 'Programme evaluation' in Evaluation
Centre, Michigan: 1975.

[

simon, A. ét al ‘'Mirrors for behavior' Vol.14
Philadelphia: Research for Better Schools, 1967 -

Thompson, B._Lea}ninq to teach: Sidgwitck & Jackson;
Tonden 1973. - S ‘

Urebvu, A. Curriculum Studies, Longman Group Ltd.
Hongkong 1985. -

'Wheeler, D.K. The Curriculum Process. The Un. of London
Press: 1971. ‘

171



46.

47.

Yates, A (et. a.) Current Problems of teacher education
UNESCO Inst. of Educ. Hamburg, 1972 2

Yoloys, E.A. 'Evaluation for innovation: African
Primary Science Program Evaluation Report' Educational
Research Newton Mars, 1971.

e,
wi

172



APPENDIX A

NJALA UNIVERSITY COLLEGE

UNIVERSITY OF SIERRA LEONE
“TUTORS!' QUESTIONNAIRE ON THE EVALUATION OF A MUSIC EDUCATION
PROGRAMME IN TEACHER TRAINING COLLEGES 1IN TANZANIA.
The aim of this questionnaire is to-assess a music education
programme in the primary teacher ffaining in Tanzania and
provide suggestion for its improvement. We request your
" contribution by giving your honest and frank .opinion in
answering the contained questions. _The qﬁestions require
iﬁformatioﬁ about your pefception of the programme, your
qualifications, availability of music teaching-and learning
maﬁerials in TTCs and:evaluation stfategies.- We insist here
that this gquestionnaire is intended to examine a music

programme and not vyou personally. For this. reason the

answers you give will be kept a cpmpleté secret by the.

investigator.
You are requeéted to éhsWer yes ‘Qr no, - give brief .
information, tick ( ), or rate‘ as . appropriate. The

abbreviation TTCs used in this guestionnaire stands for

Teacher Iraining Colleges.
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Section I: Your perception of music education programme in

TTCs.

1. What are the aims of teaching music in TTCs? Please

list the objectives in the space provided.

I
........................................ ;‘;.................
2. In the spaces below,iplease mention the different ways

which aided yoﬁ.to know the objectives you have listed

above.
3. Have you participated'in any workshop, for example,

preparing a music syllabus where you could contribute -

to establish goals for teaching music in TTCs?

If yes, £i1l in the column below as apprdpriaté.

Name | Type of | Place’ Year ° | Duration
i workshop - '
s e ceeeeaeee
7 F A T . R A
etc.
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Section 2: Your teaching gualifications.

4. What is the level of your education?
Tick as appropriate in the column provided and write

the name of school and year which you completed.

Tick Class reached ’ Name of | Year of

() ) School completion

( ) "Primary School Std.VII_
( ) Primary Séhaolléfd;VIiI
( ) O'Level

( ) ‘A'Level

( ) University

-(4 ) | Any other

5. What is your professional qualification? State which
college and year you cbtained it. by responding to the

table below. “"(You may héve more than omné answer) .
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Tick | Teaching Certificate College :| Year

/diploma/degree

( ) |Grade C

( ) {Grade B

( ) |Grade A *

( ) Certificafe in music

( )'“Diploma
 (3_)‘“Degree B.A; (Edf)/B.Ed;

/B.8c. (xa.)

() Any other

6. When did you ' study music education .(theoriésﬂiof
music)for the first time? Pleaseltick"as apprqpriaﬁe,
You may have more than one_answeéfv " i
( ) a) in primafy'school
( ) b) 4in secondary school up to form II -
( ) c¢) as an.“option subject in fdfms ITYI and'IV
where I did the national gxaﬁination’and
which I passed/did nét paé? _(delete ‘the.

- inappropriate). -

{ ) d) during my training in the coiiége

( ) e) during the Inservice Training for the"

certificate in music.- .

( ) f) any other situation....... et ee e ee e
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7 Have you ever studied music by correspondence?

