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ABSTRACT

The purpose ofthe study is to find out the extent to which teachers faithfully

commit themselves to the fidelity approach to curriculum implementation in transacting

the Core English curriculum.

The main design used in the study was descriptive survey. The study covered all

the seven public senior secondary schools in Sunyani District in the Brong Ahafo region

ofGhana. The sample comprised 150 students and all the 31 teachers of English. The

number of students selected from each school (SSS 3 students) was a proportion of the

total number of students drawn for the study.

The researcher used a questionnaire as the main instrument for data collection.

This main instrument was triangulated with a classroom observation.

The findings show that the teachers had the requisite qualification to have

faithfully implemented the Core English programme with a high degree of fidelity. The

findings. however, indicate that the teachers did not faithfully commit themselves to the

fidelity approach to curriculum implementation in transacting the core English

curriculum. The study therefore reveals a very minimal degree of teachers' commitment

to the fidelity model in the implementation process.

Teachers' non-rommitment to the fidelity model of implementation could be

attributed to a number of filctors. Among these filctors are teachers' non-involvement in

core English programmes that could enhance delivery and learning, lack of clarity about

certain aspects ofthe curriculum and inavailability ofcurricular materials - teacher's

marwaI • that could help tnmsact the curriculum.
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CHAPTER 1

INTRODUCTION

Background to the Study

The term ·'Curriculum" is historically traced to the Latin word "curere", which

means "running course" or "·race course" (Connelly and LantL 1991), At present it IS

used as a metaphor to describe some notion of a course of events Since there is no single

course ofevent in the school. the word '''curriculum'' has taken on many meani ngs

(Jackson, 1992). Sometimes it is narrowly defined to imply a subject of study and another

time it is broadly described to include every aspect of an educational set up (Tamakloe,

1992)

In many instances. the word curriculum IS used whenever education comes under

discussion. Lewy (1991) admits that educational processes of any type cannot be fully

described without referring to their curricular components. Lewy described educational

process to imply dealing with specific curricular contents These curricular contents,

according to hi~ include items of information and knowledge, feelings, values and skills

that help individuals to fulfil socially endorsed roles and tasks The curricular contents

that invariably constitute the educational process make the curriculum the heart and soul

of the study ofeducation (Huebner in Robison, \966)

The relationship that exists between education and curriculum means in practical
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sense that curriculum is as old as education. However, the lerm 'curriculum' as a field of

study or as a scholarly inquiry is a twentieth century development (Lewy, 1991).

The scope ofthe curriculum was previously limited to relative weight of

individual subjects in a school programme and the selection of topics to be included in

the syllabus. Currently, however, the scope of curriculum theory has gradually expanded

to include the process ofcurriculum development, curriculum implementation (which is

the focus of this study) and curriculum evaluation.

Curriculum development deals with the selection and statement of objectives,

selection and designing oflearning activities; the organisation of the learning activities;

and the evaluation of objectives (Tamakloe, 1992; Wheeler, 1967) The selection and

organisation ofobjectives is usually based on a thorough assessment of needs, purposes

and resource materials of the people for whom the curriculum is designed. The

curriculum becomes a document or a programme after it has been completely designed If

it becomes a document then it reaches the stage of irnplementation

Curriculum implementation is the process of putting a document or an

instructional programme into practice (Fullan, 1991) The source of the design of lhe

curriculum or document detennines the kind ofapproach to its implementation

In a situation where an individual or a teacher designs his or her own curriculum, it is he

or she who gives meaning to it The teacher, in the implementation process, is not bound

to filithfully implement it because he or she is the creator of the curriculum and can easih

modify it.
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An individual or a society may adapt a cuniculum either because it is too

expensive or time consuming to develop one. A curriculum may also be adapted when

there is evidence of its successful implementation, When it becomes necessary to adapt a

curriculum, the aims. content selectio~ content organisatjon~ learning experiences and

resource materials have to be modified. In view ofsuch modification. the curriculum

cannot be faithfully implemented to the leller because it has to be modified to suit the

society for which the cuniculum was adapted

In a centralised educational system like that of Ghana, cuniculum experts

centrally plan the cuniculum. They design it in the way they think best. The designers

therefore expect the curriculum implementers to faithfully implement it the way it has

been designed.

In the design of the curriculum. the goals and objectives, the content, the

suggestions for teaching and learning activities are all clearly illustrated in the syllabus

These components of the curriculum or syllabus constitute a model that must be

implemented with a high degree of fidelity The role of the teacher, who is the consumer

of the curriculum, is to read the document and sometimes attend an in-service training

programme in order to acquaint himself with the properties of the curriculum

There is a general assumption that the more the teacher acquaints himself ..... ith the

properties of the curriculum the more effective the implementation would be (Gross et al

1971; Hall and Louks, 1982, Snyder et al 1992) Many researchers hold the view that

any professional teacher worth his salt should be able to read the document and

implement it with a high degree of fidelity (Gross et al 1971, Snyder et aI 1992) It is
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also assumed that any document that is not faithfully implemented is not really

implemented.

Curriculum implementers adopt what is termed as the fidelity approach to

curriculum implementation when they implement it to the letler The fidelity approach to

curriculum implementation is therefore the determination of the degree of

implementation ofa programme in terms of the extent to which actual use corresponds

faithfully to the kind of use intended by the designers (Fullan. 1991. Fullan and Pomfret.

1977)

The present study focuses on the transaction of the Core English curriculum

within the ftamework of the fidelity approach. The Core English curriculum is centrally

designed because in terms ofcurriculum design. Ghana operates a centraJised educational

system

In the design of the curriculum for Core English. the aims and objectives. content.

methods and suggested ways of transacting it are clearly illustrated in the syllabus The

syllabus is then handed over to the teacher after its properties have clearly been defined

Since Ghana operates a centralised educational system. the syllabus and other curricular

materials like the textbooks bind the teacher It is therefore assumed that the teacher will

implement the curriculum with a high degree of fidelity If the teacher implements it Lo

the letter, then ODe will proudly say that the Core English curriculum is really

implemented.

In the face of disappointing SSSCE results in Core English, however, the

researcher is very uncertain if the transaction of the Core English curriculum is fidelity
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oriented. The researcher is, therefure, interested in finding out the extent to which

teachers of Core English faithfully implement the Core English curriculum

Statement of the Problem

The implementation of the new educational reform in Ghana took otT in 1987

The implementation began with the junior secondary school programme. The intensive

implementation of the senior secondary school programme began in 1990 and the first

batch of the SSS students graduated in 1993

The results ofthe SSSCE. particularly in English language. were really

disappointing. The most discouraging results evoked adverse comments and criticism

from the generaJ public and from the media The focus of the adverse comments was on

the structure of education and the implementation of the reform programme

Following the negative comments from the concerned citizens of the country and

well-meaning educationalists, an Educational Reform Review Committee (ERRC) was

inaugurated in July 1994 The aim of the committee was 10 help improve the quality of

education.

Notwithstanding the work ofthe ERRC, there ",as still a do","ward trend in

candidates' performance in Core English. The Chief Examiners' Report on SSSCE

described the 1994 SSSCE results in Core English as '"abysmally obtuse" (p I) In 1995.

the Chief Examiners' Report showed that the downward trend in candldat"'· performance

in English continued. Today. the Chief Examiners' Repol1 on the SSSCE results is not

different from the previous ones, The report continues to describe candidales'

performance in English language as abominable
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The continued downward trend in the perfonnance of candidates in the SSSCE in

general and in English language in particular has become a public concern. In order to

meet the aspirations ofthe general public, a 28 member committee was charged with the

complete review and overhaul of the entire educational system (Opoku, 2002) The

committee was asked to come out with plans, suggestions and recommendations to

enable the government to act promptly to remedy the shortfalls in the educational system

In the face of the continued disappointing SSSCE results, and the various attempts

made by governments at different periods to review and overhaul the educational system_

one becomes doubtful if the reform programmes were really implemented as designed

The programme, it is assumed, could have been really implemented if the implementation

was fidelity oriented (Snyder et al. 1992)

The measurement of the degree of implementation of an instructional programme

with fidelity orientation becomes necessary when there are signs of disappointing rcsulls

of the refonned programme The continued disappointing results of the SSSCE in Core

English, therefore, serve as a necessary condition for the measurement of the degree to

which teachers orCare English implement the Core English programme The researcher

is, therefor~ interested in finding out whether teachers of Core English were

implememing the Core English curriculum within the framework of lhe fidelity appro :Ii

to curriculum implementation.

Purpose of the Study

The purpose of the study was to find out how Core English teachers in Sunyani

District in the Brong Ahafo Region of Ghana were implementing the Core English
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syllabus for Senior Secondary Schools.

The study is specifically to find out whether Core English teachers were

implementing the cumculum with a high degree offidelity. This specific purpose called

for the analysis ofCore English curricular materials in terms of aims and objectives.

content, tasks and activities and the suggestions for teaching the syllabus.

Research Questions

The following research questions were designed to guide the research

I. What level ofqualification have the teachers attained to enable them to effectively

implement the Core English curriculum?

2 What specific curricular materials do the teachers have access to in the

implementation of the cumculum for Core English?

3. To what extent do teachers use the available curricular materials')

4 To what extent is the teacher acquainted with the properties of the Core

English cuniculum?

5 To what extent do teachers participate in planned Core English programmes

to enable them to improve their instructionaJ delivery and learning')

6 What is the teacher's perception of the 31ms, content and tasks and

activities of the Core English curriculum?

7

8

9.

How many times per month does each content area receive treatment 'J

Which teaching strategies of the content areas do teachers frequently use

during teaching, learning and testing procedures?

What are the reactions of teachers to the sequential arrangement of
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topics and teaching and leaming activities in the syllabus?

10. What teaching method do the teachers lay emphasis on in the teaching­

learning situation?

11. To what extent do teachers follow the guidelines suggested in the

syllabus in assessing the students?

12. To what extent do teachers use the evaluation exercises recommended in the

syllabus in evaluating the lessons ofeach unit ofinstruetion?

Significance of the Study

The problem under investigation is very important It is important because it seeks

to find out whether the implementation of the Core English programme is fidelity

oriented in the face of the continued downward trend in candidates' performance in Core

English·

The results ofthe study, it is hoped, would help inform policy makers about the

trend ofissues in the implementation process It would therefore help redirect policies

towards the implementation of the reformed programme

Furthermore, the results would help intluence the implementation process Based

on the results, more anention would be given to the areas that are lagging behind

Finally, the findings of the study would contribute to the theory of fidel ity

approach to curriculum implementation since some of the findings might either agree or

contrBdiet the previous findings in the literature
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Delimitation

The study is confmed to issues relating to Core English teachers' faithfulness to

the suggested principles in the syllabus in the implementation of the Core English

syllabus for Senior Secondary Schools (GES 1998).

The respondents ofthe study comprised all teachers ofCore English in all the

seven public senior secondary schools and one hundred and fifty students drawn from the

selected schools in Sunyani District in the Brong Ahafu Region. The choice of Brong

Abafo Region was dictated by a general low perfonnance of students in the region and

the researcher's desire to contribute to the academic improvement in the region.

Operational Definition of Terms

The following words may not be familiar to readers. They are therefore defined

to aid readers.

Fidelity APl'roach or Persoective

This term is used generally to refer to the faithfulness of teachers to a plan.ned

curriculum in implementing a progranune. The tcrm is specifically used in this study to

refer to tbe commitment ofteachers to the principles underlying the curriculum in

transacting the Core English curriculum.

Fidelity Model oflmplementation

This term is used to refer to the underlying principles of the Core English

curriculum. It is the totality of the suggested principles of how to present the Core

English curriculum (Snyder et al 1992).
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Core English

It is a subject that is required of all the students at the SSS level regardless of

ability, social status, or vocational plans (Smith et aL 1957).

Curriculum

It refers to all the experiences one has under the jurisdiction of a school (Lewy,

1991). In this study, it means an organizing document that covers the full range and

organization of suhject matter and suggested ways of implementing it in the classroom

(Eash, 1991). The term curriculum is used interchangeably with syllabus.

I!!!plementation

Lewy (1977) defines implementation as the "open use of a programme throughout

an entire school system" (p.22). In this study, implementation is used to refer to the

execution of the Core English curriculum or syllabus in accordance with the suggested

principles laid down by Ghana Education Service (GE5).

Curriculum Transaction

It refers generally to the translation of a curriculum in a real classroom situation.

It refers specifically to the translation ofthe Core English curriculum in the real

classroom situation.

Sminr SecondaIy School

It is the name of the second cycle institutions in Ghana. It is a 3-year post Junior

Secondary School course. The abbreviation 5.5.S. is used extensively in tbis work.



11

Organisation oftile Study

The study is organised into five chapters. Chapter one is the introduction. The

issues discussed in this chapter include the background to the study. the statement of the

problem, the pmpose and significance ofthe study. delimitation and the operational

definitions ofterms as well as the organization of the study.

Chapter two focuses on the review ofliterature related and germane to the study.

The views, findings and suggestions made bY earlier researchers on the topic of the study

were reviewed to support the points raised in the study.

Chapter three discusses the methods that were adopted in collecting and analysing

data In this chapter, the population, the sample and sampling procedure are described

together with the instruments used to collect data

Chapter four fucuses on the analysis ofdata and discussion of findings of the

study.

Chapter five dwells on the summary. conclusions and suggestions for the effective

implementation of the progranune.



CHAPTER 2
\

REVIEW OF RELATED LITERATURE

An Overview

Curriculum innovation is of vital importance in any educational system because

of the dynamism of society. In a different period, the philosophy, values, objectives,

among others, that are embedded in the curriculum and to be transmitted from generation

to generatlon may no longer, with the passage of time, be cherished This may call for a

modification of one or mOTe of the components of the content and structure of the

educational system with the aim ofsustaining socially valued behaviour

The modified or reformed curriculum, which is considered as a plan, a

programme or a finished product, is then placed in the hands of the classroom teacher for

implementation. The level of the implementation depends on the teacher's commitment

to the plan in the implementation process

The classroom teacher. who is the consumer of the cuniculum, therefore,

determines, to a large extent, the degree to which the instructional programme is really

implemented It is therefore worth looking at the teacher's level of commitment to the

underlying principles of the curriculum, otherwise known as the fidelity model of

implementation.

The chapter starts with a discussion of the conceptual base of the study It then

examines the methods and findings of studies into curriculum implementation.. and

12
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concludes with an outline of the characteristics of the Core English curriculum at the

Senior Secondary School level.

Conceptual Base of the Study

The present study falls within the theoretical framework of curriculum

implementation. Implementation is the "'open use of a programme throughout an entire

school system" (Lewy, 1977, p. 22). Curriculum implementation, on the other hand, deals

with a planned instructional programme (Tamakloe, 1992).

There are three degrees of curriculum implementation, namely fidelity, adaptation

and enactment. These levels are also referred to as approaches or perspectives or

programmed orientations (Snyder et al. 1992). These three levels constitute a continuum

The fidelity approach and curriculum enactment are at the extreme opposite ends.

Mutual adaptation represents a mid-point on the line These approaches have ditTerent

underlying assumptions but they all relate to curriculum knowledge, curriculum change

and the role ofthe teacher

The Fidelitv Perspective

The Fidelity Orientation, as the label implies, is concerned with the measufPment

ofthe degree to which a particular instructional programme is faithfully implemented as

planned (Fullan and Pomfret, 1977; Fullan, 1991; Snyder et al. 1992) It is also interested

in determining the factors that facilitate or inhibit the implementation process

Researchers ofthe fidelity approach or programmed orientation view curriculum

as "something concrete, something that can be pointed to, something that can be
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evaluated to see if its goals have been accomplished" (Zumwalt. as quoted in Jackson,

1992, p. 427). This study therefore assumes that the Core English curriculum is a

programme, concrete and can be pointed to, implemented and evaluated Its degree of

implementation can therefore be measured to find out if the implementers have faithfully

followed it as planned.

The teachers who are the consumers of the curriculum can implement it to the

letter under certain appropriate conditions There must be dear and consensual goals The

teachers must have professional training (Stanley and Shores. 1957. Wilkins. 1974) The

implementers must also attain the appropriate skills and knowledge in their subject areas

(Gross et al, 1971) Furthermore. the documents that specify and interpret the content of

the programme - the syllabus. the textbook, and the teacher's manual, among others­

must be readily available (Baller, 1991, Eash, 1991, Hawes, 1979) Snyder et a1 (1992)

add that a clearly defined innovation makes those charged with implementing it know

exactly what to do. The fidelity of the teacher to the curriculum implementation therefore

depends mostly on those conditions.

In analysing the reality in the classroom, Berman (] 981), Fullan and Pomfret

(1977) and Hall and Loucks (1977) admit that minor variations might be tolerated. but

caution that the emphasis should clearly be on ensuring that practice conforms to the

developer's intentions. When practice confonns to the developer's intentions then the

degree of implementation can be measured.

