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Abst r act

In this study, a bilingual teacher preparation
programre was devel oped to serve as a bl ue-print
for inplenmenting the Bilingual Education (BE) policy
statenments given in the National Policy on Education
(NPE, 1981). The programme conprises a nodel,
a Bilingual Education Studies (BES) syllabus and a
course inplenentation plan. C utnost rel evance
in the devel opnent of the programme was the
identification of the essential conpetencies needed
In the preparation of a bilingual teacher. To
achieve this, the opinions of |anguage specialists,
| i ngui sts, curriculumexperts, |anguage teacher
trainers, NCE students and practising prinary
school teachers were sought. After an initial
nati on-w de opi nion survey, an author constructed
I nstrunent was admni stered on subjects who are
directly involved in primary teacher preparation
and supervi sion, and also on potenti al

beneficiaries of the new programe.

In addition to the opi nion survey and ot her
denographic information, the nature of the respondents'
bilinguality was investigated. The extent of agreenent
by the various groups of respondents on the
I nportance of the conpetencies specified

in the instrunent was determned through
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hypot heses testing. e main hypothesis and ten
sub- hypot heses were formul ated and tested, using
the Chi-square statistical analysis.

The analysis of the data reveal ed that of
the four categories of conpetencies, the |anguage
and pedagogy ones were rated higher than the
cul ture and school -community ones. O the five
groups of respondents, the supervisors and the
| ecturers, who were the nost experienced
professionally were in greater agreenment in their

ratings of the conpetencies.

Arong the main recommendations are: (i) utilizing
t he new programme developed in this study in a pil ot
training programme to determne its suitability;
(i1) redesigning existing teacher education programres
to include bilingual education courses for producing
highly qualified bilingual education experts for both
teaching and supervisory roles; and (iii) the goals
and obj ectives of bilingual education in the prinary
school should be clearly defined in the National
Policy on Education in a future revision; and
(iv) attenpts should be nade to specify the types of
bi I'i ngual programmes that should be established in
Nigeria. It is hoped that the findings of this
research would formthe nucleus of a bilingual

teacher preparation programme in N geri a.
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Definitions of Terms
Bilingual Educetion: By bilingual education is

meant the use of two languages as mediume of
instruction st some stage in a pupii:s
educational career. (Fiéhman and Lovas, 1970C;
Mackey, 1976; Cordasco, 1976). Usually included
as bilingual educeticn are immersion prograrmes
in which pupils receive their initial education
exclusively in a second languzge and 4o net
receive any instruction in their first languagé
until the third or fourth year of schooling, as
well as programmes in which pupils receive thelr
initial education in their mether tongues before
being introduced tc edueation in a second |
language simultaneocusly, in which case the two
languages are used as mediums of instruction
concurrently (Gaarder, 1976; Swain, 1979), The
type of bilingual education given in any
comnunity or society is determined by & numwber
of factors, some of which include the nature of
the bilingualism that obtains in the society,
whether voluntery bilingualism developed in
individuals or obligatery bilingualism which is
a collective or group pheremenon. Next, is the
pelitical stance toward linguistic and cultural

diversity and the status of the various
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languages being considered as possible choice and
the wide variation of people's attitudes towards
their language or languages (Gaarder, 1978).
Multicultural Bilingual Fducation: This is

education that values cultural pluralism,
Multicultural education endorses the view that
cultural pluralism is a positive force that should
be appreciated, not merely tolerated. Such
education respects the intrinsic worth of every
individual. Bilingual education is usually
implemented in the context of multicultural
education. In Nigeria, the role of the teacher
as a model for promoting multiculturalism and
providing equal educational opportunity is a
crucial one, hence the need to train him/her to
be culturally sensitive.

Transitional Bilingual Education: This is a

programme in which the child starts his primary
education in his Mother Tongue and switches to
English or any other language at a later stage

when his mastery of the second language is sound
enough for him to learn effectively in it

(Fishman, 1976). This is the type of bilingual
education recommended in Nigerian National Policy on

Education (NPE, 1981).,
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Bilingualism: This is the alternate use of two

languages manifested in complete and meaningful
utterances (Weinreich 1953; Haugen, 1956). The
term bilingualism is often extended to include
multilingualism: the mastery of more than two
languages because the phenomena involved are
similar (Cordasco, 1976; Haugen, 1972).