Yes

If yes, tick as appropriate indicating year and whether

[ ]

you passed or failed.

]

a) Music conservatuire of Tanzania
Grade I ] II O] T IV
Year
Passed
Failed

b) The Royal School of Music London

177

Year
Passed
il Failea
8. Héﬁg you.attended the -inservice training in music
certificate? Yes [] No []




9. When did you qualify to teach in TTCs? Tick as

]

appropriate.
] Before'attending the inservice training course
] After attending the inservice training course

v . -

A

10. How long have you Been teachihg& At what level?

'~ Which subjécté? Give your answers_byﬁresponding to the
table below. - Please note that in filling the column
for the subject the first subject 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.
( ) ° %;aqper E?aining
collége |
( ) | Any Sther
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11. Have you attended any short course or seminar in

a) Music? ' Yes

R

b) Any other subject? Yes

R

If your response to question ii,is yes fill in the table as

appropriate.
Type of Course/sSenminar Place | Year
a) Music 1.
2.
3.

b) Other subjects | 1.

12. Which method dominates your teaching music-lesson like

the one the researcher observe? Tick one appropriate

- answer.
_[::] lecture O practices such as playing
- " musical instruments and
transcription.
] discussion | ] practices of singing and

dancing in the classroom
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13. Which of the phrases below helps to increase your

l6.

competence to teach? Tick as appropriate.
] My academic level of education

] My ability to apply the different teaching
methods

»

] My long experience in teaching
14. To which group of tutors in.tﬂis TTCAwould.you_
belong to?

Tick as appropriate.

] One among the most highly qualified tutors

[:] One among highly qualified tutors
[] One among average qualified tutors
] One among lowl& qualified tutors

] -One among the least gqualified tutors

-
‘.

~ Are you satisfied with your teaching gqualification?

Yes In '_No_. ]

Are you preparing for.-any examination now?

- Yes [] o No :[]

If yes, state which'subject.....viiiiieee conenes U
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17.

18.

Do you wish for further education?

Yes

] Yo

What is your main reason for your need for further

education?

O

U
O
]

Please tick for one answer.

to increase my knowledge in music and other’

subjects.

to learn more about teaching methods

to get promotion within teaching

to be promoted to another Jjob

State any other reasons
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19.

T 200

21.

" .Oother roles and attitude to teach

Besides teaching what are your other responsibilities

in this TTC?

Q) eeeeececacann e s et et et e et cseesene
b)..... e ettt e e e e
=c)........: ..................................... ceee
= ol o .

Tick as appropriate.

Is there a college choir? Yes ] No. ]

Is there a college africana dancing group?

%es *Ej | No t:]'

Are there occasions when students dance to modern music

such as disco? Yes [] . No [j

Does this TTC pap}icipate in UMISAVETA (abbreviation of

-

'KisWahili for Association of Arts and Sports for

_Teacher Training Colleéés, Tanzania) competitions?

Yé? []_ .r; No .[]-
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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 _ s | Year+" | Level Winning rank
(e.g.zonal) (e.g. first

prize, etc.

Choir

African dance

22. What is true about the situation in this TTC?

(Tick for 'one appropriate statement)

“E] Stﬁdents perform better in music theories. than
choir and African dance ‘

Students perform better in choir and dance than
- in music theories.

and choir and African dance 1is the same and is
average - .- :

Students' peformance’ in both theories of music
and choir and African dance is the same and is
poor. :

] Students' performance in both theories of music
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23.

24,

25.

Are UMISAVETA competitions important?

Please give reasons for your answer

Do you have any project of your own? Yes

2 No
R
If your answer is yes/‘what’project'is'it”ahd why

The following list gives a general summary of your
activities as a tutor in TTCS.A Eleése rank these
activities accoréing to how you_arg,kept busy and enjoy

in fulfilling them. Write.the numbers in the space

" provided.

[] ‘Teaching music

] Teachihg other subjects

[] Assessing performances of choir and Afrlcan dance
and UMISAVETA- activities .in general .