The measurement of the degree of implementation with the fidelity orientation

becomes necessary when there are signs ofdisappointing results of innovative

instructional programmes. It also becomes necessary because the mere adoption of an
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innovation does not guarantee full implementation (Hall and Louks, 1978). Thus, the

measurement of the degree to which teachers of Core English implement the Core

English curriculum becomes necessary in the face of continuous disappointing Senior

Secondary School Certificate (SSSCE) results in Core English

Assumptions under the Fidelity Perspective

The underlying assumptions of the fidelity approach to curriculum

implementation relate to curriculum knowledge, change and the role of the teacher

The advocates of this theory assume that curriculum experts primarily create

curriculum knowledge outside the classroom for teachers to implement in the way the

experts have decided is best (Snyder et a1 1992) This assumption is practicable only in a

centralised educational system like that afGhana's. In such a system, the curriculum is

centrally designed and distributed to teachers in the various institutions for

implementation. This assumption does not therefore hold in a decentraJised educational

system like that of England 's where the teacher has every right to deSIgn his own

cuniculum and implement it.

The second assumption states that curriculum change is a rationa~ systematic and

linear process. The more the curriculum team and implementers identify the factors thaL

either facilitate or inhibit the smooth operation ofthe linear process, the better the

administration ofthe process (Fullan 199 I, Gross et a! 1977, Hoyle and Bell 1972)

The fina! assumption under the fidelity approach relates to the role of the teacher

The role of the implementing teacher, the advocates assume, is one of a consumer who

should follow the directions and implement the curriculum as the experts have designed it
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(Snyder et aI. 1992). The degree of success of the implementation of the curriculum is

therefore attributed to the degree offaithfulness or fidelity ofthe teacher to the way the

curriculum was intended to be implemented.

Mutual Adaptation

The second approach to curriculum implementation found on the continuum is

mutual adaptation. Mutual adaptation involves the modification ofa course of study by

both the developers and the implementers. It is defined as a process whereby adjustments

in a curriculum are made by curriculum developers and those who actually use it in the

school or classroom context (Fullan and Pomfret 1977, Snyder et aL 1992)

Mutual adaptation represents a mid-point of the implementation strategies Its

scope is not, however, clear because it has no clear cut boundary with the fidelity

perspective and it merges with the curriculum enactment. It is therefore referred to

sometimes as mutual adaptation with fidelity orientation and at another time as 'pure'

mutual adaptation.

Researchers with mutual adaptation orientation are not interested in measuring the

degree to which the innovation is implemented as planned, but they are interested in

studying how the innovation is adapted to suit the situational context. These researchers

view curriculum as something adapted and shaped by the situational context

Assumptions under the Mutual Adaptation

The advocates of mutual adaptation assume that curriculum knowledge resides in

the outside expert who develops the curriculum to be adapted by teachers to the
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situational context (Fullan and Pomfret 1977, Fullan 1991, Snyder et aI 1992) It is also

assumed that a true believer of adaptation considers both the external source of

knowledge and tbat knowledge which resides in practitioners, as a group or as

individuals

With regard to curriculum change. the advocates assume that change is a more

unpredictable, less linear process with a mOTe active' consumer' at the end of the process

(Snyder et aI. 1992)

According to Fullan and Pomfret ( 1977). those true believers of mutual adaptation

view the role ofthe teacher as more central. because he needs to help create the

curriculum to suit the classroom context The assumption under the mutual adaptation

with fidelity orientation is that the role of the teacher IS to shape the curriculum to meet

the demands of local context

Curriculum Enactment

The third and the last approach to curriculum Implementation at the extreme end

of the continuum is curriculum enactment Cumculum enactment means. ""The

educational experiences jointly created by student and teacher'· (Sn~der et al 1942. p

418) Researchers with curriculum enactment orientation are interested In d~f1blng hI)' ..

the curriculum is shaped as it is implemented They are also interested In d~ribing hCl'-"

the teacher and student in specific settings experience the currIculum Teachers and

students are therefore creators of the curriculum rather than pmnary r~l\er') of

curriculum knowledge (Fullan and Pomfret. 1977)
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Since curriculum enactment does not allow for varying degrees of

implementation, it is irrelevant to the discussion ofthe measurement of the degree of

curriculum implementation. Its interest lies in the meaning that both the teacher and

student give to it.

Assumptions under Curriculum Enactment

The underlying assumptions of curriculum enactment also relate to curriculum

knowledge, curriculum change and the role of the teacher The advocates of this approach

assume that knowledge is an ongoing process and not a product or an event (Jackson,

1992)

The advocates assume that curriculum change is a personal developmental

process for both the teacher and the student The role of the teacher, the researchers

assume. is to grow ever more competent in constructing positive educational experiences

(Jackson, 1992) The teacher's role is viewed to be integral to the implementation

process. It is both the teacher and student who give form to the curriculum in the

classroom or else there will be no curriculum (Snyder et al 1992)

The above three models of curriculum implementation are all concerned with the

implementation of an instructional programme Snyder et al. (1992) argue, however, that

to speak ofa curriculum being 'implemented' implies there is a plan to be carried out bv

teachers_ Researchers therefore restrict the expression "'curriculum implementation" to

the context of fidelity orientation more than mutual adaptation and curriculum enactment

Since the Core English curriculum is a programme to be carried out by teachers,

its implementation must be restricted to the context of fidelity orientation. The review of
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previous studies on the degree of implementation of an instructional programme will

therefOre have direct bearing on the present study - the transaction of the Core English

curriculum within the contex! ofthe fidelity approach to curriculum implementation­

more than both mutual adaptation and curriculum enactment

Studies under the Fidelity Perspective

The seemingly disappointing results of the implementation of instructional

programmes in America and Britain in the 19705 became a critical concern for many

researchers. The researchers established that those innovations that failed were those

inadequately implemented (Gross et al 1971) They attributed the inadequale

implementation afthe instructional programmes to the lack of curiosity about what

happened to an innovation between the time it was designed and various people agreed to

carry it out and the time the consequences became evident (Fullan and Pomfret 1977;

Snyder et aI. 1992)

The consequence ofthe concern raIsed by the earlier researchers brought about a

variety of studies designed to ascertain the reality of the implementation of the

instructional programmes before declaring them successful or othemise Snyder et al

(1992) admit, however. that research on curriculum implementation is a relatively recent

phenomenon because the tenn 'implementation' is not found in the early literature

One oftbe earliest and often cited studies was the one carried out by Gross,

Giacquinta and Bernstein in 1971 in Cambire Elementary School in New York The study

was labelled cataJystic role model and it demanded a radical redefinition of the role of the

teacher (Snyder et al 1992). The study was prompted by the several repons of failed
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programmes designed to provide equal educational opportunities for disadvantaged

students.

The researchers were interested in detennining '1he extent to which

organizational members have changed their behaviour so that it is congruent with the

behaviour patterns required by the innovation" (Gross et aI. 1971, p. 16) The programme

was then handed over to the staff after it was designed. There was no resistance on the

part of the implementers.

Gross et aI. (1971) adopted an approach, which was both quantitative and

qualitative. They analysed the necessary documents to describe the new catalystic role

model. The developers ofthe documents were also consulted Based on these analyses an

observation instrument was developed to include twelve indicators of teaching behaviour

that should be present if the teachers were really implementing the innovation. The

implementation took a period offive months They observed that the degree of

implementation varied from one teacher to another

Their findings iodicate that both quantity and quality of implementatioo were low

as the staffwas only paying lip service to the innovation The researchers attributed the

minimal degree of implementation to several factors among which are lack of clarity

about the innovation, lack of skills and knowledge needed to confonn to the new role

model, lack of motivation and unavailability of required instructional materials

Berman and McLaughlin (1976), Hall and Loucks (1976) and Arthur (1999) have

carried out similar studies Berman and McLaughlin carried out research on four

federally funded programmes in Califurnia from 1973 to 1977, which were collectively

named as The Grand Change Agent The study focused on promoting change in the
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practices of schools and variety of innovative practices that included classroom

organisation, reading programmes, bilingual and career development programmes The

study was divided into two phases with Phase I ( 1973 - 1975) concentrating on a national

survey, and Phase II (1975 - 1977) focusing on the fate of the innovation as funds ran

out. The instruments used were questionnaires and interviews

After the analysis of data gathered from respondents, it was generally concluded

that there was a failure of implementation and institutionalisation of innovations Such a

failure was attributed to the fact that the programme sponsors did not adequately deal

with local political and organisational circumstances (McLaughlin, 1976) Speci fically, it

was concluded that "successful implementation is characterized by a process of mutual

adaptation" (McLaughlin, 1976, p. 340) It was out of this study that the concept 'mutual

adaptation' emerged

Hall and Loucks (1976) carry out a study that Fullan and Pomfret (1977) describe

as '1he most sophisticated and explicit conceptualisation" (p 335) of the fidelity

approach in detennining the degree of implementation

Hall and Loucks (1976) develop the concept of 'concerns' to describe individuals'

perceptions, feelings, motivations, frustrations and satisfaction in the course of the

implementation stages. The concerns ranged from stages zero to six (awareness,

informatio~ personal, management, consequences, collaboration and refocusing

respectively)

The researchers developed a sample of a research instrument based on the stage,

ofconcerns. Some open-ended questions requested individuaJs to write aboul (heir

concems_
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In ordertD detennine the level ofuse (LoU) of each stage of concern, Hall and

Loucks generated a list of eight levels of behaviour indicators. These eight levels of use

ranged from level zero to level seven (Non-use, orientation.. preparation, mechanical use.

routine, refinement, integration and renewal respectively) In their analysis, they

correlated a focused interview with direct observation.

Their findings indicate that it is only when teachers are using the innovation in a

routine manner that one can confidently say that the innovation has been implemented

The implication oftheir findings is that an instructional programme can really and

essentially be implemented when the level of use is at the routine stage

Arthur (1999) has carried out one of the latest studies on the measurement of the

degree of the implementation of an instructional programme in the Ashanti Region of

Ghana. Arthur wanted to ascertain the degree of the implementation of the Core English

curriculum The focus of Arthur"s work was on the extent to which teachers us.e the Core

English syllabus in planning their lessons. the extent of coverage of content areas and the

extent of use of students' activities and methods of teaching The instruments the

researcher used to gather data were questionnaires. which VYere supplemented with

observation, thus., making the study both quantitative and qualitati ...·e

The findings of her study indicate that majority of the teachers did not always- -

plan their lessons within the framework of the syllabus s<:nt to the schools She also found

that most content areas were not adequately taught Arthur (1999) further concludes that

written exercises were less frequently assigned by the majority of the Senior SecondBI!

School Core English language teachers in most of the content areas, and finally the

teaching - learning strategies suggesting high pupil activities were usually aVOIded
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The various findings ofthe above studies need a (".ritical evaluation. Gross et al

(1971). in the catalystic role model, measured the degree of implementation five months

after the operation ofthe programme. It however. takes three to five years before one can

determine teachers' level of use at the routine level and therefore the appropriate period

for the measurement or evaluation of the degree of implementation (Hall and Loucks.

1982). The implementers also viewed the study as temporal since they were not certain

whether they would be reappointed as teachers to Cambire Elementary School (Fullan

and Pomfret 1977; Snyder et 01. 1992) Teachers who implement a programme in such a

situation may not have the boosted morale to execute the planned programme. It can

therefore affect the degree of implementation

In the measurement of the degree of implementation, the characteristics of the

curriculum must be operationally defined Berman (1981) and Fullan and Pomfret (1977)

criticise Hall and Loucks (1976) for using weak measures of implementation, self-reports

and instruments that were not based on operationally defined characteristics of the

curriculum.

Arthur (1999) defines the characteristics of the syllabus to include the coverage uf

content areas, students' activities and methods of teaching. In her study, the

characteristics of the syllabus were, however, not operationally defined because they

were not clearly delineated The principles in the syllabus that constitute the fidelity

model of implementation upon which her findings could be based were lacking

Funhermore, she used certain behaviour indicators that were not based on the syllabus

It is worth noting that teachers can be implementing an instructional programme

by covering a greater amount of content areas and giving out activlties to students as
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expected but whether they are more faithful and committed to the principles underlying

the fidelity model of implementation may still remain questionable Many researchers

have neglected research on this particular area and therefore needs a critical examination

This present study is therefore concerned with finding out teachers' commitment to the

fidelity model in transacting the Core English curriculum

The Characteristics of a Core Programme

The study ofthe characteristics ofa core programme is of vital importance since

the subject under study, 'the extent of teachers' commitment to the characteristics of the

Core English programme; is itself a core programme The measurement of the degree of

teachers' commitment to the fidelity model of implementation of a core programme

requires an in-depth knowledge and understanding of the programme itself and the

essential features that characterize it

Elbaz (1991) observes that teachers' participation in core programmes ensures

that they become familiar with the essential features of the programmes and carry them

out as planned. Teachers' non-participation in the development of core programmes

results in many courses collecting dust (The Department of Superintendence. 1936,

Tyler (1991) admits that the present day usage of the term' core programme' is

very confusing. This confusion has been attributed to the continuing development of new

divisions wjthin subjects, the changing interests of students and the fact that a subject title

does Dot define the things being taught (Tyler, 1991) The question that arises is What is

the composition of a core programme?
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The actual composition of subjects varies. Some ofthe subjects are correlated or

fused together based on their common themes and are taught by a single teacher An

example of such subjects is Social Studies, which comprises history, geography,

economics. civics and sociology

Core English is, however, one of the separate subject cores, like Mathematics, that

requires individual teachers to handle them. The essential components of the core

programmes at the secondary school level are English language, Mathematics, Science

and Social Studies Each has its own peculiar features

The essential features of the Core English language are the development of

''understanding and skills in the use oflanguage in speaking., in listening., in reading and

in writing and for many purposes in which each age group can effectively utilize

language" (Tyler, 1991. p. 176) The other aspecl of language such as artistic work,

appreciation ofnaturaJ phenomenon or event that lends itself to the teaching ofaffecti\e

domain is literature. Both English language and literature are required of all students

because they are believed to be essential for all members of the society regardless of

ability, social status, or vocatiooal plans (Smith el aJ 1957)

In a nutshell, the components of a core progrannme differ depending on the

available daily living skills at a particular time. The Core English language, as a separate

subject core has, however, its internal components as the skills, vaJues and principles of

speech, writing, listening and reading coupled with the appreciation of artistic work
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The Curriculum at~eniQr Secorl!!l!!:LSJ;hQQ!J.~el

1be definition ofa curriculum varies but its importance In the study of education

is overwhelming. Huebner. in Robison (1966). perceives the cumculum as the heart and

soul of the study ofeducation. The importance of the curriculum is very well experienced

when it is defined in terms of intended learning experiences and In terms of means to

achieving ends (Connelly and Lantz. 1991)

Curriculum as intended learning refers to the knowledge or content ,..,k iI I,.

attitudes and behaviours that students are supposed to learn in school The tasks,

activities and methods are the means to achieve these mtended learnings

With regard to what is to be learnt and ho", it should be learnt, one can dedu(c IhI:'

definition of a curriculum It can therefore be deli ned a..... an organlsln¥ documenl

(syllabus) with intended outcomes that arc LO be aChlC\cd through a learner's tasks and

activities

Curriculum in general 13 a plan lin IC.<ll:hln~ dlhj karnmg. h rvrnprl'>t:' ... y, IId 1 I'" I',

be taught. how it should be taught and ""hat I... l:\pected to achle .... e Teaching and It:arnlnL!

are geared toward the achievement of Intended goab Tht:~ Intt:11ded !!oab rna' l:lther ht:

ultimate. mediate or pro:\imate (""herlt:r, J9{)7 i

According to Wheeler (1%7). ullimate goaJs. are general and remote In nature

They are. according to him., statements of desirable ach. feelings.. altitudes. and

knowledge inlegnded in a pattern and e,hlbned In appropn31t" ~tuallon ..
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The major aims ofteaehing Core English are also general in nature. They are to

reinforce language skills and competencies ofthe learners, improve their communicative

competence, develop their creative potentials, and raise their level of proficiency and to

prepare thern to function effectively in the society (GES, J998). These statements are too

broad and therefore oflittle significance in the classroom

The second level ofgoals comprises mediate goals, which Wheeler (1967) has

described as the patterns of expected behaviour at the various stages of the educational

cycle These mediate goals are termed as general objectives in the Core English syllabus

The general objectives ofcomprehension., for example, are to develop the use of various

skills and techniques for effective reading.. acquire the skills both to answer

comprehension questions and use the forms and know the various functions in any given

situation. The general objectives of composition writing are the development of skills for

writing and making use ofthese skills in writing a variety of topics. Those of spoken

English are the articulation of various English sounds, knowledge of how to speak

English accurately and the appropriateness of stress and intonation usage in reading and

speech.