Bilinpgual Teacher: This refers to a teacher who

is capable of teaching content in two lanzuages
and also capable of teaching a Nigerian language as
first or second language and also able to teach
English as a second languaze. In the Nigerian
context where cne teacher is assigned to teach

all subjects in one class, it would be idealistic
and unrealistic to plan a specialist-type of
programme for the primary school teacher. Therefore,
this researcher took cognizance of the expected
roles of the primary school bilingual teacher in
developing the proposed programme.

Cognitive Style: This refers to one way in which

an individual seeks meaning. A bilingual student's
educational cognitive style describes the way he
tends to acquire meaning from the context in which
he finds himself (Beacher, 1976).

Competencies: Competencies are those attitudes,

understandings, behaviours, and consequences which
designers of the programme believe a teacher trainee

must be able to demonstrate in order to effectively ,..

i
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facilitate the intellectual, social, emotional

and physical growth of the learner (Fanselow,
1977; Lindsey, 1978; Hancock, 1961).
Competency-Based Teacher Education (CBTE): A CBTE

programme is one which specifies the competencies
to be demonstrated by the teacher trainee, makes

explicit the criteria to be applied in assessing

the trainee's competencies, and holds the student

accountable for meeting those criteria (Hancock,

19681).

Performance-Based Teacher Education (PBTE): The term

is often used interchangeably with CBTE. In
performance-based programmes, objectives are
specified and agreed tc in detail and made public

in advance of instructions. The teacher trainee must
be able to demonstrate an ability to promote learning
or exhibit behaviour known to promote it. He is held
accountable, not for passing grades, but for
attaining a given level of competency in performing
the essential tasks of teaching (Lindsey, 1980;
Hancock, 1981).

Mother-Tongue (MT) or First language (L1) is

generally the language which a2 child learns
first in life. The term 'first language' indicates
that the language was acquired in infancy or early

childhood and the term 'mother tongue' indicates
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that the language has been acquired within

the family (Stern 1983). In the context

of this study, both terms are used
interchangeably.

The Second Language (L2}: The secondllanguage

is one which is learnt after a first language
has been acquired (Lado 196h4; Mclaughlin 1978).
In the present study, English 1s technically
taken to be Nigeria's official second language.
Psycholingulstics: This 1s a field of study

which combines linguistiecs. and psychology to
study the nature of human language through an
understanding of human thought. Twoc areas of -
Psycholinguistics relevant to the present study

are language acquisition and bilingualism.

Soclolinguistics: This is a discipline which
studies the characteristics of language
varieties, their functions and their speakers
as these constantly interact, change and
influence one another within a speech

community (Hymes, 1971; Wilkins, 1972).
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Teacher Educator/Trainer: Both terms are

used interchangeably in this study, and
refer to persons academically and
professionally qualified to train teachers.

Teacher Trainee: Refers to an individual

who is undergoing some training under the
supervision of teacher educators in a
formal teacher education programme such
as an Advanced Teachers' College.

Advanced Teachers' College (ATC): refers

to a teacher education programme in Nigeria
which provides a three~year post-secondary
or post Grade Two Teacher training leading
to the National Certificate of Education
(NCE). The graduates of this programme
were initially meant to teach at Junior
Secondary School level, but some of them
are now being posted to the primary school,
Grade II teacher training colleges and the
secondary school,

National Certificate in Education (NCE): is

the certificate obtained at the successful
completion of a three-year post-secondary or
post-Teachers' Grade II course at an

Advanced Teachers' College.
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Grade Two Teachers' College: is normally a five-year

elementary school teacher preparation programme in
Nigeria. The duration of the course in this programme
has been increased from five to six years in the new

6-3-3-l system of education.
Grade Two Teachers' Certificate (TC II): This is a

certificate obtained from the Grade Two Teachers!
College on successful completion of the prescribed
course of study.

West African School Certificate (WASC): is a

certificate obtained by an individual at the successful
completion of a six-year secondary school education.

Bachelor of Education (B,Ed): refers to the degree in

education obtained by NCE graduztes on the successful
completion of a two=year programme of study at the
University or a College of Education.