'[:];i Preparing for my examinations
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] 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 below list some of the méjor problems of

teaching music in this TTC.

-----------------------------------------------------

SECTION 3: Availability of the teaching and learning

materials. , -

27. Are the following- 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 [] ' f.,.....f..;.;. [] B
b) Student's text book [j e e ]
c) Tutors guide. :

5
.
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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

28. Which musical. instruments are available in this
college? (Give the names of the instruments. You may
give a Kiswahili rame if you are not sure of the

English one).

29. "What is true about most of the musical instruments you
have menfipnedmaboye?' (Tick as appropriété)';

[::] they are used mainly for music lessons

] they are used mainly for choif_and tribal
(African) dance. o T o
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SECTION 4: Evaluation for music education in TTCs.

30. In the present system of evaluating students'

performance in music; which statements apply more to

=~ - ... . . the situation in this TTC? (Tick for- one statement)
e — R - .

~ -
- .\\

. \ - 3 .
DyAssessmeni;_ = based on achievement in classroom
work which as Tusic tests in music theories

:\

= Assessment is based mainly en student's
” ‘participation and performarce in choir
and African dance

D Students are assessed in beth classroom

achievement and participation and performance in
choir and African dance.

31. Are there any failures of music education?

Yes l:] No. D

32. Would you support the idea of introducing a music

National Examination in TTCs?

Thank you for your cosperation
B.H. Mende

(Researcher)
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APPENDIX B

'NJALA UNIVERSITY COLLEGE

“UNIVERSITY OF SIERRA LEONE -

STUDENTS QUESTIONNAIRE ON THE EVALUATION OF 'A MUSIC
EDUCATION PROGRAMME _IN - TEACHER TRAINiNG--COLLEGES- IN

TANZANTIA.

The aim of this questionnaire is to assess a music education
programme in the primary teacher training colleges in
Tanzania. The guestion are short and require general -

information. You are required to respond either yes or no

by tickidg ] as appropriate. Please do not write your
name anywhere in this questionnaire as the intention is not
to get your personal information.

-
-
4

The abbreviation TTCs used in this questiénnaire stands for

Teacher Training Colleges. )
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NaAmME OFf Tl C . it et e e et et tooeesoceeesonseneenooese

1. Do you need to study music during
your- training? - - '

2. Did you learn any music before you )
came to this TTC? -

3. Do you generally understand music
lessons?
4. Do you have any music book which is a

college property?

5. Do you have a mgéic book of your own?
6. Can you play any musical instru@ent?
7. Are yolu a membeg of College éhoir?

8. Are you a member of African dancing

‘'group in this TTC?

9. Do you dance to 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

please remain in this room for a short discussion with the

researcher.

Thank you,
o

B.H. Mende

(Researcher)
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APPENDIX C

NJALA UNIVERSITY COLLEGE

UNIVERSITY OF SIERRZA LEONE
AN INTEBVIEW 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
prdgramme in the primary -teacher training coclleges -in
Tanzania. _We request "your contribution by giving your

honest and ' frank opinion in answering the contained

questiqns.- The gquestions reqdire informatiqn about your
”pefcépéipn" of the programme, your quélificatidns,
avaiiability of music teaching-and learning materials in .
TTCs énd evaluation strategies. We insist here that this
questionnaife is intended to examine a music programme and

: . . _ )
not you personally:.- For this reason the answers you give

will be kept a complete ﬁébret by the investigator.

In this interview yoﬁ are required to provide the answers
T R AT 4 g

for the questions as you feel it .is appropriate.- Short
answers with some explanations will be appreciated by the

- researcher, for the task of recording them. The

191



abbreviation TTCs, used in this questionnaire stands for

1

Teacher Training Colleges.

Name of your working station/institution:

Section 1: . Your perception about music education
. _ . 4‘ .'_
programmes in TTCs:

1. What are the aims of teaching music in TTCs?
2. Which ways aided you to know these aims?
3. Are. you iﬁﬁolved.in curricplum.decision making and

establishment of goals for music education in TTC? .