The general objectives of the literature component are the understanding and

appreciation ofthe forms oforal and written literature, the use of literary works, and the

development of love for creative writing (GES, 1998)

Both ultimate and mediate goals are very difficult to be translated into particular

behavioural objectives. Wheeler (1967) admits this difficulty and suggests that ultimate

goals should be stated first before deriving and setting up proximate goals so that specific

behavioural objectives can be planned at the classroom level
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Each component of content under each subject matter in the syllabus has its

mediate goals reduced further to specific objectives. These objectives lend themselves to

planning at the classroom level These are the learning outcomes that teachers expect

their students to demonstrate after every unit of instruction. They are therefore termed as

behavioural or operational objectives. An example of a behavioural objective of summary

writing in the syllabus is "students will be able to identify topic sentences and write out

paragraphs using only essential points" (GES, 1998, P 51)

Thus, Core English has been described to comprise ultimate, mediate, and

proximate goals and specific objectives Ultimate and mediate goals cannot be planned at

the classroom level unless they are reduced to proximate goals before lending themselves

to classroom level planning for the specific objectives

The Scope ofContent ofCore English Curriculum at the Senior Secondary School Level

Every subject of study in a school has its own curriculum or syllabus The various

structures of the subject show that boundaries between subjects are artificial. Social

Studies, for example, has history, geography, economics, civics and sociology as its

structures. These components show the scope of SociaJ Studies

The Core English curriculum at the senior secondary school level has two major

structures or components: English language and literature - that fonn the boundaries,

though fluid in nature, of the study ofCore English

'.The English language component of Core English comprises grammar/language,

essay writing, comprehension, vocabulary development, summary and speech work Each
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component comprises its own teaching strategies that are classified into knowledge and

understanding and the use of knowledge

Knowledge is the ability to remember or recall material already learned and

constitutes the lowest level of learning (GES, 1998) Understanding on the other hand is

'~he ability to grasp the meaning ofsome material that may be verbal, pictorial, or

symbolic" (GES 1998, p.xiv). The ability to use knowledge, according to GES, includes

the levels ofapplication, analysis, synthesis and evaluation

The teaching strategies under knowledge and understanding, referred together as

receptive skills, are learnt through listening and reading Those strategies under the use of

knowledge (productive skills) are also learnt through speaking and writing

The teaching strategies under grammar or language study that constitute the use of

knowledge are dialogue and the construction of original sentence. The rest - conversation

drills, pair drills, competition drills, substitution drills, transformation drills and blank­

space filling - also constitute knowledge and understanding

All the teaching strategies under essay writing - discussion.. organizing unordered

string sentence into lucid paragraphs, debating in preparation to argumentative essay and

story-telling sessions in preparation to written work - are subsumed under the use of

knowledge. Those under comprehension, - silent reading, oral reading, linking

comprehension lesson with literature lesson and testing listening comprehension

constitute knowledge and understanding

With the exception of writing compositions on topics selected from specified

disciplines constituting use of knowledge, the rest of the strategies under vocabulary

development - making vocabulary with selected disciplines and encouragIng students to
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look up definition in dictionaries - fall under knowledge and understanding Summary

writing has all its teaching strategies - expressing themes in single sentences,

paraphrasing paragraphs and reducing passages to a third of original length while

retaining the mood - under use of knowledge except identifying themes of passages.

Speech work has pronunciation drill through modelling or repetition, contrastive drill,

and poetry recitals under knowledge and understanding whi Ie conversation, debating and

acting plays fall under the use of knowledge

The strategies of literature are the discussion of essential aspects emerging from

the passage, role-playing of characters, dramatization of important scenes These

strategies constitute the use of knowledge Its other teaching strategies ~ oral reading and

the identification ofliterary devices - constitute knowledge and understanding

Both English language and literature have common teaching strategies, which are

concerned with the acquisition of receptive and productive skills The applicat10n of these

teaching strategies is to enable the learner to acquire the skills. facts, principles, concepts,

techniques, devices, theories, rules, generalisations and knowledge that will enable

him/her to become an active member in the society

In all, this chapter has looked at the theoretical framework of the study, the

literature of the fidelity perspective and the general view of the characteristics of the Core

English curriculum at the Senior Secondary School level. It has given the outline of the

findings of previous studies to support the present study It has also illustrated the

characteristics ofthe Core English curriculum, its aims and objectives and the scope of

content



CHAPTER 3

METHOD OF DATA COLLECTION

An Overview

This chapter outlines the methodology used in the study The issues discussed in

the chapter include the research design. population. sample and sampling procedure. the

instruments used in data collection. administration of instruments and the procedure of

data analysis.

Research Design

The researcher used the descriptive survey method for the collection and analysis

of infonnation in order to answer the research questions. The descriptive survey method

comprises census and sample surveys. Whereas a census survey covers an entire

population ofintere~ a sample survey studies only a portion of the entire population

The purpose of using the descriptive sample survey was that the study focused on only a

portion of the entire population The census survey was not used because the study did

not cover the entire population It was therefore not suitable for the study

Population

The target population consisted of all teachers of Core English across the ten

regions in Ghana. All the Core English teachers were targeted because they were the

31
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consumers of the Core English curriculum Time constraint and inadequate resources,

however, compelled the researcher to use a sampling frame

The accessible population or sampling frame comprised all teachers of Core

English and form three students of all the seven public Senior Secondary Schools in

Sunyani District in the Brong Ahafo Region of Ghana. Once again time constraint could

not permit the researcher to include the fifty-three other public secondary schools in the

twelve other Districts in the Brong Ahafo Region

It is, however, noteworthy that the number of senior secondary schools in Sunyani

District formed 11.7 % of the total schools in all the thirteen Districts. This made the

sampling frame more representative All the Core English teachers were included in the

survey population because they were the implementers ofthe Core English curriculum

The curriculum exists because of the students. They are therefore 00­

implementers Some of the students were therefore selected for the study_ The selection

of students was limited to only form three students because the entire population of the

student body was very large The study was also limited to the form three students

because they had been involved in the implementation process for at least two and a half

years_ They could therefore provide relevant responses that related to the implementation

of the Core English curriculum as against forms one and two students

Sample and Sampling Procedure.

The sample size ofthe student population formed 13 g% of the total population of

the SSS 3 students. This percentage was based on the general thinking of many

researchers that the sample size to be selected for a study should be at least 10% of the
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population (Ary et al. 1972). One hundred and fifty (150) SSS 3 students were therefore

drawn fur the study.

Students were drawn from each of the seven secondary schools The high degree

ofdisparity that existed among the various institutions was considered before selecting

the students from each school. For instance, Sunyani Secondary and Twene Amanfo

SecondarylTechnical Schools, which were highly populated, were situated within

Sunyani Township. Sunyani Secondary School was a boarding institution whereas Twene

Amanfo SecondarylTechnical was a day school. The five other schools situated in the

surrounding towns or villages were day institutions except Sacred Heart Secondary

School, which was both a boarding and a day school The population ofeach school was

a measure~ to a large extent, of the available facilities and human and material resources

In considering the existing disparity among the various institutions, a proportional

stratified sampling procedure was employed in the selection of the students from each

school. A proportion of 0 138 or n 8% was used This procedure was employed in order

to make the sample more representative of the population

Distribution and Selection of Students

The distribution of students in the various institutions, the total number ofSSS 3 students

and the number of students selected for the study is presented in Table 1
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Table I

The distributiQn Qf students and the number Qf SSS 3 students selected

Name QfSchool TQtal number Total number TQtal number

of students of SSS 3 QfSSS 3

students students

selected

Sunyani Sec. SchQQI 1.568 455 63

Twene Amanfo Sec. Sch. 926 181 25

Sl. James Seminary Sec. Sch 582 156 22

Sacred Heart Sec School 46\ 71 10

NQtre Dame Sec. School 452 99 14

Odumaseman Sec SchooI 430 65 9

Chiraa Secondary School 260 53 7

TQtal 4,679 1080 150

--,.--- .-...

Distribution Qf Classes and the Selection of Students

In order to make every sample more representative the researcher considered the

number Qf classes in each department of each school before selecting the students. A

proportional stratified sampling procedure was then employed 10 select the students tram

each class. For example, a proportion 0[0,206 or 20,6% was used to select the sixty-three

students from the thirteen classes at Sunyani secondary schooL Table 2 shows the

distributiQn ofclasses in the various departments and the number of students selected for

the study.
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Table 2

The distribution of classes and the numbeLoLstudentsJlr;lwn from each school

~-~~.~----_._-- -------

Name ofSchool Total number

of classes

~-~~~~---- --------

Sunyani Sec. School 13

Tolal number of

students selected

63

Twene Amanfo Sec Tech

SI. James Seminary Sec Sch

Sacred Hean Sec School

Notre Dame Sec School

Odumaseman Sec School

Chir.. Secondary School

Total

7

4

5

4

4

4

4\

15

10

14

07

-- - -

150

Selection orCore English Teachers

In the selection of the Core English teachers for the study se....eral factors were

considered. Primarily, teachers OfeaTe English are the co-implernenters of the

curriculum. It was therefore important to include them in the study

Secondly, the number afCore English teachers in all the seven institutions varied

from one other. For example. the number of the Core English teachers at Odumaseman

Secondary School was two whereas that of Sunyani Secondary School was eight It was

therefore important to include all the Core English teachers in the study
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In ord... to oller the Core English tea<:he<s in all the seven public senior secondary

schools in Sunyani District equal and independent opportunity to be included in the

study, all the 31 teachers of Core English were selected Table 3 shows the number of

teachers selected for the study

Table 3

The distribution of teachers ofcore Englis.h in all the seven iJlstihJ1i(m~

Name ofSchool

Sunyani Secondary School

Twene Amanfo Secondaryrrechnical School

SI James Seminary Secondarv School

Sacred Heart Secondary School

Notre Dame Secondary School

Odumaseman Secondary School

Chiraa Secondary School

Total

Number of teachers

of Core English

6

6

3

31

Research Instrument

The most highly recommended research instruments for the measurement of the

degree of use of the fidelity approach in the implementation of an instructional
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programme are questionnaires, observation techniques. focused interviews and content

analysis (Fullan and Pomfret, 1977).

The lOcus of the present study is to measure the degree to which teachers ofCore

English were transacting the core English curriculum within the framework of the fidelity

approach. The instruments recommended by Fullan and Pomfret were therefore

appropriate for the study.

The reselfcher used the questionnaire (Appendix 1II and IV). which was

triangulated with the observation technique (Appendix V). The researcher found it more

appropriate to use the questionnaire because it could cover a large number ofrespondents

as well as subjects in scattered locations. The questionnaire could also guarantee

confidentiality since it is generally a self-report and thereby elicit more truthful

responses.

The questionnaire, as an instrument, has some inherent problems. For instance.

some of the questions could be misinterpreted due to JXKlf wording or differential

meanings ofterms. The respondents could also be giving only lip service to the

implementation, which might be reflected on their responses to the questions. 1ms might

not give the true reflection of the degree of implementation.

Observation was also employed because it allows the description ofteaching and

learning behaviour as they occur naturally (McMillan. 1996). Fullan and Pomfrct (1977)

also describe it as the most vigorous technique in the measurement of the degree of

implementation ofan instructional programme like that of the Core English programme.

The researcher. however, paid critical attention to the potential Iirnitations of the

observational techniques. He did not allow his research questions to influence his
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observation neither did he become biased since he did not have a predetermined idea of

the study.

Structure of the Research Instrument

The researcher designed two sets of questionnaire to enable him to gather the

necessary information from both teachers and students The questionnaire was designed

taking into consideration the twelve research questions He had to elicit information from

the two groups of respondents in order to provide answers to the research questions

The questionnaire for teachers (Appendix III) is divided into six sections Section

•A' seeks to find out whether teachers had the requisite training to handle the subject. The

items under this section include respondents' academiC and professional qualifications

subjects of specialization and the number of years they have been in the teaching

profession.

Section '8- also seeks 10 find out the 3\a.J1ahilit\ of the svllabus and the extent to
. .

which teachers ofCore English were uSing it together with other (ore English curricular

materials

Section «" contains items meant to obtain information on the e\.1ent 10 v.hich

teachers were acquainted with the alms. SPirit and content of the (are English

curriwlum These items were desIgned on a four-point scale ranging from 'vef\I much' LO

'not at all' The other items, under section 'C' have to do with teachers' In\'oh.emenl In

Core English programmes such as in-servIce traimng. ",orkshops on ho'" to teach EnglJsh

and national curriwlum planning that could enhance the Implementation of the

programme



Sa.-., <0- a1so has iIems _10 elicn informatJ<>n on te.aeI><n- pe-rert"'" "f

tbr dwoeta il6c:s of tbr Core English curriculum The Items melude the eq>hcltne<s or

c:JIhs'wiseofthe~ and objecti"es. ~;ect marter COnlenL aetl'ltle50 and m8lenaJ!- 0f

tbr Core EngIisll wrricuIum

Secrion 'Eo of the qoestJo.nnajre fe-r teachers. seeks to find out the e\..1.ent to \lrt.-hteh

te8Cben 1:J'eSed topics. and employed the suggestai le8chmg-learnmg stralegte~ under

eacb '!aJbjea maner area of the ~-lIahu~ The lit"m~ .moer un" ;"o..-ncITI tale f0UT diffC'er,~

forms The first pan seeks to find OLD the number ofnme5- a spa:lfic i0PJC recen:ed

1<\ -DOl used aI all"



1be .......Ili nd~' also ourlines "-' ",-aJuarion exen:ises Of guidelines and the

elllID oftheir """ per unit ofinstruction Tbese item' are graded 011 • four-poinl scaJe

Section 'A' oeeIcs 10 find out "-' linguistic background informanon of the respondent'

1be items include the type ofGbanaian language~ u>ed to;;peal and "'t>ether Eng!;;r

language v.'35 the on~- medium of instruction

Section '-0" contains rtems meant to elicit Information on sruderns· perception of

the extenllO v.bJch Core English teachers 'olrlere leachmg ac.cordmg w the laJd dC'V,TJ

about the a'\"a.ilabil~- and e\.'1ent of usage 0flhe curricular materiaJs

pan is based 00 the comiwous a5.5C'Ssmem and It 15 llJaded ranl2.Jn£ tTc~m . -, er. often-- - - -

air
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Validity ofinstnunent

In the construction of the instrument. both face and content validity were

considered. In considering thc face validity the researcher based the instrument on the

measurement ofteachers" commitment to the fidelity model of implementation.

With regard to contcnt validity. the researchcr adequately and critically analysed

the characteristics ofthe Core English curriculum and operationally defined them. A

questionnaire was then designed based on the operationally defincd propertics of the

curriculum. The items were then submitted to the Principal Supervisor and an expert in

curriculum studies for vetting and approval.

The researcher pilot tested the instrument (Appendix VI and vn) in three senior

secondary schools. The results of the questionnaire for teachers. using the Cronbach

alpha. had the reliability coefficient of 0.62 and that of the students was 0.67. Only minor

modifications were made in the questionnaire after the pilot study.

Data CoUection PJocedwe

The procedure for the collection of data involved the administration ofthe

questionnaire to both teachers and students and a classroom observation of three teachers

from Sunyan~ Chiraa and Twene Amanfo Secondary Schools.

Prior to the collection ofdata. the researcher introduced himself to the heads and

staffof all the seven public institutions. He presented to them his own personal lettcr of

introduction (Appendix I) and the pbotocopies of an introductory letter from the head of

Department of Arts and Social Sciences Education (DASSE) (Appendix II). The

introductory letters explained the purpose of the study and requested for cooperation.
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This ukimately established rapport and collegiality between the researcher and thc

respondents.

The administration of the Questionnaire for students varied from one school to

another. The questionnaire distributed to students in the boarding schools was

administered during the second break. The students sampled in each department were

grouped in one classroom and with the help of the head of department the administration

was very successful. The success of the administration led to a 100% return rate as the

students completed the questionnaire on schedule.

The administration ofthe questionnaire in the various Day Schools took place

during the first break. The heads of the various departments were readily available to

cooperate in the administration.. There was therefore a 100% return ratc.

The questionnaire for teachers was not administered personally at the spot. It was

distributed to them to complete within two weeks' time. The researcher had to go round

at the end of the second week visiting the various schools in order to retrieve the

completed questionnaire. With the exception of one teacher who was indisposed due to

his involvement in a motor accident, the researcher was able to retrieve the entire

questionnaire distrIbuted to all the thirty teachers.

A classroom observation of three teachers of English language from three of the

schools was also undertaken. Two of the schools - Sunyani and Twene Amanfo

Secondary Schools - which were hoarding and day schools respectively. were located

within the township and therefore branded urban schools. The other school - Chiraa

Secondary School· was a rural day school The observation aimed at measuring the
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fidelity ofteachers to the teaching strategies and methods. the treatment of topics and Ihe

assessment procedures ofthe Core English syllabus (curriculum).

The three schools and the teachers were chosen through a simple random

sampling. The teachers were asked to teach according to their normal classroom teaching.

They were also assured that the publication of the results would be absolutely

confidential.

The classroom observation and the administration of the questionnaire took a total

period of five weeks. The observation began after the researcher had taken some few

days to go to the various institutions to distribute the questionnaire to ooth teachers and

students. The researcher took two weeks for the administration of the questionnaire and

three weeks for the classroom observation. The whole data collection exercise began on

2'" March 2002 and ended on 5'" April. the same year.

The observation guide was based on the operationally defined characteristics of

the Core English syllabus. The researcher had to tick the type of teaching behaviour the

teachers were demonstrating during the classroom teaching and learning. It took him a

number of three weeks in order to determine the frequency of use of the indicators of

teaching behaviour that should be present in order to detennine whether the teachers were

really implementing the syllabus. This allowed him to assess the degree of faithfulness of

teachers to the use ofthose operationally defined properties of the syllabus. This

ultimately showed the degree of use of the fidelity approach in the implementation

process.