B.A. Education: refers to the degree in education

obtained by an individual on the successful completion
of a programme of study at the University.
Language Arts: an area of study dealing with problems of

methods and curriculum in English and foreign languages
(Dictionary of Education, 1973, p.328). 1In A.B.U.
Language Arts includes the teaching of English as a

Second Language and the teaching of specified Nigerian
languages. The term is synonymous with Language Education.

Joint Consultative Committee on Education (J.C.C.):

refers to the policy-making body which advises the
r ~Federal Government on matters relating to Education in

Nigeria.
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National Council On Education (NCE): comprises

State Commissioners of Education and the Federal
Minister of Education. Its functions include
ratification of decisions made by the J.C.C.

Master of Education (M.,Ed): refers to the degree

obtained after the successful completion of &
higher degree in Education., It is a post-grzduate

qualification.
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Chapter 1
INTRODUCTION

1.1 The Bilingual Teacher Education Problem

This is a study in the identification of essential
bilinguzl teacher education competencies for the
development of a primary bilingual teacher preparation
programme. As earlier stated in the definitions
section, Bilingual Education (BE) means instruction in
two languages and the use of those two languages as
mediums of instruction for any or all of the school
curriculum (Haugen, 1956; Mackey, 1976; Lewis, 1980;
Fishman, 1982). 1In Nigeria, the two languages
are English and any Nigerian language of wider
communication (LWC). The term Bilingual
Education is here to be understood in a broad
sense, to include Education in more than two
languages, in recognition of the fact that the
phenomena involved are essentially similar
(Jacobson, 1976; Lewis, 1980). By analogy,

Bilingual Teacher Education is a
teacher-preparation programme for training
teachers to teach subject matter in two
languages, successively or simultaneously as
the need arises. In the National Policy on
Education (1981: 10), the Federal Government

of Nigeria recommends that, at the pre-primary
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level, "the medium of instruction will be

principally the wother-tongue or the language of L
the immediate community”, and at the primary level:
"government will see to it that the medium of f
instruction is initially the Mother Tongue or the
language of the immediate community and at a later
stage, Bnglish" (p.13).
This policy recommends the use of two languages

in education; first beginning with the child's mother

tongue or the language of wider communication (LWC)
| and later, English. Such successive use of two
lahguagés in education is known as transitional
bilingual education (Fishman, 1976; McLaughlin, 1978);
and it has a number of implications for teacher
education. First, it implies that teachers have to be
fluent in the two languages used in education; second,
they have to acquire specific skills for teaching
content in two languages successively or simultaneously
and at the same time teach English as a second language;
third, they have to learn to develop new and
culturally-relevant materials and adapt existing ones
to meet the specific needs of bilingual children; fourth, they
have to acquire relevant skills for testing children
monolingually or bilingually; fifth, they have to
acquire skills that sensitize them to culturally
pluralistic learning situations; and sixth, they have
to be prép;red to exploit community Wi???;'i

resources to advantage in order to facilitate learning.
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These implications, among others, have been
over-looked in the policy with the result that the
successful implementation of the policy has been
hampered, to a large extent. As a result of the
underestimation of the enormity of the problems involved
in implementing the policy, government failed to make
specific provisions for training teachers to implement
the poli€y. Moreover, the policy itself did not specify
the role of various languages at different stages of
primary school education. The result of such an
oversight is the unstructured use of languages
observed in the primary school (Shaplin and Shaplin,
1969; Brann, 1978; Ala, 1983). It is no surprise,
therefore, that nine years after the formulation of
this policy, the Federal Minister of Education
(Aminu, 1986: 7) in his opening address to the
conference of the Linguistic Association of Nigeria
observed that:

Even though the policy has made it
mandatory for the major languages to
be taught in schools, the problem of
finding teachers has remained unsolved.
It is quite clear that the objective
will not be attainable without the
availability of teachers.