Section 2: Your General qualifications:

-
-
-

4. What is your level of edudation?

5. Have yqu"—been~ a teacher? If yeé, what teaching

certificate do you hold? Howvlong-haQe you taught?  inw

-which level(s)?
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Can you briefly ‘explain how you obtained music

qualifications?

Section 3: Your qualifications and performance for

10.

11.

12.

availability of music

teaching-learning materials:
Can you briefly explain how you got promoted to the
post of music curriculum developer?

What are your general duties?

pid you attend. any ‘special course in curriculum

development? If not, how did/dp yéq learn to perform

your different duties?

Do you “wish for training/course in curriculum

development?

Which music mater;als have been developed for TTCs?
How often are they revised? Which otherfhaterials have

been dgveloped?' How do TTCs get musicai instruments? -

Are tutdrs involved in developing music materials for
TTCs? Can you please pfovidg-some documents in this
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subject? Which other people are involved in developing

1
<

music curriculum?

Section 4: Evaluation for the programme:

13.” Do you ever visit TTCs?
14.> The following’~list contains some of the title in
| fulfilling your stﬁdiés in various s&tuations.' P;gasé N
assess your pérformance in each of these titles, use
ppints from zefo (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.
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Your performance as a music Points
1. Inspector..ccieieeecececonsoasens e
2. Specialist.;... .......................
3. decision maKer ..ot ieeieeeieienaannn _
4. _administrator; ........................
5. curriculum developer............ e
67 " EVALUAEO e e e et e e
7. consultant....... S e et e e e e
8. researcher............ R & B\ ¥
b 1 1 = T P
Thank yoﬁ.
Bt
. E.H. Mende -
) RECORDER )
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APPENDIX D

NJALA UNIVERSITY COLLEGE

UNIVERSITY OF SIERRA LEONE

] ’ - —
AN INTERVIEW WITH THE INSPECTOR ON THE EVALUATION OF A MUSIC
EDUCATION PROGRAMME 1IN TEACHER TRAINING COLLEGES 1IN

TANZANIA. - RS 4

The aim of this questionnaire is to assess a_music education
programme in the primary teaﬁher traininglvco}leges in
Tanzania. We request your contribution. by giving your
honest and frank opinion in answering the contained
questions. . The quéstions require iﬁformation about your
'péréeption of  the programmne, your qualifications,
availability of music teaching and_learning materials in
TTCs and evaluation strategies. We insist here that this

questionnaire is intemded 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
' for the questions "as you feel it is appropriate. Short
answérs 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 Colleges.

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

establishment 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? 1In what level(s) have you

taught? How long have you taught?
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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 Colleges.

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

establishment 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? 1In what level(s) have you

taught? How long have you taught?
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Can you briefly explain how and where you obtained

music qualifications?

How did you get promoted to be a music instructor?

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? Do you need

training in the inspectorate role?

Section 3: Your participation and performance for

10.

availability of teaching-learning materials:

Are the following materials available in TTCS?
a. Music syllabus.

b. Students's textbook.

c. Tutor's guide.

d. Any other.

Supposing that there are no specially prepared
materials for music teaching in TTC, what alternatives

are made? By who?
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Your title or performance as a music

Points

Specialist '

Curriculum decision maker

Curriculum developer

Inpsector

Administrator

Consultant

Evaluator and

Researcher

Thank you

B.H. Mende

(Researcher)
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APPENDIX E,

NJALA UNIVERSITY COLLEGE

UNIVERSITY OF SIERRA LEONE

A COGNITIVE TEST FOR THE EVALUATION OF A MUSIC PROGRAMME IN

" THE TEACHER TRAINING COLLEGES IN TANZANIA.-

2 hours.

Direction: This test is composed of 50 multiple choice

Musical notes-are symbols:

a.
b.
C‘.
d.’

questions. Each question carries two marks.