The three teachers who were observed agreed with the observer on two separate

periods of80 minutes per week for the classroom observation. One class from each
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school was randomly selected for the observation For each period of observation the

researcher had to occupy the back seat only to record what was really demonstrated by

the teachers. The rapport that the researcher created prior to the administration of the

questionnaire helped to create an enabling environment for the teachers to interact freely

and confidently with their students. The researcher was not also interrupting the class by

asking questions or attempting to correct any mistake the students or teachers committed

Scoring ofItems

The researcher used two major types of questions scaled items and Likert type

items in the design of the questionnaire The main reason for using the scaled and likert

type items was that points could be assIgned to the various responses and measures of

central tendency. variability and correlation could be calculated (Ary et al 1C02)

Most of the items in sections ReD. E and F of the questionnaire for teachers

were scaled items that asked respondents to rate the Intensily. frequency and degree or

fidelity of teachers to the properties urthe Core Engli.,h cUrriculum

A scoring key "'as then prepared to help assign pOints to the responses Some of

the items under section 'B' and 'F' for example. asked the extent aruse of curricular

materials and teaching methods These items "",ere graded on a fi .... e-point ~Ie ranging

from 'very often' to 'not used at all" A numencal ..... aJue of one II) was asSigned to "not

used at ail'. 2 was assigned to 'rarely used'. 3 to 'occasionally u~·. 4 to 'often' and 5 to

'very often'

On the extent of teachers. acquaintance with the aims. spirit and content of (he

Core English curriculum in section 'C', and the degree ofu~ of the suggested teaching
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strategies in section E, a four-point scale ranging from 'very much" to 'not at all' was

used. A numerical value of one (I ) was assigned to 'not at all', 2 to 'not much', 3 to

'much' and 4 to 'very much'

The items under section 'c' eliciting information on teachers' involvement in

Core English programmes and those items under section 'E' asking of the extent of

treatment of the various components of the syllabus, a scale ranging from 'nil' to 'more

than three times' was used. A numerical strength of one (1) was assigned to 'nil', 2 to

'once', 3 to 'twice', with 4 assigned to 'three times' and 5 to 'more than three times'

The Likert type items asked respondents to select statements on a continuum from

'strongly agree' to 'strongly disagree' Under section 'E', statements on teachers'

perception of the Core English curriculum and the amount of time devoted to the

treatment of topics were given. Their responses were graded on a five-point scale rangIng

from 'strongly agree' to strongly disagree' A numerical value of one (I) was a')signed to

'strongly disagree', 2 was assigned to -disagree', J to -neutral _4 to "agree' and 5 to

'strongly agree'

Analysis of Items

A descriptive sample survey method was used in gathering data It was therefore

prudent for the researcher to use the same descnptive method In analysing the

information According to Ary et at (1972), descriptive surveys do not typically reqUire

complex statistical analysis

The responses of the respondents were tabulated and analysed In order to get the

frequencies. percentages and means for the major variables in the study This ultimately
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helped the researcher to determine the level ofuse of the characteristics of the curriculum

in order to determine whether the transaction of the curriculum was fidelity oriented



CHAPTER 4

RESULTS AND DISCUSSION

An Overview

The study aimed at finding out whether the transaction of the curriculum for Core

English fell within the domain of the fidelity approach to curriculum implementation. It

sought to find out teachers' commitment to the fidelity model of implementation during

teaching and learning situations The fear was that if teachers were not faithfully

implementing the curriculum as planned they might retreat into improvisation

The researcher used certain statistical procedures - scaled items and Likert type

items - to gather data on the frequency afuse of the properties of the curriculum The

gathering of the data focused on teachers' perception of and acquaintance with the aims,

objectives and characteristics of the curriculum. It also centred on the extent of treatment

oftopics, the areas of content that were being used frequently and the extent of use of

assessment procedures and evaluation exercises. The frequencies, percentages, and

means of the data were obtained after the analysis of the respondents' responses The

basis ofthis chapter is therefore to outline the findings

The chapter comprises two major parts The first part looks at the characteristics

of the implementers and their acquaintance with and perception of the aims, objectives

and characteristics of the Core English curriculum The second part focuses on the

47
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properties of the Core English curriculum It looks at the degree to which the teachers

were employing or treating the characteristics of the curriculum such as the content and

the teaching and learning activities

Academic Qualification of Teayhers

In order to assess the academic qualification of the teachers the researcher used

the research question one ( I )

Research Question I

What level of academic and professional qualifications have the teachers attained

to enable them to implement the Core English programme')

The responses from the teachers to items 3 - 6 were used to answer the research

question

The frequencies and percentages of teachers' responses are presented in Table 4

The findings indicate that the teachers had the necessary' academic qualification tor the

effective implementation of the Core English CUrriculum

The majority of the teachers, represented by 27 (90%j respondents, had attained

their first degrees Only 2 (6 7%) respondents were at the Diploma level with I (3 J%) at

the second-degree level
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Table 4

The arydemic qualification of core English teachers

~~=--~----------;-,----=,---~-----~
- Qualification No of Respondents Percentage

Diploma

\" Degree

?'Degree

2 67

900

33

~-o---~-------~--------=;c----
Total 30 JOOi)

ProfesslOnaJ Qualification

A professional teacher is an exper1 In the field fnr V.hlc:h he b trained Hl~ le\tl ut

training may have a bearing on the v.ork that he undertakes \\iilkins (J 974) states that

teacher's degree ofprofes.slonal trainIng determmes his success or failure ofputtmg a

programme into operatIOn

The frequencies and percentages of the data on Core English teachers'

professional qualification are presented In Table 5 The findings indIcate that the teacher ...

had the professional quaJiticalJOn to effeC1I~e1~ Implement the prcJgramme as. 100t-oded

The majority of the respondents represented. by 264 86 7°01 had profesSlOnaJ

qualification. Only ~ 13 3°_0' respondents "",ere non-profe:-,slonal teachers
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Table 5

Professional Qualification of core English teachers

Professional Qualification

Professional

Non-professional

Total

No of Respondents

26

4

30

Subject of Specialization

Percentage

86.7

133

1000

The researcher sought to find out whether the teachers of Core English read

English language as a subject of specialization It was to find out if they were well

equipped with the general teaching skills of the subject

The responses of the teachers in the form of frequencies and percentages are

presented in Table 6. The results show that the Core English teachers had specialized in

English Language The majority ofthe teachers represented by 22(733%) respondents

had specialized in English language Those who specialized in French and Linguistics

were 3(10.0%) each respectively. Only 2(6 7%) respondents specialized in a language

other than English, French and Linguistics. It was therefore assumed that the teachers

would be able to transact the curriculum within the fidelity approach to curriculum

implementation.
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Table 6

The suhject area of specialization of the core English teachers

English

French

Linguistics

Other Language

Total

---- -----

No. of respondents

22

3

3

2

30

Teaching Experience

Percentage

733

100

100

67

1000

The number of years a teacher has been in the teaching profession invariably

shows his level of experience in handling the subject This could help him implement the

curriculum as designed. The teachers' responses to item 6 of the questionnaire were

analysed.

The frequencies and percentages on teachers' level of experience are presented in

Table 7. The findings indicate that the teachers had the necessary teaching experience to

commit themselves to the use of the fidelity model in the implementation process The

respondents who had been in the service for more than 15 years were 12(400%)

Between 7 and 10 years, 7(23.3%) respondents were in the teaching profession. Three

respondents each had been in the teaching service between one and two years and

between eleven and fourteen years respectively

The majority of the teachers represented by 12(40.0%) respondents were in the

teaching profession before greater empha."iiis wa.'\ laid on the implementation of the senior
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"""",,,,,"y school progl1lmme in 1990. The other 18(60.0%) respondents, with only few

exceptions, began their teaching experience after the intensive implementation of the

senior secondary school programme, which Slarted in 1990.

Table 7

Tmwhing experience ofcore English teachers

Number of years in the profession Number of respondents

1-2 3

3-6 5

7 - 10 7

II - 14 3

More than 15 12

Totw 30

Percentage

100

167

233

10.0

400

1000

Language of Instruction

The language policy describes English language as of crucial importance to

students and all sectors of the population and therefore it should be used as the principal

medium for teaching and learning (GES, 1998) In order to determine the continuous

operation ofthis policy, s1udents were asked to indicate the kind of language used during

teaching and learning interaction.

The frequencies and percentages of their responses are presented in Table 8 The

results indicate that students stand the chance of acquiring effective communication skills
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in English since English language was being used as the medium of instruction The

majority of the respondents 148(987%) confirmed that English language was being used

as the medium of instruct10n The other two respondents said that French and a Ghanaian

language were heing used a." the medium of in",tnJCllon rc...pectl\c!)

Table 8

Language

English

French

Ghanaian Language

Total

~o of respondents

14~

Percentage

9K 7

7

7

I (j(l (I

baslcaJly on th~ documen{~ thaI an: bcln~ IlTlplt:rnt:nlcd I he ',ariel \ !It CUfrll:ular

n:uuenaJs eurrenlh, a\81Iable. cll.'(.'ordlng tll Lraut (,.1 dl (ll/7S, dft: lhe ... \ Ilahu ... lc.adu.:r'..,

I""'r uSllle

matenaJ.
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R..,.,.rch Questions 2

What specific curricular materials do the teachers have access to in the

implementation of the Core English Curriculum?

The Syllabus

The respondents were asked to indicate if the syllabus was available The

frequencies, percentages and means of the data are presented in Table 9 The result

indicates that the syllabus was readily available. a precondition for effective

implementation to take place The majority of the respondeots, represented hy 28(933%).

said the syllabus was readily available. Only 3(67%) expressed that the syllabus was not

available

Students' views were also sought on the availability of the syllabus A Yes/No

response was given. As many as 135(900%) respondents said the syllabus was available

11te information gathered from the academic sections of the various institutions,

however, revealed. that the current svllabus was not readilv available. .

The Textbook

The English textbook is used on the ba·..is of its fidelity to the principles laid down

in the official syllabus (Baller, 1991) Its availabi litv is therefore crucial

Item 7 was used to assess the availabilIty of the textbook. The frequencies.

percentages and means of the data are presented in Table 9 The results indicate that the

necessary materials -textbooks - were available for effective implementation to take

place. All the 30( 100.0%) respondents confirmed its availability



ss

The students who were the end users of the textbook had as many as 13 S (90 0"10)

respondents confirming the availability of the textbook A YesINo response was used to

assess the students' reaction. Only 13(87%) respondents said it was not available with

2( 1.30"10) saying they had no idea of its existence

A personal observation by the researcher validated the responses of the

respondents. Almost all the students had access to the textbook

TeacheT's Manual

McNeil (1991) simply defines teacher's manual as a tool for helping the teacher to

present the curriculum It can therefore playa pivotal role in the implementation process

It was in the light of this that the researcher used item 7 to assess the availability of

teacher's guide

The frequencies, percentages and means of the data are presented in Table 9 The

results show that the teacher's handbook was not readily available The majority of the

respondents. 29 (967%1), said 11 was not available, wIth only 1(335%) respondent s,aYlOg

it was available

With regard to any other materials, 18(60 (,0/0) said there "","ere none whereas

12(40~o) respondents s.aid other materials like pamphlets were being used

Once again students' views were sought on Yes/No basis to help validate the

teachers'responses It was found that 92(613'0) respondenls had no idea aboullhe

teachers'manuaJ Thirty eight (25 3°~o' re~pondenb s.aid it W~ available with 20 ( 11 3°fJ/

saying the teacher had no handbook
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materials. The findings show that teachers were using both the syllabus and the textbook

often but were not using the manual because it was not readily available The finding is

indicated by the average means falling between 2 60 and 3 50 for the syllabus and the

textbook, and 100 and I 50 for teachers manual

These findings, however. indicate that the teachers were not using the syllabus at

the routine level that Hall and Loucks ( 1976) identify to be the appropriate level of use of

curricular materials

The responses indicate that 15 (500%) out of 30 (1000%) teachers were often

employing the syllabus in preparing their lesson plans Those who were employing the

syllabus very often in their lesson plans \Nefe 12 140 0%1 \\lit h only J( 10 OO'n) respondents

who were not using the syllabus at all

The researcher, in order to validate the alleged use of the syllabus. had access 10

some ofthe lesson notes prepared hy the teachers It was found that the teachers were onl

using the syllabus very often in preparing thelT lesson notes

Regarding the extent of use of the textbook. IS( 50 OO~o) respondents admitted

using it very often with 12(400°'0) respondents employing it often and 3( 10 0°0) ~h()

said they were using it less often During the classroom observation it was realised that

the teachers were using the textbook very often

The teacher's manual was not heing used at all perhaps hecause it ",as not

available. The majority of the respondents. 29(96 7%). indicated that the teachers

manual was not being used

The students' responses also indicate that the teachers ",ere usinu Ihe svllahus \cn
~. .

often, thus 97(64 7%), and the textbook, indicated by 54(36 0%) The findings from the



students indicate a routine use of the syllabus. a situation that contradicts the teachers-

responses. 100 texIbook was being used to the maximum but not at the routine level

Table to

The extent to which teachers were usim.! the curri(J"I~r rv~~~rials
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Curricular Not used at Less often Often (O~o) Verv Often \Iean

Materials all (%) (O~o , (%1

Syllabus 3(100) o (n 0) 15(snn, 12(400) :; 2(J

Textbook 0(00) 3 (JO 0) 12(400) 151500, 340

Teacher's manual 29 (967) o(() 0) 1 (3 3 t 0(00) 107

-----_.. - ---- ._-- ---- _._..

The mean scores are rated 1 00 - 1 50 "'ot u~ at alL 151 -:2 50 Less often.:2 51 - "; 5(J

Often; 351 - 400 Very often

Table II

Students' perception of the extent lQy.hith leach~L" us,e the c_~rricular matenal"

-
Curricular "ot used at Less often Often (Dol Verv Often \Iean

Materials all ("') / °'0 J / "'0)

-

Syllabus 412 7) 14 (9 :;) 35 (2331 97164 7) 3 50

Textbook 15(100) 51 (340) 30(200) 54(360) :2 82

Teacher's manual 84 (560) 23 <l5 3) 25 <l6 7) 18(120) I 85

-- ---- ------ _.

100 mean scores are rated I 00-1 50 "ot at all. 151-250 Less often. 2 51-3 50 Ofte;;-

3.51 - 4.00 Very often
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TPJlchers' Acquaintance with the Characteristics oft\1e Core Engllsh C~Iriculum

Hall and Loucks (1982) observe that teacher's commitment to the fidelity

orientation to curriculum implementation depends on teacher's acquaintance with the

operational characteristics of the programme prior to implementation Research

question four was used to assess the teachers' acquaintance with the characteristics of the

Core English Curriculum.

Reseatch Question 4

To what extent is the teacher acquainted with the properties of the Core English

Curriculum'?

Responses to item 9 were used to answer the above research question

The frequencies, percentages and means of the data are presented in Tahle 12

The generaJ findlngs indicate that the teachers were not very much acquainted with the

properties of the Core English Curriculum With the exception of the 'general aims'

which has its mean falling between the average means of 3 51 and 4 00 showing -\iery

much acquainted', the rest of the characteristics of the syllabus have their means failing

between 2 51 and 350, which show 'much acquainted'

The only a"pect of the characteristics that the teachers were \iery much familiar

with was therefore the general aims of teaching English in Ghana This could affect the

teachers' commitment to the use of the fidelity model of implementation because they

were not very much familiar with the properties of the syllabus They could therefore find

themselves "out of compliance" (Hall and Loucks. 1982 piSS)
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Table 12

TeJ'Cherst level ofacguJ!ptanc.f:__wi1h th~ properties of the syllabus

Tile Curricular Not used Less often Often (%) Verv Often Mean

at all (00) (°0 ) (Qol

General aims for

teaching English 0(00) 1 I) )) 7 12) ) 1 22 (7.\ .1) .1 711

General objectives

outlined in the syllabus 0100) I (1 1) 15(500) 141407) 1 4 1

Specific objective (100) ) 11001 1715071 10(11 )) \ .2 \

Scope of Content 010 III I (1 I) 1414))) 1(1 5) )) I 'if I

Organisation oflhe

syllabus I I) )) h (.2IJ I)) 1 5 ()(I ()) ~(2(l7) "I (If)

Suggestions for teaching

the syllabus 2(/)7) ..l( 1.\ 'I IX (h(l IJ) h(2/)O) .2 '11

---
The Mean scores aTC rated t 00-1 50 '\,Ill a1 all l-"'I-~ '\(1 '\,ClI much :' "1-"1 '\O\1uch

351-400 Vcr) much

Teachcl< partlclpalHIIl In ( \lll' I n~I+,h Jl'\C!tlpll1l'lll cn ...uIl.>.lh<11 rl'.~raml1ll·'" il(\

carried oul as Inlcnded (l..lba.,-_ I'N II

English programme.. thaI could faldllah: Jch\Cf\ dnd 1L"<t111l1l~

&7nr ch QUestion 5

them to improve thelT InstructIOnal ddl\Cr'r and karnmg'
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'HIlI'" 5 to item 10 \Jrl.ue used to answer research question :;

'The frequencies, ptlceutages and means of the data are presented in Table 13 Tbe

results indicate that teachers' in....oh-emem in (ore English prog:rammes was ,~ kJ'"

For instance. oone ofthe respondents. indicated b\ ~OC l(~1 1)0 a l eyer ranicipaled In [he

Core English Curriculum de....elopment programmes The chances for improvement In the

inslru<:liooaI programmes could therefore be much 1fS-;;er

Tbemaj~ of the respondents.. 13i-l3 3"('IL ~d they \\ere m... ohed in an

in-se:nice training mice \\ith 11(3b :0 0 I respondents who De\ er had the opporrunir:- to

in"'olve t.hernsel\·es in any in-senice traming programme Onl~ il3 3° 0 I respondem ,\ as

in....ol....ed in the training programme Ihr~ timn \\ it.h ::1 i) -t- 0 I rnpo...ndents pafllcirailng )n

the in-servic.e training more than three rimes

lbe majori~ of the respondents. 0(3(' i)O~1 had ne'er mended an~ "orks-hop

1bose who had anended \\ork~tklrson Core Enghsh rrt'gramrnes for mDfc than lhra

times were 5 (16. JO 0) Eight (':6 "70 0 l of the res]XlndenlS had anended the \\ omhops.

once.. \\ith 3 (10.0001 Th--pondents ha\ing it t\\l.:-e

The general findings. indieate thaI the in\ 01\ emem ,J(lea~her:, in C~'re Engli:,h

programmes v.as very 10\\ The \\Tong assumption held ~y cumru]um designers that an~

teacher wonb his salt should be able w read a document of a programme and irnplemem

it the \\."'3y it is intended 10 be \\as sri]] In operation j Gfl..'S.5- et aL. Iq-]: SnYder et al 1..-xl: ~
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Table 13

The level of teachers' involvement in_glre El1gJ.i.~b pr.ogra,mme~

Core English
--_._ .• _. - -------

MeanNil (°'0) Once (°'0) TWIce Three More

programmes /° 0 \ tImes than three

(0 0 1 times (° 0 I
--'--- ,,-"--

National curriculum

planning in core 30 (100 0) 0(00) 0(00) 0(00) 01(0) I (10

English

In-servlce training

in core English 110(7) U (~3 11 :I (]oO) I (100) :' 16 7) 200

Workshops on ho"

to teach English q 00 0) 8.('~b7) 6 1,2C1 (1\ .: (t! 7) 5116 7) .2 :"

The mean scores are rated I 00-1 50 '\il. I ~ 1-~ 5U Once_ :; 51-3 50 T\\lce. Y 51---4 5n

Three times. -1 51-5 00 \ion: than three llmc::.