In realization of the importance of the issue, the
Minister has recommended "that a more pragmatic
approach will need to be adopted, as an interim

measure, in the recruitment of teachers and has



asked the Joint Consultagive Committee on Education
(J.C.C.) to advise on the modalities soonest” (Amimu,
1986: 7).
Although the emphasis in the minister's speech
is on the production of teachers for the three
major Nigerian languages, the policy, as seen from
an education point of view, goes beyond promoting
a few prestigious languages: minority languages have
their own roles to play. As Bamgbose (1976) correctly
observed "a smaller language may have its role only at
the local level and in initial literacy whereas a
major language may have both local and regional roles."”
Similarly, in his keynote address to the same 'f
conference of Linguistic Association of Nigeria, Ikaré
{1986: 5) warns against linguistic imﬁerialism and
sees the "need to recognize the efficacy and efficiency
of any language, major or minor, as a tool for human
communication that could be used for purposes of
education and literature whenever it is given the
proper chance to do so, rather than simply promote
two or three languages at the expense of about four
huhdred others.”™ g _
Statements similar to that of the minisier have
been made by some Nigerian educationists on ine issue
of providing professionally qualified teachers to
implement the bilingual education policy. Among them
are Afolayan (1977) and Adeyanju (1986) who stressed
the need to equip teacher trainees properly for |

effective classroom communication.
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Fully cognizant of the short supply of language

teachers even in the major languages and their
non-existence in the small languages, the National
Council on Education (NCE) met in 1986 and set up the
NCE Technical Committee on the production of Nigerian
language teachers. One of the termslof reference of the
Coumittee was to "examine the modalities of organising
crash programmes and vacation courses for Lraining native
speakers as language teachers". Nothing whatsoever was
mentioned about training bilingual teachers. Such an
oversight by the highest educational bedy in the country,
nine years after the formulation of the NFE, buttresses
the point that some Nigerian educators do not seem to
understand the issues involved in the implementation of
a bilingual education policy. Yet bilingual education
iz not a recent innovation, as there have been various
attempts in the past hundred or so years by immigrant
communities and colonised peoples to establish bilingual
education programmes (Anderson and Boyer, 1970;'
Leibowitz, 1970). |

The pedagogical soundness of bilingual
education has been stressed by its proponents.
They postulate that as the child receives
initial instruction in his home language, he
is taught English as a subject. This is likely
+0 make the child's first experience with school
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a positive one. As the child's mastery'of

English improvesg, he 1s gradually introduced

to learning in another language. Such a
bilingual education practice enables the child

to selile down erotionally to school work,
erihances his educetional achievement and reduces
drop-out rate. Kobrick (1974 174) highlights the
danger of teaching a child in a language he does

not preperly understand and observes thatt

Language is one uf the principal
tools through which children learn
problem=-sulving skills in crucial
early years. Policies that
frustrate a child's native

language development can cause
permdinent harm by literally

Jamming the only intellectual
channel available to him when he
arrives at schuol ... Bilingual
programmes teach children tec read
their own language and to understand,
speak, read and write English. When
a child enters school already
spesking and understanding a
language, he is ready to learn to
read and write it. A programme -
that prematurely forces English on

a child can guarantee his eventual
illiteracy in that language.

It is also generally believed that a child's
mastery of his native language enhances his
learning of a2 second language (Rusier 1977;

Awoniyi 1983; Afolayan, 1984). Rosier (1977)
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observes that the effects of bhilingual
instruction eppear tu be cumulative, with the
benefits becoming more evident each year after
third class. He postulates thst initial reading
instructicn in the L1 has the effect of later
success in L2 reading; the gkill of reading once
scquired iu the L1, is transferable. A number
of studies hezve shown that bilingral education
develops and enhangeg children's intelleciunal

. capabilities as children in bilingual education
preogrammes ‘eppeared to have a more diversified
set of mental abilities," (Lambert and Tucker,
1972). These views are corroborated by Spolsky.
(1979: 357) whe states that:

The specifically educational
outcomes of bilingual education
are fourfold: Bilinguzl
Education may be seen as a
method of improving the quality
of education In general as a
means of making education
relevant to the specific
community, as a means of
teaching the standard
non-vernacular language better,
or ar a method of improving
school achievement in general
as measured by retention »r
examination results,

In their own contribution,Fillmore and Valadez

{(1986: 680) sum up the benefits of bilingual



education thus:

It offers children a chance

to survive in school without
giving up their cultural
identities., It allows them
to become bilingual and to
enjoy the soclal and cognitive
benefits that bilingualism
offers individuals, All of
them will learn English
eventually, However, it

takes more than learning a
second language to be
bilingual and to get the full
benefits of bilingualism ...
In order to become true
bilinguals children must hang
onto and develop their
knowledge of the native
language as they acquire English,