You are advised to answer all .questions.

For each item you are to circle the iétter
of the most correct response in the provided

-answer sheet.

répresenting the strength of voices;

'representihg.the duration of sounds;

" indicating different rhythmic patterns;

indicéting different pitcHes. -
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A music teacher was explaining to his class three
pupils two ways of writing a quarter note, one of which

was:

a. L T‘ b. ‘P
c. r . d. v{

If a dot is placed after a note it carries half the

7

vglqe;pﬁvthaé note; So.......... is the same as
N A
e
b. 4 ) D
c. d 9 4
d. A l‘ o"

Another feacn§r Qas explaining to class four childreq,
"... the number on the top indicates the number of
beats fo.be_found in every bar while the bottom one
indicates the type of note used in that rhythm ..."

That teacher was“Eherefore, ekplaining generally about:

a. key signature;
b. -simple .time signature;
C. compound'time signature;

da. ltime-signature.”
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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 minimum beats

é. two crotché£ Béats

d. two minimum beats.

Which of the following bars contains two crotchets?

S R

The correct time-signature for the answer in question

6- should be:

a 2 - b. 6
2 " 8
c. 2 . d. 4 ] *

|
In the following rhythm{ which rest can complete the
last bar in the space'shéwn by an ésterib_(*)?

e JXVITIVITIN I b e

a. _?;..“— }Tb. ’717 o Z/é% | d. ?7
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9. If a sixth bar was added to the rhythm in question 8,

that bar could be:

a. ,b, b. CJ- c. O. d. J.

10. Class five pupils were directed by their music teacher

to march at the playground responding to a taped tune

4

in the following rhythm:

4 [ ' (—7 l’ J‘_ FW“T‘W | etc.

4 g 9@ & v e & 5 o

‘'What type of marching were they to demonstrate?

a. Walking any.how; . R

b." slow march demonstration;
c. both slow and quick march demonstration;
d. quick march demonstration. -

-
-
brd

11. If you are to clap for this rhythm:

-g ) J'J | 3 ‘} J 'jb_“thﬁ many él?ps will you méke?

~a. eight = b. six " c. three d. two.
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12.

. 13..

14.

15.

An off beat rhythm is the one which 1iS: ..ciceeeeeeens
a. syncopated b. anacrutic
c. ornamented d. on the beat.

What is true about an off beat rhythm?

‘a..

b.

The main idea behind compound time is the:

a.

b.

Cc.

d.

The

The first bér is a compiete measure;

the last bar is incomplete and -it may be
out;

the beats in the first and the last

bars are added to have a complete

measure;

it starts on a strong beat.

use of dotted notes as the main beats;
frequent use of quéver beats}

frequént use of crotchet beats;

left

frequent use of the minimum and-semibreve beats.

meaning of 6 time is best illustrated in:

® o

0 o

e -
PEIIIM b 2 i ;o
F\—lﬁ H- 4 6 ,\, 'l._“
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Which instrument is mainly for rhythmic purpose?

1

a. - the guitar;
b. the recorder;
C. the drum;

d. the acordian.

5 -

For music to be tgpght in the schools in a developing

country like Tanzania a music teacher should:

j-

a. wait for—stanqardized instruments from abroad;

b. think to start with. the local instruments
available; N 4

c. invite expert'musicians;

d. leave pupils to study-oh their own.

Any musical sound be it low or high is termed:

a. 'tune?';

b. 'melody!;

c. ‘voice'i
d. 'pJ'_:tch'. '

Any note in a sﬁave.cén be named only if there is:
' e e e et before it;
key signature;
key;

clef;
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. ' 7
What is the name for this note, %%%%%%%ﬂ%'

20.
a. G b. A c. B d. C
21.. The shortest interval between two nearby notes which
have different pitch is: )
a. a semitone;
b. a tone
c. one and a half tones )
d. two tones.
Study the following illustration in order to answer
questions 22 - 28.
- - - - = —
P o) a?
O [B] = i 1 {
= n O v - i J
A [
R f E { ; i l
- o~ o | f ' { : ' i
y o—X = | ; . ; =
j[ =Y o © Cl) I l ! : T 1 - —
r AT © I A . T : . , 1
] ST f o E
) I ! | | | ] i ’ l
coo Y \ ! .I ' " ! | | T | I I%l‘
G B ¢ D EF G A BOCDETFGA AU BT CTUDETF
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22.