Rnqreh OuestiOfl.b

\\"hat i~ the tedLher', perLcpl II III {,r,he dllll .. L\lnlent ,iIld <iLII\ 111l:' ,lfrhl:.: C'lfe

English eumculum'l

research question The frequencle .... pcrLent.a~t"""> and mean.. llfthe JaLd afe pfe"C:nlcd III

Table 14 The findings IndiCate that the goals and ublcctl\e.... ~blecl matter content dnd
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The means of the teachers' responses on the properties of the 'iyllabus fall

between the mean range of2.51 and 3 50, which indicate that the properties were only

explicit but not very explicit This could make the teachers abandon those areas that were

not very explicit during the implementation process

The above finding confirms what Smyl ie ( 1991 ) observes that teachers more often

than not abandon certain aspects ofthe sv Habus because they consider them to be
. .

complex or abstract It is also in the ~me wavelength \All1h (fross Giacquinta and

Bernstein's (1971) finding that lack of clarity about the properties of the 'catalystic role

model' was onc of the five inhibiting factors to eflective ImplementatIon

Table 14

I~~_ers$rception of the aims, content and a~tlvilies of the "yl!a!1Us

- --

Properties of the Not '01 E\pllcit Verv ~fean

syllabus ExpllclI ExpliCIt (Q 0) E\plJcll

at aillool (00) (0 0 )

Goals and objectives 0(0 (}I J (~ ~, 2:l( 71)7J 6 (2(J 01 .1 17

Subject rnaner content (lIOO) -\(11,) ; I 17(> (I) :'> I I h 71 1 (I,

Recommended task and

activities I 13 .11 5116 7) ~2 (7.\ 3) :: l6 7) :: 8.1

Sequencing of

recommended tasks &

activities 311001 7 (23 3) 1715671 311001 ~ 67

Instructional materials.'

notes for the teacher 2 (6 71 7 (23 31 21 (7() ()I (}IOIJj :: t) 3
-"-,-----

The mean scores are rated I 00-1 50 "ot Explicit at all. I 51-2 50 ...... 01 explicit::: 51-., 'S( I

Explicit 3 51-4 00 Very exphcl!
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sbort ofthe fidelity approach. Grammar and vocabulary development were receiving

treatment three times per month. a situation that also falls short of the fidelity approach.

The implication ofthe variability of teachers' commitment to time allocation is

that they were not committed to the fidelity model of implementation in the transaction of

the Core English curriculum.

Table 15

The extent of treatment per month ofthe content areas of the syllabus

~ ~ ~ --------

Content Areas Nil (%) Once (%) Twice Three More Mean

(%) times than three

(%) times (%)
" "~----~._--- ----- -

Reading comprehension 0(0"0) 3 (10.0) 16 (53.3) 7 (23.3) 4 (l3~3) 3.40

Listening comprehension 6 (20.0) 9 (30"0) 11 (36.7) 2 (6.7) 2 (6.7) 2.50

GrammarlLg. study 1 (3.3) 2 (6.7) 6 (20.0) 5(16.7) 16 (53.3) 4.10

Vocab development °(O~O) 3 (10.0) 11 (36.7) 6 (20"0) 10 (33.3) 3.77

Spoken English (oral) 2 (6.7) 7 (23.3) 8 (26.7) 3 (10.0) 10 (33.3) 3.40

Essay writing 0(0.0) 8 (26.7) 20(66.7) 2 (6.7) 0(0.0) 2~80

Summary 3 (10.0) 13 (43.3) 10(33.3) 2 (6.7) 2 (6.7) 2~57

Prose 4 (13.3) 10 (33~3) 10 (33.3) 3 (10.0) 3 (10.0) 2.70

Drama 3 (10.0) 14 (46.7) 8 (26.7) 1 (3.3) 4 (13.3) 2.63

Poetry 7 (23.3) 10 (33.3) 10(33.3) 2 (6.7) I (3.3) 2.33
- -- --_.-.

The mean scores are rated 1.00-1.50 Nil; 1.51-2.50 Once; 2.51-3~50 Twice; 3.51-

4.50 Three times, 4.51-5.00 More than three times~
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Students' Perception ofTeachers' Treatment ofCQlllenl

Students' views were sought to help validate the teachers responses on the numher

oftimes per month each content area received treatment. Item 9 of students' questionnaire

was used to assess their views.

11leir responses in terms of frequencies. percentages and means are presented in

Table 16. The general finding is that teachers were not committed to the fidelity model of

implementation. The results indicate that reading comprehension. vocabulary

development. prose and drama were receiving treatment less than twice per rTKlnth. a

number that tell short of the required number of times and therefore teachers' non­

commitment to the fidelity model.

Grammar. spoken English, essay writing, summary and poetry, according to the

majority of the respondents. were receiving treatment more than three times a month. The

treatment was ITK>re than the required number of times and therefore teachers' minimal

degree of use ofthe fidelity approach.

There was a varying degree of usc of the fidclit) mudd. \Vhcrcas the majority of

the respondents said most of the content areas were receiVing treatment more than three

times a month. others said some were receiv iog treatment thn...'"C tirTk."""S per month.. Both

situations fell short oflhe use oflhe fidclit} approach.
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Table 16

Students' percePtion of the extent of treatmentp-er month of the content areas of the

syllabus

~---:--- ---c --- -------
Content Areas Nil (°/11 ) Once (0, ... , Three

-

Me<'ln

time~ (']0'

Reading

comprehension

Listening

comprehension

GrammarlLg studY

Vocab development

Spoken English (oral)

Essay writing

SummarY

Prose

Drama

Poetry

44 (29 3)

52 134 7)

13 (8 7)

36(240)

16 t 1071

1117J)

~1(1-l0)

28(187)

28(187)

31 (20 7)

~(J / 1:1 .\)

IS 112 01

23 ( I 5 _11

-' 7 (24 ""l)

34(227)

27(181J)

~6117 .1)

28(187)

2lJ ( 13 -,)

19(127)

20(U3j

241161J)

21l1-1())

13 (8 7)

37/24 7 1

21 ( 14 (It

I 5 ( I () I))

25(167)

67(447)

D (220)

89 (59 3)

43 (28 7)

-lO(2b7)

41t27.11

44 I::!Q 3

3 IJI

-; I"
--=--- --------
Themeanscor~arcrated 1 (;11-15(1,\11 151-2 5lJOn-.:e ::: 51-.1)(JTv.lce 151-451]

Three tImes. -1 51-5 !)') \1ofe than thrtt lIme::.

certam percentage \I.-eIght should be rdltXted In teaching and learntng 'jJtuallun.')

Research questiOn 8 "~ u~d 10 a.... soc.':>.':> the degJtX 01 u,* of the tcachlllg ;)lrattglt;'''

to help detenninc: the t:'\.lenl flf commitment uf h:a....:ht"h 10 !he:" 11dt:llh mudd I d"

implementation
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R.e'Mrch Question 8

Which teaching strategies of the content areas do teachers frequently use during

teaching, learning and testing processes?

Responses of both student.'\ and teacher,.; to items 8 and 18 respectively were used

to answer research question 8 above. The frequencies, percentages and means for

teachers' data are presented in Tables 17, 18, 19, 20, 21 and 22 respectively and those of

students' are presented in Tahles, 23, 24, 25, 26, 27 and 28 respectively

The results indicate that teachers were rather laying more emphasis on the

receptive skills, which Ghana Education Service recommends to have received less

emphasis The means of all the teaching strategies from Tables J7 to 28 are rated I 00­

L50 Nolat all; 1.51 - 2 50 Not much; 2.51 - 3 50 Much, and 3 51 - 400 Very much

Most of the receptive skills (See Table 17) were receiving less emphasis, which is

indicated by the means ranging between 2 17 and 2 50 The two productive ~kill~­

dialogue and construction of original sentences - have their average means of2.60 and

3.03 respectively, which indicate much emphasis Two productive skills under essay

writing., (Table 18), have 237 and 243 respectively a.. their means_ which show <Not

much' percentage weight. It is only <discussion' and 'debating in preparation to

argumentative essay' that have their means ranging between 25land 3 50 indicating

'Much' percentage weight All the receptive skills in Table 19 receive 'much' weight

None ofthe productive skills in Table 20 was receiving ·very much' weight None of the

productive skills from Tables 18 to 22 was receiving ·very much' percentage weight, a

situation that shows teachers' non-commitment to the fidelity model of implementation
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TIbIe 17

Tbc C!II!III tp whjc;h t-.bc!L~JWnU~!*"jll& 5l",1~ ofwamlNf

TeKbi"8 lln1- NOI "'01 \'er. Mean

tegies (gram)iM) at all (~.) much fO., Much (Go) Much 411
.)

Convenation drills
-

I (J J. 15(500) 1~(400) ~ (6 7) :! 50

Dialogue I (J J) 1~(400) 15(500) 2 (6 7\ 260

Pair drills 2 (6 71 20(0671 612(0) ~ /6 7) '2 27

Compelilion drills 5 (10 7) 1~(400) 1~i4001 I () 3) 2.10

Subslitution dri lis 4 (IJ J) I3i4J 31 1~(4001 I (J J) 2 :n

Transformation drills 4 (13 31 1715671 q (;n 0\ n (n 0\ 2 17

Blank-space filling J (100) 8 (~o 7) H 143 31 b 1~O 0) :! 7J

Conslruction of

original s.enlence I (1 j) (, (20 0) I~ l.tll 7\ q nO (II , n,
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Table 18

The extent to which teachers were usin8 the teaching strat~es of e.s!l!lY writing

Teaching strategies Not Not Very Mean

(Essay writing) at all (%) much (%) Much (%) Much(%)

Discussion 0(00) 1 (33) 11 (367) 18 (600) 3.57

Organizing unordered

Sentence iotm paragraphs 4 (13 3) 14 (46 7) 9 (30 0) 3(10.0) 237

Debating in preparation

To argumentative essay 0(00) 6 (200) 17(567) 7 (23 3) 3.03

Story telling sess,ion in

Preparation to written work 3 (100) 13 (433) 12 (400) 2 (67) 2.43



1iIlIe 19

er+eJ'ry development

-----_.
T-mng stnIlegies 1'01 "01 "en' 'lean
(WUJPid.....sion <1 at all (00) much (°0) \.1uch (°0) \1uch (° 0 )

we cIoNdopment)

Silent .-...ding 2 (67) 6 (20 0) I I (67) 1106 71 J O:l

Oral .-...ding 0(00) 8 (~6 ""Il 8 {2t ":' l \-Ipt.;) J 2tJ

Linking comprehension

Lesson with literature 2 (6 7) 1214001 1::14001 ..t (13 ~ I 2 6fl

Testing liSleninB

Comprebension :\ ( 100) °l3(0) 11),-,33) 8(::0 7 ) .., "

Making Vocabs \001th

71

Selected discipline<>.

Encouage students to

look for delinillon'

from dietionarie,
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'I"Ic""'" to which t"""""'" UK the teaching strategies of suJ11JJl8IT.writing

72

T~ SlnItegies
(~writing)

Not "ot
1Il all ("'oJ much ("'oJ Much 10 01

Yen Mean
Much (°01

IdenlifYing themes

ofl" ge5 0/001 1 n ~I 151S001 1-11-167\ ., -t"

Expiessi,.g themes

in single Sentences 0(00) -11133) IQ (633) 7C3 :n 3 10

PBnphrasing

Paragt3phs or poems I 13 31 12 (40 0) 141-16"'1 -' ( 10 0) :: 63

Reduce pessages to 3rd

and retain the original

mood b C!(l (ll 1nll' II R I::::t\ ... \ t> i ::::0 (ll :.r
---~- -----
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The extent to which teachers use the teachmg strategies of speechw~

73

Teaching strategies
(Speech Work)
Pronunciation drill through

Not Not
at all (%) much (%)

Very Mean
Much (%) Much (%)

Modelling or repetition 0(0.0) 8 (267) II (367) 11 (367) 3 10

Contrastive drill

Poetry recitals

Conversation

Debating

3 (100) 14 (467) 10(333) 3 (100) 2.43

10(33) 11(367) 6(200) 3(100) 207

1 (3.3) 13 (433) 11 (367) 5 (167) 2.67

1 (3.3) 7 (233) 17 (567) 5 (167) 2.87

"A"ct",i...ng....,p",la",y,,-s ~1,,6'-J("'5C!J~J'-'-)_.LI .L'leI4!o3'-'3.L)'----'0!-('-'0'-J0eJ)'---_-'I-'I-'3~3'.L) __I_53

Table 22

The extent to which teachers use the teachiTI!! strateill~s of literatw~

Teaching strategies
(Literature)

Not Not
at all (%) much l%) Much (U/o)

Very Mean
Much ('Yo)

Oral reading 1 (3.3) 6 (200) 8 (26 7) 15(50.0) 3.23

Discussing ofessential Aspects

emerging from the Passage 1 (3 3) 4(133) 13 (433) 12 (400) 323

Role playing ofcharacters 3(100) 12(400) 11 (367) 4 (13.3) 2.53

Dramatizing important Scenes 9 (30 0) 13 (43 3) 5 (16 7) 3(100) 207

IdentitYing literacy Devices 1 (33) 1 (33) 11 13671 1715671 3.47

The mean scores are rated 1.00-1.50 Not at all; 1.51-2.50 Not much; 251-3.50 Much;

3.51-4.00 Very much
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Students' Perceotion of Teachers' use o£Teaching Stralegies

Similar findings were observed from the students' responses. It can be seen from

Tables 23, 24, 25, 26, 27 and 28 that most ofthe receptive skills were rather receiving

more weight. Likewise did the teachers fail to lay more emphasis on most ofthe

productive skills. The means of the various teaching strategies in Tables 23, 24, 25, 26,

27 and 28 indicate that teachers were frequently using the receptive skills more than the

productive skills.

Three teachers were also observed for three weeks in order to validate both

teachers' and students' responses. The results indicate that teachers gave little attention to

almost all the productive skills that should have received a very high percentage weight.

They were, bowever, frequently using the receptive skills.