In spite of these observations, the issue
of bilingual education has been a controversial
one. Some critics object to it on the grounds
that it promotes linguistic and cultural
pluralism. Others believe that the use of two
languages in school leads to cognitive
confusion and that pilingual education
is an inefficient way to educate learners,
if the goal is to teach them English
{Epstein, 1977; Glazer, 1980). These

observations were made of BE programmes
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in the United States. But in Nigeria,

which is culturally and linguistically
pluralistic and where the melting-pot
policy is not feasible, the views are
different as a number of scholars
postulate that BE has positive effects
on the average primary school child
(Bamghose, 1976; Awoniyi, 1982;
Afolayan, 1984: and Adevanju, 1986).
Furthermore, it is believed that BE
provides a useful opportunity for

the development of indigenocus languages,
Hence the Linguistic Association of
Nigeria in its communique at the end
of the 1987 conference recommended

the use of the MT throughout the primary
school, while teaching English as a
subject. A number of studies have
testified to the effectiveness of BE
in promoting pupils' adjustment in
school, thereby making for emotional
stability and reducing drop-out rate,
(see for example, Janco-Worral, 1972;
Troike, 1978; and Ala, 1983). (For a
detailed review of the literature

on BE, see Section 2.1.1).

3
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It would seem from the foregoing views thet
it is worthwhile to train teachers to¢ teach
bilinguaily and to become sensitive to the
specific needs of their pupils if the goals
of bilingusl educs tion are te be achieved,
Researchers have postulated that bilingual
children e¢xhibit learning styles that
demand extra sensitivity on the part of the
teacher (Baecher 19763 Cahir 1985). For
teachefs to respond apprupriately to
these charscteristics, teacher education
Programme planners will have tn incorporate
into their training prugrammes, such skills
and 6ompetencies that enhance teaching and
learning in bilingual settings. To this end,
existing teacher preparation programmes would have
to be redesigned and new goals defined for training
bilingusl teachers to respond to specific
linguistic and cultural needs of bilingual
children (Gaarder 1978; Margarita 1978&; Ala 1983;
Adeyanju 1966). This is in consonance with the
views of bilingual education experts which state
that 1if the values and experiences which the
child has acquired in hic home socialization |
process are at variance with the expectations of

the school, then the situation could lead to
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dysfunctional behaviour {Barik and Swain 1975, 1976;

Troike, 1978). Milk and Clark (1983) suggest that
teacher education programmes be designed to teach
clearly defined skills and technigues that provide
the prospective bilingual teacher with the
competencies needed to exploit children's
bilinguality to advantage.

Furthermore, the need to restructure teacher
education programmes in Nigeria to cater for
educational innovations is long overdue. Existing
teacher preparation programmes which merely take
the form of completion of certain courses within a
specified time may need to be redesigned to include
clearly defined skills, attitudes and behaviours
that the trainee should acquire and demonstrate
before certification, This study identified the
competencies that bilingual teachers should acquire
and demonstrate before certification.

A number of research bodies and individuals
have surveyed the language teaching/learning
situation in Nigeria. (See, for examplez, Shaplin
and Shaplin 1969; Tomori 1974; Williamson 1977;
Brann 1978; and Adeyanju 1983, 1986 for some of
such studies). Their findings may be summed up

gs follows:
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1. Language problem is a major
handicap to effective teaching
and learning. -

2. Medium transition could not be
effected systematically because
teachers were not trained to do
80,

3. Teachers switched sporadically
from one language to another,
sometimes to promote learning
but often times as a result of
thelr own language limitations.

L, Teachers have found it difficult,
if not impossible, to exploit
children's bilinguality to
advantage.

5. A number of children exhibited
culture shock as they were thrust
into a strange language before
they were ready for it.

6., Some teachers were not capable
of preparing supplementary
materials to augment existing
texts; while others exhibited a
lukewarm attitude towards teaching
in their own native language.