23.

24.

The illustration shows that, Qith staff notation
names of notes keep on repeating:

a. all alphabets;

b. the first eight alphabets;

c. the firsF‘§Qvenralphabets;

d. the last eight alphabets.

the

A note on the second line in the treble clef is found

on the first line in the baés clef. Hence each note

in the treble clef bares the same name as:

a. in‘the same space or line;
b. the first note above;

c. the éécond note below;

d. the thi;d.ﬁate below.

Middle C islimpbrtant because: ‘ -

a. - it is the centre note for most human voice;:
b. it is crossed by a ledger line;
c.. it is found between the treble and bass staves;
d. all the answers given above are correct. i
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25.

26.

28 .

29.

One pupil was told to write middle C using the bass

stave; The correct note therefore is:
=3
£). 3

%4 o - =
! =
g
= a. =
= =

A fifth note above middle C is at:

' 0
a. = b. .
E)—e— 7 |
. L
]z ra
C. —f—6— d =

A teacher helpéd his students to master the notes 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. Dbadge c. face d. feed

Between which notes do semitones appear naturally in

the keyboard? -

a. AB and BE b. BC and EF

c. EF and FG - d. FC and GA
Narina wantéd to have a semitone betweeh notes G and A.

So she wrote the two notes iﬁ‘this way:

a. B b.

c. d.
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30. What is the correct arrangement of tones and semitones

1
<

in any major scale?

d. S T T TS S T T

. f; ) .
31. In respect to the arrangement of tones and sémitong F

major is written:

ﬁ e o e e pans e ot e e bt 7
p. ol ro) > ol I ) | = {
N
a. @ 73 G = i {
b = L -
° 7 = r@ © L |
Va) ; |24 (&2 1
C. </ . -
&S5 —3 f o p— L2 L= A
I [l
_ & T ———— — _rl ‘
7 M—
d —— L e <
« e ) ) 95—,
&5 ) ot L1 7 - — H
N —H

“32. Which scale has a key signature "of three sharps?

- ' a. A minor b. A major " ¢c. Bh major d. C major

-
-
4

33. When playing a tune in C major, Angaasege's flute

sounded one

order to sing the tune at its proper bitch?

ttone_ lower. "What key should she play in

a. D major b. Bh major c. C major T 4. F major
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34. One Kigogo tune in G major later modulated to a key of |

which its tonic sounded a minor third below. What key

was it? Its:

a.
b.
c.

d.

relative dominant B major;

relative subdominant, C major;

M

relative minor key, E minor

the minor key of its relative dominant, B minor.

35. »Thekprppgp‘way of writing the seventh note_ihﬂthe

descending order of a minor scale which is preceded by

that of the ascending is:

c @ - d. %E\ .'

==

(@431

'Study the following melody and then answer questions

36 - 47. )
, S Mgandu
— e
»
v T 1 i 18} 1 Y T . r re L]
it ¥ e e e e e e
33 L 2 | Fa— | | - < ’ _ o f—
N 7 L 4 . i L4
. - A et
4 <& 4 )pd L I i "
- mmm— S N ———F— } 4 — 1
e S ] S S } 1 o—t—+—p—o—|
N A e 2 ' e —— ’
; A "__-’_’_7_'
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The above tune is in:

a. Ab major
b. C major
c. Eh major
d. F minor.

L4

How long is it?

a. seven‘bars .

b.  six bars ﬂ

c. five baré

d. four bars.

The‘tune begins on the ...... note-of_the scale:
a.- tonic a j; :  b. supertqnic
_é. mediant .. ; d. dominant.