The general conclusion is that teachers were not committed to the fidelity model of

implementation. There was therefore a minimal use of the fidelity approach. Thus, the

receptive skills, which should have received less attention turned out to receive more

attention. The productive skills too did not receive the needed attention.
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Table 24

Students" perception of the extent to which teachers were using the teachi!!lUl(~j~LeJ!of

essay writing

Teaching strategies Not Not Very Mean

(essay writing) at all (%) much (%) Much (%) much (%)

DiscUssion
---- --

2 (13) 29(193) 35(23.3) 84 (560) 334

Organize unordered

string sentence

into lucid Para. 54 (360) 47 (313) 28(187) 21 (14.0) 2.11

Debating in

preparation to

argumentative essay 33 (220) 44 (293) 40 (26.7) 33 (220) 249

Story-telling session

in preparation to

written work 88(587) 35 (233) 16(107) 11 (73 ) 167
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9 ywririno

_1ft oftbe extenllD "moo teachers weI"e using the tead1ing str"'£&$ of

(:,.,9_ryy writing} at all (°01 much (Dol

\en 'lean

26 (J"" : t

Paraphrasing pangraphs " I::':: I~I I ' -1:8 - , 04 ,-
"7) 4(1 I:t-

,
I

,
~-~-~ ~-' '-- ,

R....ring passages to a

:;Jdb\; rer:ainin2 the mood 48 l ;: r, f :;~ (:.' 0 , -, 4::': " ~(, ( :Ci (i) -:;1'" -

Table 27

Snyknt< per, H oon of the e'\.."1eI1t to """hleh le&:hen. \:0. ere u..sinc the teachinc srrategies of

"'-'" won.
Teacbing .mnegie> '(ll '01 \en \1ean
(Speecb Wark I a1 all ([) [) f much 4'( 0 ) \1uch j D oJ much (Dol

Pronun drill through

modeling :r~1 (]3- 3/ "' i:':' '=1 f :,.::; I j ,:J ; I 08 (-15 :'1
,
u~-

C.oaIJmlive drill Jr-ilCi-\ - "- 1.'1 J)) 143 .; ~ (~I- - 1 __ '. , _"C' (_~

Poeay recibIs 5713801 ~~ c31 31 10 nl ') :711801 -1]-

Converwioo 6t> 144 eq 35 {::'3 3l 15 (]6 i l :4 (]t- (1\ -(IS,

Drtwjng 5:.34'1 -4.8 4.:;: (II :S(1t-71 :511(-1-1 , ] <-

M-plays 129(860, ]61][17, '51331 - OI[lQ!. .ui
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Table 28

Suufr;rtts' pel91Jtioo of the extent to which teachers weJ:~using the__~hing_~~_egi~_9f

1itmtt1lre

Teaching stnIIegies Not !';ot very "'''ean
(Literature) at all (%) much (%) \.1uch (O~o) much (%)

Oral reading
~--_._--------

13 (8 1) 22 (]4 1) 21(140) 94(6211 3 31

Discussion of

essential aspects

emecging from

the passage 8 (5 3) 30 CO 0, 35 C3 3) 11/513j 321

Role playing of

characters 44(293) 21 (14 OJ 17(113) 68(453j 273

Dramatizing

important Scenes 103(681) 21 (]4 r)j 15(100) I J (73) 156

Identification of

literary devices 6 (4 0) 18(120, ~5 '16"7 j 101100(" 347

The mean scores are rated I 00-) 50 Not at alL I 51-2 50 '-:ot much~ 2 5) -3 50 \Iuch.

3.51-4~OOVery much

Teachers' Reaction to the Sequential Arrangement of Topics and Teaching and Learning

Aeti\-ities in the SYllabus

The underlying assumption of the syllabus regarding the sequential arrangemem

oftopics and teaching and learning acti'ities is that teachers are "expected to folio" the
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omit fDPics according to the linear order in which they have been pr"",nted" (GES. 19'18,

P.x).

The researcher used research question Q to assess teachers' reaction to the above

underlying assumption

R n:h Ouestion 9

How do teachers react to the sequential arrangement of topics and teaching and

learning activities in the syllabus?

On the sequential arrangement of topiCS, items J 3-16 of teachers' questionnaire

and 10--12 ofsrudents' questionnaire were used Item 17 of teachers' questionnaire W3<"

also used to assess the teaching and learnmg activIties

The frequencies, percentages and means of bOLh teachers' and students' responses

are presented in Tables 29 andlO respecrl\d~

On the sequential arrangement or topICS, It "as found. (See Table 29( that

teachers gave very minimal degree of commitment to the fidellt\ model of

implementation There "ao;. hov.e\,er a high degree of the u.;,e oftidelit~ approach In the

re-ordering of acti\oities The maJorit~ of the respondents. 12(40 1.,0'0'. Ig( 60 00'0) and

15(500). disagreed ""th lhe pnnclple of the hnear order of methodologIes. systematic

arrangement of tOpiCS in the syllahu~ and the lextboo~ and the s.enmg up of all the

exercises under each unit taught to students respectively This contradicts the underlying

,"'mprioo oft.be syllabus The teachers. ho\o\ever, agreed 'With the re-ordenng of

teaching and le:am.ing activities in the syllabus Their response IS indicared by 1715() 7° 01
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Table 29

The extent to which teachers were following the linear order oftooics and activities in the

syllabus

Sequence oftopics

and activities SD ('I.) D ('I.) N ('I.) A ('I.) SA ('I.) Mean

Prescribed methodology 8 (267) 12 (400) 3 (100) 6 (200) I (33) 233

Systematic arrangement

oftopic in the syllabus 6 (20.0)

Systematic arrangement

oftopics in the textbook 5 (16 7)

Exercises under each topic 3 (10.0)

Re-ordering of activities 0(00)

18 (600) 1 (3.3) 4 (133) 1(33) 2.20

18(600) 2(67) 4(133) 1(33) 227

15(500) 2(67) 8(267) 2(6.7) 270

1 (33) 0 (00) 17 (567) 12 (400) 433

The mean scores are rated 1.00-150 Strongly disagree, 1.51-250 Disagree; 2.51-3.50

Neutral; 3.51-4.50 Agree; 4.51-5.00 Strongly Agree

Students'responses (Table 30) also indicate that the teachers were not committed

to the fidelity model of implementation. They were rather neutral about teachers'

commitment to the arrangement of topics. The means of their responses fall between 2.60

and 3.50, which indicate that they neither agreed nor disagreed with the statements about

the teachers' reaction to the sequential arrangement of topies in the syllabus. The

majority ofthe respondents, 41(27.3%), however, said the teachers were not following

the topics in the linear order while 40 (26.7%) respondents said the teachers were not

always using the textbook
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On a YeslNo item (Item 10), 104(69.3%) respondents said all the exercises under

eacb topic Iaught were nol being given out to them

Table 30

Students' perception oflhe extent to which teachers were following the linear order of

tonics and activities in the syllabus

Sequence ofTopics

and Activities

Systematic arrangement

SO(%) 0(%) N (%) A (%) SA (%) Mean

oftopics

Sometimes teachers do

oot use the textbook at

all

41 (27.3) 27 (18.0) 19 (12.7) 34 (22.7) 29 (19.3) 2.89

35(23.3) 37(23.3) 12(8.0) 40(26.7) 26(17.3) 2.90

=-------:c=~=-_;___c_-__:=_:_~=~=_---- -.----
The mean scores are 1.00-1.50 Strongly disagree (SO); 1.51-2.50 Disagree (0); 2.51-3.50

Neutral (N); 3.51-4.50 Agree (A); 4.51-5.00 Strongly agree (SA).

Teaching Methods

1be teaching and learning activities in the syllabus are structured to ensure

maximum student participation. It is recommended in the syllabus that teachers should

"lly to avoid rote learning and drill-oriented methods and rather emphasize participatory

teaching and learning" (GES 1998. p. xii).

Research question 10 was used to assess leachers' use of teaching methods.
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• soh g, sinn 10

WhoI teaching methods do teacber"s lay emphasis on in the teaching-learning

1beresearcher u...'iied item 19 ofteacher'~ questionnalre 10 an.~wer r~rch

quesIion 10 above The frequencies- percentages and means are preserned in Table 3 J

The resuhs indicate that teachers were committed to the use of the fideli~' model of

implementation

1be majority of the respondents. lt04 53 3D oL \IoeTe using rote learning method less

often while driJl-oriented method was being used often Indicated b~ ]9(63,3° £I I

respondents.- ~ith 23(76 7001 respondent'. u<.,mg the: pamcipat(l~ method .. e~ often The-

results from the observation of teaching and learning also confirmed teachers' use of

participatory method more often than rote and dn 11 method,

Table31

lbe l)pe ofteachjng met:ht.-..d teai:her... ..,.ere frequc-nll.,:- U:o<ollli{ dtinn\i tt:.a.ehin.\l- learmnl.!

Teaching metOOd

Role Learning \lethod

Drill-orieoted method

"01 us«! Les, Often \ er-

a! aJ! (6 ~I of1en l I) ,,! (0 ~ ) Gtei'M (I c t

ge6 ... , 16 ( :::; 31 6,:0(11 C'lr)CII

:l6 71 , 1167) 19(b3 :; J ·H13 31

(11001 o j(1 (JI ;/23 3 I " 1767l-'

\lean

:. 83

:; --
TIle mean soores are ra!ed I ~J 50 '01 u50eii at all. 151-: 5(' Less often. :. 51-~ ~(

08m; 3 51--4 00 VelY often
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Tryhers' use ofContinuous A.ssment

1be underlying assumption regarding continuous assessment in the syllabus is

dIlIl more emphasis ofassessment should be laid on those productive skills, thus the use

ofknowledge, than the receptive skills (knowledge and understanding).

The researcher used research question 11 to assess teachers' use of continuous

&5: SDtent.

R reb Question 11

To what extent do teachers follow the guidelines suggested in the syllabus in

assessing the students?

Item 22 of teachers' questionnaire was used to answer the above research

questiolL 1be teachers' responses in the forms of frequencies. percentages and means are

presented in Table 32.

'The resuhs indicate that practical work and investigative study were occasionally

used. The responses of the respondents represent 13(43.3%) and 11(36.7%) respectively.

With regard to class tests, it was found that 15( 50.0%) respondents were using lexis and

structures often with 12(40.0%) respondents also using summary "Titing often.

Lilerature (themes identification) was often used but essay writing was occasionally used

8IId which is indicated by 13(43.3%) and 12(40.0%) respectively.

lbere was a variability of assessment on homework. For example. essays and

summaries were occasaona11y used whereas literature was used often. 1bc criterion­

ICbeuo::ed testing apptoach, which is highly recommended in the syllabus, was ratbeT

.. less frequently than the norm-referenced testing approach.



p.~ 'J;
,." 85

Table 32

The extent to which teachers follow Ih'UWidjOUnesJor_c_'mtjuuou_s asSJ'ssmeot

Forms of Not Rarely Occasional Often Very Mean

Assessment used at used (%) (%) (%) often

all (%) (%)

practical work 6 (20 0) 4(133) 13 (43 3) 5 (6 7) 2 (6 7) 277

Investigative

study 9(00) 5 (16 7) 11(67) 5 (16 7) 0(00) 240

Listening

comprehensive

objective tests 0(00) 9(00) 6 (20 0) II 06 7) 4 (13 3) 333

Lexis and

structures 0(00) 2 (6 7) 8 (26 7) 15(500) 5 (16 7) 377

Summary

writing 2 (6 7) 2 (6 7) 10 (333) 12(4001 4(133) 347

Essay writing 0(00) 2 (6 7) 12(40U) 11(67) 5 (16 7) 3 63

Literature

(theme

identification) I 0 3) 1 0 3) 5 (167) 13(433) IU(33) 4 (JU

Essay 0(00) 2 (6 7) 13(433) 10(313) 5(167) 360

Summaries 2 (6 7) 3(100) 13 (43 3) 10 (333) 2 (6 7) 323

Literature 0(00) 6 (20 0) 7(233) 13 (43 3) 4(133) 3 50

Criterion-
referenced
testing
approach 4(133) 6 (20 0) 11(67) 5(167) 4(133) 297
Norm-
referenced
testing
IJlIIro8Ch I 0 3) 2 (6 7) 7 (23 3) 9 DO 0) I I 06 7) 1 CJ{J

The mean scores are rated I 00 - 130 Not used at aiL I 51-250 Rarely used, 2 51-3 51)

(\rq'ional, 3 5 I - 4 50 Often, 4 5 1 . 5 ()() Ver)" often
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Students' PeLcsytinn of Teachers' use ofCQntinuQus Assessment

Item 13 ofstudents' questionnaire was used to help answer research question I 1

above. Responses from students in the form of frequencies. percentages and means are

presented in Table 33 _ The findings indicate a minimal degree of commitment to the

fidelity model in the use of practical work and investigative study. Teachers were,

however, committed to the fidelity model in the areas of class tests and homework.

With regard to tenninal tests, it was found that teachers were rather committed to

the fidelity approach in the use of criterion-referenced testing approach as recommended

in the syllabus This contradicted the findings trom the teachers about the use of terminal

tests

Students' views generally indicate a high degree of teachers' commitment to the

fidelity approach in assessment procedures
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Table 33

Students' perceotion of the extent to which teacher~_w_e[e faithfully followinglhe

guidelines for continuous assessment

Forms of Not u"ed Rarely Occasional Often Very Mean

Assessmenl alal1(%) used(%) (%) (%) often(%)

Practical work
-- ,-----

71 (473) 14 19 3) 33 122 0) 23(153) 9(60) 223

Invesligative

study 86 (573) 14 (9 3) 36 (240) 10 (6 7) 4(27) 188

Lislening

comprehensive

objective lesls 38(253) 15(100) 261]73) 35(233) 36 (24 0) 3 ] I

Lexis and

structures 31 (207) 22 (14 7) 27(180) 37 (24 7) 33 (220) 3 ]3

Summary

writing 18(120) 10(67) 16(]07) 46(307) 60 (40 0) 380

Essay wriling 8 (53) 7 (4 7) 34(227) 47(313) 54 (36 0) 388

Lilerature (theme

idenlificalion) 6 (4 0) 7 (4 7) 23(153) 49 (32 7) 65(433) 407

Essay 31(207) ] 1 (73) 29 (19 3) 33 (220) 46 (30 7) 335

Summaries 35(23 3) 16(107) 31 (20 7) 40(267) 28(187) 307

Literature 30 (20 0) II (73) 28(187) 4](273) 40 (26 7) 333

Crilerion-

referenced

lesting approach 28(187) 15(100) 24(160) 37 (247) 46 (30 7) 339

Norm-referenced

testing approach 40 (26 7) 21(140) ]9(127) 32 (213) 38 (253) 305

The mean scores are rated 1 00 - 150 "lot used at alL I 51 -250 Rarely used. 2 51-3 50

Occasional, 3 51 - 4.50 Often, 4 51 - 5 00 Very often
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TPJlchers' Use of Evaluation Exercises

The assumption underlying the evaluation of exercises states thaI teachers should

be able to evaluate each unit of instruction by using oral questions. quizzes. class

assignment, essays. structured questions and project work (GES. 1998) The teacher was

therefore expected to meet such requirement Research question 12 was used to assess

teachers' use ofthe evaluation exercises

Reseerch Ouestion 12

To what extent do teachers use the evaluation exercises recommended in the

syllabus in evaJuating the lessons of each unit of instruction')

The researcher used item 23 of the questionnaire for teachers to answer the above

research question The frequencies_ percentages and means of the data are presented in

Table 34. The findings indicate a variability of teachers' commitment to the fidelity

model. A few of the respondents. 17(56 7°~o). said similarly lhat they were using oral and

structured questions frequently The majority ofrhem 23(76 7°'01- ~ere using class

assignment frequently

The teachers were. however. uSing quizzes. essays and project work occasionally

There was therefore a minimal degree of commitment of teachers to the use of the fidelity·

approach

The findings from the direct classroom observation also Indicate that oral

questions were frequently used in evaluating each unit of instruction The rest had a

minimal degree of use except quizzes, which \\-ere used occasionally
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Table 34

!be _ to whicb teaebers use !be evaluation eXeTcises in evaluatin.8J,lDjl~-,!f

in 5'JUCli<m

Evaluation exeTcises Not used Rarely Occasion Frequently '\fean
at a1) 1%) Csed ally used Csed 1%)

(%) (%)

Oral questions 3 (100) 3(100) 7(23 3) )7(567) 327

Quizzes 2 (66) 4(133) 14 (46 7) 10(333) 32(J

Class Assignment 0(00) 0(00) 7 (23 3) 23 (767) 377

Essays 01001 4113 3) 1515(0) ) I (36 7) 323

Structured Questions 01001 I (3 -', 1214(JO, 17(567) -' 53

Project worl< 7 (23 3) 6 (20 0) 16(533) 1 (3 3) 237

- ._._----------~------
!be mean scores are rated 101.>-1 50 "ot used at all. 1 5 1-2 50 Rareh used~ 2 51 - 3 5')

Occasionally used, 3 51-4 !..,lfJ frequently u~

Students' Perception of Teachers' use of EvaJuation Exerci~s

Item 14 ofsrudents: quesrionnaJre war" lJ ..-.ed to a"'_~S'illJdem-,,·perception of

teachers' use of t"\-a1uation exercises Their responses in the form of frequencies.

percentageS and means are presented In Table 35 It was tound that teachers"" ere

committed to the use of oraJ questions and class assignment more than the re-;;t (,f the

evaluation exerc1ses. For example, 92(6] 3°o) respondents ..... ere using oral questions

frequeotIy. Also 91(6070·0} respondents \\ere usmg class assignmem frequentl~

Wber-eas~y ",riling '"-a-.. receiving much anention_ quizzes.. and projecT v.fJr~

a""olliing to !be majority of!be respondents, 60 (40 0'.) and 72 (48 0' ./, were nOl used

at a1J~ SlIlJClured questions WeTe, howe\er~ used OCcasiOnal))



1"'. \

90

Table 3S

The mean scores are rated I 00-1 50 'ot used at all. I 51-2 50 Rarel, used. 2 51 - J 511

Occasional. 3 51-4 lJ(J Frequentl, u>cd

TIle study aimed at finding oul the e",1enl to v.hlch teacher.. were committed In the

fidelity approach to cumculum Implementation ,n transacting [he Core English

wrriculum The follo",mg IS the summary of the lindlOg.s trom the data analySIS

It WL'i found that teacher.. had t)btamed the neces-.ar:-' requi!'oile academic and

professional qualifications and expenences to etTecII'.e1y put the (ore Enghs.h

programme mto operauon

2 It was also found tMllhe cumcular malenal~ 'illch a., the ..~lIabu_, and the

textbe::M>k were available HO\"e\er. the teachers "'ere not usmg the syllabus at the
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routine level 5Ul!l!"sted by Hall and Louck.. ( 1976) The findings !Tom the

students on the use of the .yllabu._ however. contradicted with that of the

telld1<r's' The textbook also .howed maxImum degree of u.. but not at the

rootine level

3 With regard toteacher<'level of acquaintance with the properties of the

curriculum it was observed that they ,,'ere not very much acquainted with them

T1ley were. however ve~ familiar "ith the general aim~ ofteachjng English and

also the scope of content of English Language at the semor secondaI}' school

level

4 Further finding~ indicate thal1eacher,' lmnhement In Core English programme

like the in - 5ef\1ce traimng in order to enhance deh\ef\ and learning 'A35 very

minimal

5 It wac;. also found 1hat leacht"f ... lad.. ed c1arif~ ahoUI ceT1am a'ipt:eh (lfthe ("ore

Eaglish curriculum The goals and obJect1\es_ ~ublect matter content and the

some of the content areas "ere receJ\Jng treatment less than t'-"lee per month

whereas others ,,-ere recel\ Ing attention more than {"Ice per month Teachers

were not commil1ed to the ma'\lmum oft\ltILt: pel month and theref(,re d nllnlmdl

degree of use of the fidelit~ model of Implementation

7 The findings on the U~ of teaching stralegJes al~ indicate that teacher~ "ere not

committed to the t1deht~ model (If Implt"menlatJon Tht" receptlH" -.kdl~ ralhc::r
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were receiving more emphasis than the productive skills There was therefore a

minimal degree of use of the fidelity approach.