The discussion so faf implies that there is
need to revise our teacher training programmes.
This is to make them more relsevant to the needs
of the average Nigerian learner who is usually
a bilingual individual. In addition, teachers
and teacher trainers may find such revision more
rewarding. This study proposed certain innovative
practices in teacher education programmes which

are likely to be of value to education in this country.
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1.2 Background tc the Study

The background tu the problem of bilingual
educztion in Nigeria cz2n be traced to the advent
of Christian missionaries in Nigeriz in 1842
(Dakin et al, 1968; Pafunwa, 1974). The.
missicnaries' main ubjective was to teach the
children of new converts to read the scripture in
their mother tongues. This ubJective was difficult
to achieve because, among other things, many of the
pupils were of different linguistic backgrounds,
and parents demanded that their children should
be tauzht in English. The result was that
preaching snd teaching were dune bilingually. The
bilingual nature of early christian activities
could be seen in Aggrey's biography, cited in
Dakin et al (1968: 72):

The missionaries preached in English.
Ever, the Africen ministers delivered
their sermons in English and hymns
and lessons were 2all in that tongue.
The vernacular had its turn in the
evening.

with the colonisation of 4Lfrica and the subseguent
control of e¢ducation by the British Government, the
problem of bilingual education became a topical

issue {0zigi and Ocho, 1981). The factors that
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promoted Bilinguel Education could be summed up

as follows:

1. The early EurJopean teachers could not
communicate in Nigerian lsnguzges so
interaciion had tu take plazce in both English
ancd the Mother Tongue.

2. Pzrents wanted their children to learn English
and be teught in it beceuse of the job
opportunities available to speakers of English.

3. Nigeriz, as it came to be knuwn was 3
multilingual nation with many mutually
unintelligible languages.

4. The problem of pruviding instructional
mzterials in many Nigerian languages promoted
the development of the English languare as the
languofge of Educeation,

Hence, early in this century, specifically in 1911
and 1923, the British government convened the first
imperial education conferences in London. The 1923
conference was specifically concerned with the
problems of bilingualism and how it affected the
education of the child. The conference, among
other things, "desired to recugnize the
desirability of scientific investigation into the
facts of bilingualism with reference to intellectuzl,

emotional and moral development of the child"(Tiffen,
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1975: 73). Meanwhile, the Phelps-Stokes Commission

which wés sponsored by some missionary organisations
and pnilanthrepic bodies to investigate the problems
of educsrticn in Africa highlighted the complexity

of the lenzuwige problem in ~frica. In their 1925
report, ihey made the following recommendzaticns in

favour of bilingual education.

1. The tribal languege should be
used in the lower elementary
standards or grades,

-~

2. A linpuz frence of African origin
should be introduced in the
middle classes of the school, if
the area is occupied by large
native groups speaking diverse

languages.

3. The language of the European
nation in control should be
taught in the upper standards.

Sequel to the Fhelps-Stokes report, the Secretary
of State for the Colonies felt the need to survey
past efforts and co-ordinate future educational policy.
In 1925, the idvisory Committee on Native Affairs
charged with this responsibility brought out the
Memorandum on Educational Policy in British Tropical
Africa and recommended that African languages, as well
as English, should be used in primary education. Among
the problems highlighted in implementing this policy
was "the difficulties this posed in training teachers"

i~
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(Tiffen, 1975: 76). Later policies also

recommended bilingual education. The 1943
Memorandum on language in African School
Education recommended a full primary education
in the mother tongue, The memorandum highlighted
the dangers that could arise from an over-emphasis
on the teaching of English,

By the 1950s, the controversial issue of
the use of the Mother Tongue vis-a-vis English
remained unsolved. In 1952, the UNESCO
conference on The Use in Education of African
Languages in Relation to English reiterated the
earlier view that "ideally, the medium of
instruction for a child living in its own
language environment should be the Mother Tongue,
and that children should be educated in the
Mother Tongue for as long as possible, while
being taught the second language." This
same bilingual education policy was re-echoed
in the National Policy on Education first
formulated in 1977 and later revised in 1981,
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Even though the problem of implementing

bilingual education has been a long
standing issue, very little or no attempt .
has been made to tackle the problem
directly. Definitely,there are many
dimensions to solving this burning
language in education problem, and
effective teacher preparation is

one of them, and a very crucial one, too.
One is therefore dismayed to observe that
this same policy was merely echoed in
the 1977 policy which was later revised
in 1981 without any reference to the
preparation of bilingual teachers,
Instead, various survey reports,
professional organizations and a few
individuals kept highlighting ineffective
teaching and learning in the primary
school which filtered intc post-primary
institutions, No attempt, whatsoever,
was aimed at improving the performance of
the primary school teacher through
jdentifying the necessary competencies
needed for improved performance. This 1s

part of the focus of the present study.