How does the first phrase differ from that of the

second?: -

a. there is ndfqifference;

b. the first phrase is shorteér than the second
” . phrase; B

cz  the seéoﬁd phrase is:shortgr éhan the first
) phrdse; —

d. - the first pﬁrase is faster #han the second.

- 212




40.

41.

42.

43.

If this tune is transposed to a key, which is a major

third above it, the new key will be:

a.

C minor;
C major
E minor;

E major.

If you are asked to sing the last three bars in solfa

you would read

d m ad 1 S s S8 s m

1 d 1 f m m m m d

Which instrument _is;-mdre suitable and simple in

a.

C.

a recorder ~d. a horn.

‘practicing this tune?

a béﬁboo‘flﬁfe ' b. a trumpet

What is.true “about this tune:

a.

b.

it ‘is to be sung loudlyfthroughout;

it becomes softer towards its middle as well as

tdwards'ﬁhe end;
it begins softly and ends loudly;

it is to be sung softly throughout.
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What does f indicate in the tune?
a. "soft b. very soft.

C. loud d. very loud.

What sign could be written at the end of it after this
mark’h ? ) '

t

N

Generally what type of tune is it?
a. ‘African " b. European

c. Asian d. is not clear.

;

What is the difference between these signs , ie <« [
(1) P —— (i4)  SepEEdE)
a. there is no difference between them;

b. they both bind the notes that form one beét;'
c. the first #5 a tie while the second is a slur;

d. the first is a slur whi}e the second isAa tie.

' If a choir consists of male and female yoqthsi
‘a. the girls should sign soprano and alto parts;
b. the girls should sing soprano and tenor parts;

c. the boys should;siﬁguélto.énd bass parts;

d. the boys should sing the bass part. -
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what is the function of musical ornaments?

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.

is the same as:

a. Vi) ;\\\
jrl‘l~ lr 6" [
g ——* : -
L)
b, 22—y ’
B — -‘V"E-
0
)
%
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APPENDIX E,

Leaming Under Comprehensi Ability to Ability to Ability to Ability to Weight in
outcomes standing on of facls explain/ calculate/ predict evaluate Curriculum -
terminology and illustrate eslimate
principles
Note 1
NOTE ’ - -
VALUER Rests 1 3
Dotted ; 1
notes -
Time 1 1
signature _ -
RHYTHM Simple time 1 0 1 1
13
" Compound 17 . 1’ 1
time
Anacrutic 1 1 1
rhythm.
Pitch 1
Clef 1
Staff 1 1 1 T 9
notation
Middle 1 1 1
A Accidental 1 1
tone and’ .
- sémitone
Major 1 1 7
INTERVAL intervals
s Minor 1 1 1
intervals
- .
L

")
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APPENDIX-E, CONTINUED

SCALES

Major

Minor
scales

OTH
ELEMENTS

Melody

Harmony

Transpositio

Modulation

Terms,
signs and
omaments

Musical

instruments

Total iterns

13

11
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APPENDIX Es(a)

1

CALCULATION OF THE SIGNIFICANCE FOR THE EXTENT TO WHICH
TUTORS TRANSMIT THEIR MUSIC KNOWLEDGE TO STUDENTS

Tutors Students
84.67 47 .1 .
X
S
i
n y
H,: t = s
Hi: t = s
Xl - Xs ’
- = 84.67 - 47.1
S!Z 552 _
+ 19.01 180.36
nt ns .
) 9 20
= 37.57 = 37.57
11.13 3.34
= 11.24 (i.e. Calculated 2)
tabulated 2 S
i.e. = 0.01

'- 2.76  -2.76

Z Calculated > Z tabulated (significantly different)

.. It is a rejection that there is an extent to which

.218
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APPENDIX E, (b)