8. The resuhs on teachers' reaction to the sequential arrangement of the properities

of the syllabus indicate a very minimal degree of teachers' commitment to the

fidelity approach. The findings from students' data were contrary to those of the

teachers'. There was, however, a high degree of commitment of teachers to the

fidelity model of implementation regarding the re-<>rdering of tasks and activities

9. There was an absolute commitment of teachers to the fidelity model of

implementation on the use of teaching methods

10. The findings on the use of continuous assessment aho indicate a minimal degree

ofteachers' use of the fidelity approach, though there was variability in their use

11. Teachers were found to have committed themselves to the use of only a section of

the evaluation exercises There was therefore no high degree of commitment to

the use of the fidelity model of implementation

With the exception of the re-<>rdering of leaching and learning tasks and activities

and the type of teaching method for which teachers were highly committed to the fidelity

model ofimplernentation, tbe rest ofthe properties of the syllabus received very minimal

degree ofteachers' commitment to the fidelity approach in the implementation process



CHAPTER 5

SUMMARY. CONCLUSIOl'S A."n RECOM'lofE"o'DATIONS

An O\"eniev.

Tbis final chapter presents the summar:' of the stud~_ the conclusIons. deducen

ftom it and the recommendations. for consideration.. application and implementation

SummaJ\

TIle stud} focused on finding out the ex1em ofCofe English teachers.-

oommitmenl to the Fidelity Approach In transacting the (ore English programme

The specific aspe:cts of the (ore Eng.lish .::umculum that constituted the fidelJ1~

model ofimplement.a.1lon ~ert: idemjfied and defined Thne le~ areas mcludtd the

dJanlcterisrics oflhe implementers and their acqualmance "ith the properties of the

aanod"m the imensJt\ and frequeOC\ of rreatmem of coment areas and the level ofu~. .

of. therd and e,-a}ualJon proc.ed.urn

1bese four major areas \\ ere clearly defmed. and therefore s.eJ" ed as yanistlcks

/!IIi.... which the teachers approach 10 the ImplementalJon of the programme was

93
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Teacher Qualification

The study looked at the characteristics of the implementers to find out whether they

.... the requisite qualification to enable them to implement the programme. This area

included the academic and professional qualifications of teacher.;. the subject area of

specialization and teaching experience.

The study revealed tbatthe majority ofthe teachers, (90.0%), had the requisite

academic qualification for the effective use of the fidelity model of implementation. It

also revealed a high degree of professional qualification, (86.7%), on the part of the

teaehers, and most ofthem. (73.3%), too had specialized in English language. It was also

fOund tbat the majority of the teacher.;. (60.0%), began their teaching just after the

implementation ofthe senior secondary school programme was given more attention in

\990.

The implication of the above findings was that teachers could easily adopt the

fidelity approach in the implementation process.

Availability ofCurricular Materials and their Usage

The study explored the variety of curricular materials currently available and the

extent oftheir usage.

The majority of the teachers, (93.3%), said the most essential curricular materials

- the syllabus and the textbook respectively - which could be available for effective

implementation. were readily available. The majority of the teachers, (96.7%), however,

said teaehers' manual. another essential material. was not available. With the requisite

qualifil:alion and the availability ofcurricular materials, the designers' assumption that
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lIlY professional teacher worth his salt should be able to read a document of a programme

and implement it the way it is intended (Gross et al. 1971), appeared to be applicable

The study, however, revealed a very minimal level of teachers' commitment to

the content of the curricular materials in the implementation process. It was found that

only few teachers, (40.0%), were using the syllabus very often in planning their lessons

Most of the teachers, (50.0%), were, however, using the textbook very often in the

implementation process

TArooS' Acquaintance with the Characteristics of the Core English ~Curri~~)um

The study also sought to find out teachers' level of acquaintance with the

characteristics of the Core English curriculum These properties included the scope of

content, the general and specific objectIves. the organization orthe syllabus. and the

suggestions for teaching the syllabus

The study revealed that the majority of the teachers, (indicated by the mean range

of2.93 and 343), were not very much acquainted With the general and specific

objectives. organization of the syllabus and the suggeslJons for teaching the syllabus The

majority ofthe teachers. (73 3% and 53 3%) respectively, were, however, very much

acquainted with the general aims lor teaching English and the scope of content ofCore

English.

The implication of these findings is that there could be a minimal use of the

fidelity approach to curriculum implementation
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The other area the study looked at was to find out teachers' involvement in Core

English programmes that could help enhance delivery and learning.

It was revealed that none ofthe teachers. (100.0%), was ever involved in national

curriculum plaoning in COre English. The study further revealed that only few of the

teachers. (26.7%), were involved in an in-service training in Core English twice or more

than twice. Most of them. (30.0%), too had never attended any workshop on how to teach

English.

The above findings had great implications on the use of the fidelity approach. It

meant that teachers were not well equipped with the properties and principles of the Core

Englisb curriculum and therefore they could not really commit themselves to the use of

the fidelity model of implementation.

CWity of the Properties of the Syllabus

The study looked at teachers' perception of the aims. content and activities of the

COre English curriculum. 1be views of the teachers about the clarity of the chardCteristics

ofthe syllabus were assessed.

It was found that the total means of their views ranged between 2.60 and 3.50,

which indicate that the properties of the syllabus were not very explicit.

The implication of the above finding was that those properties, which were not

vay explicit. could easily he abandoned. This finding confirms Smylie's (1991) assertion

tIIIIl .... ben usually abandon the aspects of the syllabus that they consider to be complex

or aIlolnct. It also agrees with Gross et al. 's ( 1971 ) fmdings that teachers lack 0 f c Iarity
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could therefore be very minimal.

~(!Ureatmentof Content

The study also assessed the degree oftreatment of content areas by teacher.

against the suggested mellJl5 oftransacling them. This dealt with how much and how

often the content areas were receiving treatment. Specifically. the study looked at the

IIIIIDber oftimes each content area was receiving treatment per month.

The findings showed that the majority oCthe teacher•• (indicated by the mean

range of2.60 and 3.50). were treating five out of the ten content areas twice per month.

The other five content areas were receiving treatment either less or more than twice per

DlDnth.

The implication is that teachers were oot committed to time allocation. lbey were

thadi>re _ committed to the fidelity model of implementation. The fidelity approach

was therefure minimally used. The findings from s1udents data showed a very minimal

degra: ofthe U!e of the fidelity approach.

Degree of US!' oCT_hing Strategies

The study further looked at the degree of U5C of the suggested teaching strategies.

The teaclring stnIIegies were categorized into two; prodU<.1ive and receprive skills.

The findings showed that teachers were not committed to the use oCthe

...,opiate teaching 5lralA:gies. Most of the teachers were frequently ...ing the receprive
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skills, which Ghana Education Service fGES) recommends to have received I..s

frequently, than the productive skills.

The implication is that teachers were nOl committed to the use of the fidelity

approach in the implementation process.

Tepl'ihers' Reaction to the Arrangement ofth_~abus

The study sought to find out the extent to which teachers were following the unit

topics according to the linear order in which they were presented

It was revealed that the majority ofthe teachers, (600%), were not following the

linear order oftoplcs in the syllabus, neither were they fol1owing the systematic

arrangement oftopics in the textbook

With regard to the extent of use of exercises under each topic. most of the

teachen, (500), were not giving them out to ~1udents a~ required by them The majority

oft~ (56.7%), however, agreed with the reordering of teaching and learning activities

as underlined in the syllabus

The implication of the above findings IS that the teachers were not highly

committed to the fidelity model of implementation and therefore the programme was not

really implemented

Teaching Methods

The lllUdy looked at the type of teaching method teachers were using mo"

frequenIIy. The syllabus outlines three teaching methods· rote learning, drill-oriented

method IIId participatory method
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"f._'...... can ..... the fidelity """,.-tI to curriculum implemeiltali"" only wilen

dIln is cUrily .oout all the aspeas of the svllabus Their involvement in the lore

F J. t l*CJ!!Iuomes can equip them with the neoess8lV skills to enable them to asc<rtain

the"'" obouI the '''"''IS ofthe syllabus ThIS ,,;11 enhance deliverv and learning II

can fiu1I...- help them to grasp the underlving principles of the svllabus

1be teacher·s guide. described b, McNeil (1 'Nil as a 1001 for helpmg the teacher

.. • the amiculum. must be readily available for use b~ the teachers The manual is

like a textbook specifying and interpretmg the content of the subject and structuring it m

a way 1hat is suitable for leaching and learning (Baller. 1'Nl) The fact that the teachers

were IbIe to use the ta"lbool frequently sho\\s that if the teacher" s handbl.xlks were

readily available. the lore English cumculum could openuionalh he presenled as

imended

Rocommendatlons

In the light of the abo, e tindlng.s.. the 1l,lkl\\ mg ro.:omrnendalions ha\ e 1:'It."en

I. 1be super'\'iso~ personnel in charge of the lmplernentation of Ghana Education

Senice (GES) policlt~s should put Jle'\.\ mea."'Uf~ in place In order to commit the

i~ teacher to the fideli" model of .mplernentMJon

2 1be ""","ies of the lore EnglIsh curriculum and the role of the teacher must he

J A••I., area of concern is to lO\olye most.. if OOt alL of the teachers In the

cle\elopment of the lore English programmes Those "00 nughl be m' ohed wuld
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belp capuia: in ~ service training and frequenl w<rl!lhops for those who did not get

the opponunity to be involval

4. Siace It*hoo 's manual is a tool that helps implemenllhe cuniculum as., was

;,... N. it should be made available 10 the teacher This can help the teacher adopt

the fidelity model of implementation and implement the programme as it was

designed.

Limitations of the Stud,

The study was limited to onl~- one out ofthineen Districts in the Brong Ahafo

Region ofGhana It should have covered almost all the Districts to make it more

genenIisable

Once again the stud~ ' .. as limited to onl~ pubhl2 senior second~ ~hools SC\ en

schools out of sixty public schools In the Distncts. v.ere u$Cd A mOTe comprehensl\c

study should cover both publIc and pn\8le :-;.choob since the~ "ere alllrnplementing the

same cuniculum It should aJs.o Include more of the s.chool~ to make the sample more

I.:5:marive

The stud~' did not co\ er students from all the three levels forms one. tv.'o and

three It oovered onl~ form thr~ The sample c~)uld nol be more represent811\C

The time the researcher used to gather data "as very limited This was to enable

him to work. \Vithin the academic calendar The slud~ reall~ needs an ample time in order

to make the resuhs more authent IC
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Areas for Further R....,.r<:1!

The study looked aI teachers' level ofconunitment to the fidelity model of

implementalion to determine the degree ofimplementalion. It did not cover students'

p:rformance through tests or examinations. The question that needs a critical examination

is: Does teacher's cOmmitment to the fidelity model of implementalion lead to high

student or pupil achievement?
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APPENDICES

APPENDIX I

DEPARTMENT OF ARTS AND SOCIAL SCIENCES EDUCATION

(DASSE) UNIVERSITY OF CAPE COAST CAPE COAST

28~ FEBRUARY. 2002

TIlE HEADMASTERlHEADMlSTRESS

SIRIMADAM.

FIDELITY APPROACH TO CURRlClJUJM IMPLLMI:NT kIlON: A CASE Of"

TRANSAClTNG THI-. CORI- E"iGLISH C1JRRICU.LM IN SENIOR

SECONDARY SCHOOLS I"i SUSY ANI DlSTRICI IS TilE BRONG AJIMO

REGIOS ()f GHANA.

I am pursuing postgradWlle studies in the Department of Arts and Social

Sciences Ed".."tion (DASSE) of the University of Cape Coas1. 1 am conducting a

research on the above subject in all the public Senior Secondary Schools in the Sunyani

District in the Brong Ahafo Region of Ghana. Tbe purpo>e of this Jcru:r W you IS W

solicit your co-<Jpera1ion in this exercise.

1be aim ofthe study is to fmd out "heIher teachers of Core English emplo) the

9aggesaed methods and principles laid dOYrn in the Core English curriculum or syllaM in

teaching the subject. This ~ill help me ~sc~~ tht: degree of implemcntatK.m oflhc= Con:

English curriculwn

109
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The study requires all teachers ofCore English and some selected limn three

"........ in your notable institution to complete some questionnaire wbose items are

bued on teaching and learning in the classroom.

The responses of both the teacher.; and students will be treated with

confidentiality.

Attached is a pbotocopy ofa letter from the Head of Department of Arts and

Social Sciences Education On the study as a requirement for the award ofa second

Degree in Curriculum Studies in the Univer.;ity. Your co-<lperation is therefore greatly

appreciated.

Yours faithfully,

~
(ABRAHAMK. OKRAH)



l:\IVERSITY Ol CAP": CUAST
CAPE COAST, GHANA

FACULTY OF EDUCATION
Department Ilf A.rts & Social Sciencelit Education

_~ r;
~C"~

(K.K. !CAnti)

rRef.:

.. Rcf.:

TO WHOM IT MAY CONCERN

LETTER OF INTRODUCTION

The holder of this letter Mr/Mrs/Miss ..~eIl.I\Ij.I\M .~\oIN)"'P..Q~R.I\H.....

is a student at the University of Cape Coast. He/ She is required to carry

out a research study towards the fulfilment of the requirements for the

award ofM. Phil Degree in Curriculum Studies in this University.

The research topic is :.FIDEFTY...APJ:'~OACH TO CURRICULUlI, IMFLEMENTATION:
A CASE OF TRANSACTING THE CORE ENGLISH CURRICULUM IN SENIOR SECONDARY

SCHOOLS IN THE BRONG ARAYO REGION OF G~'A

I shall be grateful if you will offer him/her any help at your

disposal by way of giving him/her access to information/data.

By this letter, therefore, we have authorised the bearer to approach

you with the assurance that you will help in any way you can

Thank you.

HEAD OF DEPARTMENT

111
l
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APPENDIX III

QUESTIONNAIRE FOR TEACHERS

This questionnaire aims at gathering information on the implementation of the core

English curriculum. Please fill in the questionnaire as well as you can to enable me gather

such data. Any information you provide will be treated as confidential

SECTION A

BACKGROUND INFORMATION ABOUT RESPONDENTS

I. Name of school

2. Sex Male

Female

3. Academic Qualification

Specialist

Diploma

I" Degree

2"" Degree

4. Professional QualificatIOn

Professional

Non-Professional

112



s. Jndjc:ate your subject ofspecializalion

....lisb [ I

French [

LiDguistics (

(lIm"';'n Language

0Ibcr subject (please specifY) .

113

6. IndicaIe the number of year.; you have been in the teaching profession

t-2yean

3 - 6 year.;

1-IOyean

11-14

More than 15 year.;

SEcnONB

nu: EXTENT TO WHICH TEACHERS lSE THE CORE ENGLISH

CURRICULAR MATERIALS

1. todicale the type of curricular materials available to you

~

Not AvailableCurricuI8r .-erials A,ailable
,

-+-Sy\I8bus
,

Tcw1«K ,, :
Tc::a:I&a's mag18 ! 1

,

~

Oda ( pIeeoe specify). . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . .. . .



r'..".

':.
~.

~ ,

I. Indi£ate the extent to whicb you use the following curricufar materials in

your Jesson plan by ticking the appropriate column.

114

Curriculum Very often Often Less often Not used at all

materials

i Syllabus

ii Textbook

iii Teachers

manllal

SECTIONC

TIffi EXTENT TO WHICH TEACHERS ARE ACQUAINTED WITH TIffi

AIMS, SPIRIT AND CONTENT OF TIffi CORE ENGLISH CURRICULUM

lnIroduction

9. Indicate by ticking the appropriate column the extent to which you are acquainted

with the following aspects ofthe Core English cwTiculum.

Aspects Very Much Not Not at all

Much Much

I Geneml aims for teaching English

ii General objectives outlined in the

Syllabus

iii Specific objectives outlined in the

syllabus

iv Scope ofcontent ofEnglisb Language

aI the SSS level

v Organisation ofthe syllabus

vi Suggestions outlined (in the syllabus)

for teaching the syllabus.