CALCULATION FOR THE SIGNIFICANCE ¥OR COOPERATION BETWEEN THE
CURRICULUM DEVELOPER AND THE INSPECTOR

Curriculum | Inspector
| developer
60 85
X
6 8.5
X )
- 2.49 1.35
S
10 - 10
n .
'I:IO . cd =
H, : cd
‘X = Sum of scores B
X = mean
S = standard deviation , B
n = number of titles - - o=
Xcd - Xrl . ¢ » 6 . _- 8-5
s’ cd + E} 6.20 1.82
ny n; ' 10 10
= -2.5 Y
o = 2.79 (Calc.)
;04896 o S
. ) 2.79 > I—— 4979
- 99% - 1
-2.76 . 2-76 ' Z calculated > % tabulated“

The results reject that théie is any relationship betweén 

the curriculum developer and the inspector; that is there is "

no cooperation between them. - L
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APPENDIX F,

STUDENTS RESPONSE ON THE QUESTIONNAIRE

Item Yes No
’ - NoG. % No.

. ¥ - - ’
Attitude - 62 - 44 78 56
1. 1 need to study music :
2. 1 learned music before 14 10, 126 90

training B i i
Evaluation 10 7 130 93
3. I understand music ’

lessons

Teaching-learning e :
Materials ) 0 0o - 140 100

4. I have a music book .
which is a college 4 ‘ 3 136 97
property o :

5. I have a music book of
ny own

Attitude

6. I can play musical 30 21 110 79
instrument o

7. I am a member of 74 52 48 69
college choir

8. I am a member of 76 54 64 46
African dancing froupe.

9, I dance to.....~ 132 94 8 6

Evaluation

10. I want a music. ..
examination to be ' 0 0 140

introduced . 1 100

Total No. of students = 140 (100%)
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APPENDIX F,

RESPONSES OF STUDENTS WITH SPECIAL INTEREST TO MUSIC

R |

Students with specialAinferest to music gave their views on

their need to study music'which merited as follows:

1. . Further studies. o o o 32 100%

2. To make music as an option
teaching subject 29 920%

3. To make music a specialty .. 24 - 75%
4, For interest to acquire knowledge

.to transcribe songs of tribal _
dances, choir songs and jazz band

music 22 69%
5. Acquire knowiedge which can enable :
-us to read music pieces 18. 56%

_ Number of students with special interest to music = 32
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_APPENDIX G,

TRANSLATION OF LETTER OF PERMISSION FOR CONDUCTING RESEARCH
Cables: EDUCATION, DAR ES SALAAM MINISTRY OF EDUCATION ~~.%
TELEPHONE 27903 & 21211 P.O. Box 9122 ’

In reply please quote DAR ES SALAA% ?{

"REf. No. EDI/A3/10746 .- 5/10/1988

Madam B.H. Mende - Wy
Institute of Curriculum Development I e
P.O. Box 35044

DAR ES SALAAM

Madam,
Ref: PERMIT FOR CONDUCTING RESEARCH

Refer your 1letter Ref. ©No. IE/PF/206/89 of 4/10/88
concerning your request to conduct a research 1in music
education in the teacher training colleges in this country.
I am happy to inform you that training colleges in this
country. I am happy to inform you that with this letter the
Ministry of Education has granted you permission to conduct
the research. principals in the following teacher training
colleges should assist you to effectlvely conduct- your
research. -

1. The Prlnc1pal Butimba Teacher Training College
2 . 1" " Tabora " n
3. n woo Mpwapwa . " B "
Morogoro " " "
Kleruu Ll " "
Songea n ) n "
Korogwe i " n
.. ) - ) *
-~ Also Regional”"Education officers in the respective
teacherrxraining colleges should assist you accordingly:

I wish-you all the best. in your research.

Sgd: C.J. Hongoke

for PRINCIPAL SECRETARY
c.c. R.E.O.'s - Mwanza, Tabora, Mofogoro, Iringa Songea (to
. be sent by the researcher) '
"D.E.O.'s - Korogwe, Mpwapwa (to be sent by the
researcher)

QUOTATION OF REF. NO. ESSENTIAL
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