10. Indicate by ticking the appropriate column the number ofdmes you have

been involved in the fullowing programmes.

liS

Programme Nil Once Twice Three More than

times three times

i National curriculum planning in
--

Core English

ii In-service training (in Core English)

iii Workshops (on how to teach

English)

SECTION D

TEACHERS PERCEPTION OF THE PROPERTIES OF THE

CORE ENGLISH CURRICULUM

Introduction

II. Indicate by ticking the appropriate column your perception of the following

characteristics ofthc Core English curriculum.

Characteristics ofCore English Very Explicit Not Not Explicit

Curriculum Explicit Explicit at all
..

i Goals and objectives
-

ii Subject matter content
-

iii Recommended tasks and

Activities for students
--

iv Sequencing of recommended

tasks and activities
__ 0-

v. Instructional materials or notes

recommended for teaching the

.____ Jsyllabus
..
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SA A N 0 SO

~the arrangement oftopics in the syllabus when leachin

when teaching.

IS. I strictly follow the topics in the textbooks

13. Teachers must religiously follow the suggested

or pescribed methodology in teaching

14. Teachers ofCore Eoglish must follow systematically

16. I always set all the exercises under each topic from

the textbook that I teach to students

17. Teachers can rc-<Jrder the suggcsted teaching and

learning activities in the syllabus but not to ddete

them outright

18 Indicate the degree to which you use the following teaching strategies in teaching

Core English

TEACHUNGSTRATEGY· Very Much Much Not Much Not at all

LANGUAGE STUDY

i. Conversation drills

ii Dialogue

iii. Pair drills

iv. Competition drills

v. Substitution drills

vi Traosronnation drills

vii Blank-space filling

viii Construction oforiginal

sentences



I
-----1,

fi;ACHING STRA'ffGY - IVcr) I' MuchlNO'--Pol I
ESSAY WRIllNG Much : Much -1-,aI ai_I_ I
. "'--'n. --1
L &.I&d-.iD I':

I-nliDiriDiiDnUiilOldl;ed,;tri;;;;,-r----T--t--~--1---- --JI ii. Orpni7Jltinn IIIIOrdered string i:: '

~r;/_...~<IICe~~int~O~Iuc~id~paragraphs~~~~-_+--: I i

1
f----f iiii Dc:botq in jH ep&I arion to I I

i
argIIIIIl'III8lYe essay L ' I

l-civ,-.-;"'=_=-te=uo,:mg.::-::-:....=S:,-:io:::ns:O::in----r----+!'---I' --- 1- .--- 1

L
_::_tP_I8I'_rati__io_n_lo_wnt_._t_tD_W_O_rk -L!__ ' I ,

--1.--_--L, .LI -.1

TEACHING STRATEGY- ! Very I Much ! Not i ~ot I
I

,
I

COMPREHENSION Much I Much I at all

i. Silem reading I I

ii. Oral reading , I jI -I--~iii Linking comprehension lesson with I !
Iittl3lUrt lesson i I

I II

TEACHING STRATEGY- VCl} Much Not ~ Not

VOCABULARY DEVELOPMENT Much Much al all

i. Making vocabulary with selected

disciplines

ii Encouraging students to look up

definitions in dictionaries

iii Writing compositions on topics

selected from specified disciplines

111



TEACHING STRATEGY - Very Much INot Not

sUMMARY WRITING Much Much at all

i Identifying themes of passages

ii Expressing themes in single

sentences

iii Paraphrasing paragraphs or poems

iv. Reducing passages to a 3'" of

originallengtb while retaining the

mood

TEACmNG STRATEGY- Very Much Not Not

SPEECH WORK/SPOKEN Much Much at all

ENGLISH

i Pronunciation drill through

modelling or repetition

ii Contrastive drill

Iii. Poetry recitals

Iv. Conversation

v. Debating

vi Acting plays

TEACmNG STRATEGY- Very Much Not Not

LITERATURE Much Much at aU

i Oral reading

ii Discussion ofessential aspects

emerging from the passage/poem

iii Role playing ofcharacters

iv. Dramatization of important scenes

v. Identification of literary devices

119



19. I.." 7 Ihe~ to wbich you use Ihe lbllowing t<3:hing methods in a

tradring-1eamiDg situation by ticking the appropriate column

Very

i Often

Often I Less

Often

,NO! used

al all

i ~ , ""Ding melbod !

Iii Participalory melbod I

20. I always lbllow strictly the SLX (6) periods of fort) (40 I

minutes each per week as prescnbed in the syllabus in

tNtchino the Core Ern!lish..c _

2I.The six (6) periods of fort) (40) minutes each per

~ as recommended in the syllabus are enough

to treat almost all the topics suggested in the syllabus.

SA A l' D ~D

I

22. hwlicate the e"tent to which you use the following guidelines lOr

continuous assessment in assessing your students by ticking the appropriate

column.

GUIDELINES FOR I VeTV I Often , Oeeas- Rarely , l'ot bed
,

a>NTlNUOUS ASSESSMEJ\1 Often
I I • nal Used alall,10 ,

!

PROJECTS (reports) •

i Pt. Ii al work
1 I

,

ii InvCSf4!ative study I I
1



J

CLASSlESTS

i Ljslming comprehensive
~.

1olj :tiw tests. I

ii Lexis and structures

iii Smuuwry writing
,

iv. Essay writing I

v. Literature (eg. Themes

I
I

icJentification)
:

HOMEWORK I
i Essays

ii Smwumes

iii Literature

TERMINAL TESTS
,

i Criterion-referenced testing

approach

ii Nonn-rererenced testing

approach i

23. Indicate the extent to which you use the foUo\\ing evaluation exercise in

evaluating the lessons ofeach unit of instruction by ticking the appropriate

Evaluation Exercises Frequently Occasionally Rarely Not Used

Used Used Used at all

i Oral questions

ii Quizzes

iii Class assignment

iv. Essays

v. Structured Questions ,

vi Project work
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APPENDIX IV

QUESTIONNAIRE FOR STUDENTS

'Ibis questionnaire aims at gathering information about the implementation of the core

English cmriculum in the senior secondary schools. Please fill in the questionnaire as

weB as you can to enable me gather such data Any infurmation you provide will he

bellied as confidential.

SECTION A

BACKGROUND INFORMATION ABOUT RESPONDENTS

1. Name ofschool. .

2 Sex: Male

3. Form:

Female [ 1

4. What Ghanaian Language do you speak"

Akan(TWl)

Brong

Fante

Ewe

Other (please specify)

[

[

[

[

1
1
1
1

5. What language does your teacher use as a medium 0 f instruction

English [ 1
French [ 1
Ghanaian language [ 1
Other (please specify) [ 1
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SECTlONB

SllJI)ENTS'PERCEPIlON OF TIlE E."~'TTO ,nlICH TEACHERS OF CORE

ENGLISH TEACH STRICJLY ACCORDING TO TIlE

CORE BOGUSH Cl'RRlClL 1~i

i SyIIahus

iii T-.ba's manuaI

Yes

!

~" Idea

7. How often do ~r'OU think your English teacher uses the K11k."IVI-mg curricular

lDIIIerials (ifbe hasr:

i Syllabus

Ii English Te:<tbook

iii Teacber's manual

Very

Often

Often

Often :naIl

.1
'\'.

.' ;'.
>

SECTIONC

SlUDENT'S' PERCEPTION OF TIlE EXTENT TO VIIDCH CORE DiGLISH

TEACHERS EMPLOY TIlE RECOMMENDED TEACHING STRATEGIES



Introduction

B. Indicate by ticking the appropriate box the extent to which your English

teacher uses the following teaching strategies in teaching.

TEACIDNG STRATEGY - Very Much Not Not

LANGUAGESTIJDY Much Much at all

i. Conversation drills

ii Dialogue

iii. Pair drills

iv. Competition drills

v. Substitution drills

vi. Transformation drills

vii Blank-space filling

viii. Construction oforiginal

sentence

TEACIDNG STRATEGY- Very Much Not Not

ESSAY WRITING Much Much at all

i. Discussion

ii. Organization unordered string

sentence into lucid paragraphs

iii. Debating in preparation to

argumentative essay

iv. Story-telling sessions in prepara-

tion to written work

TEACIDNGSTRATEGY- Very Much Not Not

COMPREHENSION Much Much at all

i Silent reading

ii Oral reading

iii Linking comprehension lesson

with literature lesson
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TEACHING STRATEGV - Very Much Not Not

LITERATURE Much Much at aU

i 0IlI1 reading

ii Discussion ofessential aspects

emerging from the passage/poem

Iii Role playing ofcharacters

Iv. Dramatization of important

scenes

v. Identification of literary devices

9. Indicate the extent to which your English teacher treats the following aspects oftbe

syilahus per month by ticking the appropriate box

Aspect Nil Once Twice Three More than

Times Three times

i Comprehension

ii Listening comprehension

iii GrammarlLanguage study

iv. Vocabulary Development

v. Spoken English

vi Essay writing

vii Summary

Viii Literature - Prose

- Drama

- Poetry

10. After teaching a topic from the textbook does your teacher set all the exercises

that follow the topic for you? Ves [

No

I
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SA A N 0 SD

II. My English teacher always follows the English

textbook when teaching by treating one topic

after the other

12 My English teacher sometimes does not use the

English textbook at all

SECTION D

STIJDENTS' PERCEPTION OF TIlE EXll,NT TO WIIICH TIIElR TEACHERS IISI

THE RF:COMMENDHJ EVAI.IIATION AND CONTINUOIIS ASSESSMENT

GlIIDl:UNES IN I· VAl I' A liN<, AND ASSI·.SSIN<; T111·.M

13. Indicate by ticking the appropriafe l.:olumn (h~ c\tent to whit:h your English

teacher uses the fuJklwin~ ~uidclmc ... 1(lf Lontinuou.... a.......;cssmcnl in a.<o;scssing )'OU.

,,
,

t

,
,

",

V t..T\ (llkn ( k.:ca.... ion Rarely f Not (Ised

,! I 'scd
I

(H1l:1l ally u~-d at all,

t

t

S HlR

'S

I

mg

. The"""

GUIDEUNE.

CONTINI 'Ill

ASSESSMEl'

PROJECTS (
. - ..

L Practical won.
--

ii.. lnvestigal ivc

CLASS TF_STS

L Lilteningco

objecti\'C tests

ii Lexis and

UL S!!UMUiii) w

;". E.ay writ

~. Lilcnnntc:g

I id...i6eetion)
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HOMEWORK

i. Essays

ii. Summaries

iii. Literature

TERMINAL TESTS

i. Criterion-referenced testing

approach

ii. Nonn-referenced testing

approach

14. Indicate by ticking the appropriate column the extent to which your English

teacher uses the following evaluation exercises to assess you after every unit of

instruction or teaching

Evaluation Exercises Freque Occasionally Rarely Not Used

ntly Used Used at all

Used

i. Oral questions

ii. Quizzes

iii. Class assignment

iv. Essays

v. Structured Questions

vi. Project work
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APPENDIX V

OBSERVATION GUIDE

Name of Teacher: .

Name ofSchool: _ .

No ofStudents: _ .

Date: _ _. _" __ ._. _._. _. . ,_

The researcher will indicate the degree to which teachers treat topics. employ suggested

teaching-learning strategies, use recommended teaching methods and evaluate each unit

of instruction as recommended in the syllabus by ticking the appropriate column.

SECTION A

THE EXTENT TO WHICH TEACHERS USE THE FOLLOWING TEACHING

METHODS SUGGESTED IN THE SYLLABUS

Teacbing Method Very Often Less Not used

Often Often at aU

i Rote learning method

ii. DriIl-oriented method

Iii. Participatory method

129
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SECTIONB

TIlE EXTENT TO WInCH TEACHERS TREAT THE FOLLOWING ASPECTS OF

THE CORE ENGLISH SYLLABUS

AspeCt Nil Once Twice Three More than

times Three times

i. Comprehension

ii. Listening comprehension

iii. QrammarlLanguage study

iv. Vocabulary Development

v. Spoken English

vi. Essay writing

vii. Summary

viii Literature· Prose

- Drama

- Poetry

SECTIONC

THE EXTENT TO WInCH TEACHERS USE THE FOLLO WING SUGGESTED

GUIDELINES IN EYALUATING EACH UNIT OF INSTRUCTION

Evaluation Exercises Frequently Occasional- Rarely Not Used

Used ly Used Used at all

i. Oral questions

ii. Quizzes

iii. Class assignment

iv. Essays

v. Structured Questions

vi. Project work



SECTIOND

THE EXTENT TO WInCH TEACHERS USE THE FOLLOWING

STRATEGIES IN TEACHING CORE ENGLISH

TEACHING STRATEGY - Very Much Not Not

LANGUAGE STUDY Much Much at all

i Conversation drills

a Dialogue

iii. Pair drills

iv. Competition drills

v. Substitution drills

vi Transformation drills

vii. Blank-space filling

viii. Construction oforiginal sentences

TEACHING STRATEGY- Very Much Not Not

ESSAY WRITING Much Much at all

i. Discussion

ii. Organization unordered string

sentence into lucid paragraphs

iii. Debating in preparation to

argumentative essay

iv. Stnry-telling sessions in prepara-

tion to written work

TEACHING STRATEGY - Very Much Not Not

COMPREHENSION Much Much at all

i Silent reading

a Oral reading

iii Linking comprehension lesson with

literature lesson
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TEACHING STRATEGY - Very Milch Not Not

VOCABULARY DEVELOPMENT Much Much at all

i. MaIring vocablllary with selected

disciplines

ii. Encouraging students to look lip

definitions in dictionaries

iii. Writing compositions on topics

selected from specified disciplines

TEACHING STRATEGY - Very Milch Not Not

SUMMARY WRITING Milch Milch at all

i. Identifying themes ofpassages

ii. Expressing themes in single

sentences

iii. Paraphrasing paragraphs or

poems

iv. Reducing passages to a 3ru of

origina1length while retaining the

mood

TEACHING STRATEGY- Very Milch Not Not

SPEECH WORK/SPOKEN Much Much at all

ENGLISH

i. Pronunciation drill through

modelling or repetition

ii. Contrastive drill

iii. Poetry recitals

iv. Conversation

v. Debating

vi. Acting plays
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TEACHING STRATEGY - Very Much Not Not

LITERATURE Much Much at .n
i. Oral reading

ii. Discussion ofessential aspects

emerging from the passage/poem

iii. Role playing ofcharacters

iv. Dramatization of important

scenes

v. Identification of literary devices
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APPENDIX VI

PILOT STIIDY

RELIABILITY COHFlClENT DE T1,RMI:-;A TlON

QUESTIONNAIRE FOR STlIIlI·NP.i

1] :!,9646 61>lq 6406
--

6 ~7567 7571 I
70~7

-_ .. _-
12 31]00 .7299 I 7364

73 2InK3 5.3W5 53~47

(50 STI'DE:-;TSI

NO OF III·M 1AIPIIA S I ANDARIl

ITI,MS MEANS
1

III· M AIPIIA

8 ~.515n 57~5 .5845
1

10 ~q5KO
t
.8~On .M104

10 ~.5440 75~4 7450

10 ~.5600 6457 6564

4 ~5(K8) 4(K8) 1787

S

S

S

S

- ------

NAME Of CASES

MA11!RIAL &; USAGE

L TEACHING STRATEGIE

Ii. TEACHING STRATEGIE.

iii. TEACHING STRATI,GIE

;y. TEACHING STRATEGIE.

11IEATMENT OF CONTENT

(USE, NON USE. EXERCISE

EVALUATION OF STUDENTS

ASSESSMENT OF STUDENTS

TOTAL

RELIABILITY COEFFICIENT: ALPHA c>~ c 0.07

NO OF CASES '"

STANDARDIZATION ITEM ALPHA: ;,&47 ~ 0.67

~
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APPENDIX VII

PILOT STUDY

RELIABILITY COEFFICIENT DETERMINATION

QUESTIONNAIRE FOR TEACHERS (15 TEACHERS)

NAME OF CASES NO. OF ITEM ALPHA STANDARD

ITEMS MEANS lTEMALPW

I. MATERIAL & USAGE 4 2.3833 .3962 .5391

ACQUAINTANCE WITH AIMS
(pARTICIPATION. IN-SERVICE. 10 2.9200 .7269 .8006
TIMES)
I. PERCEPTION OF THE

X'TICS 10 2.9933 .4498 .5589
OF THE SYLLABUS

4. TREATMENT OF TOPICS 10 3.2400 7737 .7143

5. METHODOLOGY 9 2.8593 .5201 .4705

6 i) TEACHING STRATEGIES 10 2.6400 .2479 .2501

ii) TEACHING STRATEGIES 10 3.0267 .8359 .8360

iii. TEACHING STRATEGIES 10 2.7067 .8878 .8893

iv TEACHING STRATEGIES 4 2.9333 .7865 .7905

7. TEACHING METHODSIPERIODS 5 3.0000 .7083 .7476

8. EVALUATION OF STUDENTS 6 3.3000 .4376 .4506

9. ASSESSSMENT OF STUDENTS 12 3.4278 .7341 .7315

TOTAL 104 35.4304 7.5048 7.7789

RELIABILITY COEFFICIENT: ALPHA ~ 7.5048 = 0.62
NO OF CASES 12

STANDARDIZED ITEM ALPHA: 7.7789 = 0.65

12
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