e
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1.3 Statement of the Problem

Since the formulation of the National Policy
on Education, in 1977 which was later revised in
1981, much has been said about the problem of
providing professionally qualified teachers to
implement the bilingual education policy. The need
to train bilingual teachers was highlighted arguing
that a teacher is not qualified to teach bilingually
simply because he/she is bilingual (Afolayan, 1977:
Awobuluyi, 1979; Aweniyl, 1982 and Adeyanju, 1986).
The problems of recruiting qualified teachers for
the successful implementation of the policy have
been summarized by Bamgbose (1977) and Emenanjo
(1987) as that of getting teachers to teach the
major languages and training them spebifically to
teach these languages as first and second languages
and at the same time using them as medlums of
instruction. But the present researcher is of
the opinion that the problem is not limited to that
0f training teachers to teach the major languages
alone, minority language speakers also have a right
to receive meaningful education in their mother
tongues, and teachers have to be trained to do
this. Although the multiplicity of languages poses

a serious problem, this is one of the issues that a .
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bilingual education programme should address

itself to. Since this is not the central focus
of the present study, the issue will not be examined
here,

A few scholars have done some work in other
areas of bilingual. education, such as the
' relationship between multilingualism and language
learning {(Nyiakura, 1977); guidelines for the
preparation of bilingual instructional materials
(Okonkwo, 1978); the relationship between
bilingualism and divergent thinking {(Ckoh, 1980);
. the protlem of medium transition {(Omojuwa, 1980):
bilingualism in early childhood (Ndahi, 1982); and
the choice of instructional media {(Mcauley, 1982;
Ala, 1983)., So far, no study has.been done in the
erea of bilingual teacher education, in spite of
the fact that the teacher is a key factor in the
successful implementation of any education policy.
The present study is intended to fill this vacuum,

Furthermore, a number of research surveys
carried out in this country have indicated that
some elementary teachers use unstructured bilingual
teaching techniques in their interaction with their
pupils (See for example, Shaplin and Shaplin 1969;

and Tomori 1974). Others have observed complete
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communication breakdown as a result of the

communication gap that exists between teacher
and pupil (Shaplin and Shaplin, 1969; Tomori, 197l
and Ala, 1983). All of these observations point
to the need to train teachers who are capable of
meeting their pupils'! learning needs through
effective communication.

The present study was prﬁmpted by these
observations and this researcher's experience as
a primary school teacher trainer. The present
researcher is of the view that a weil-designed
bilingual teacher preparation programme, based
mainly on empirically identified competencies,
would help, to a large extent, in improving the
gquality of primary school education in Nigeria.
Therefore, the ultimate aim in this study is to
develop a new bilingual teacher preparationprogramme aimed
at ilmproving the efficiency of the prospective |
Nigeria Certificate in Education (NCE) elementary
teacher, The focus in this study is on the NCE
elementary teacher-trainee because the National
Policy on Fducation (1981: 39) has recommended that
"the NCE will ultimately become the minimum basic
qualification for entry into the teaching
profession.” Latest reports about elementary
teacher training in this country indicate that

Grade II teacher training colleges are being .
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phased out In many states while

more Advanced Teachers' Colleges

(ATCs) and Colleges of Education,

a number of which now offer

Primary Education Studies, are

springing up all over the country

(Bamijoko, 1985; Afolayan, 1986),
Specifically, the study

attempted to answer the following

main questions:

1. What are the essentiasl
competencies to be included in
a programme for training
elementary bilingual education
teachers 1in Nigeria?

2. What should a primary bilingual
teacher preparation model consist of?

3., Wwhat should a Bilingual Education
Studies syllabus include?

,. How should the proposed programme
be implemented, taking cognizance
of prevailing circumstances in

existing NCE programmes?
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1.h Need for and Purpose of this Study

There is a need to modify existing teacher
training programmes in Nigeria to cater for the
training of bilingual teachers. The multilingual
nature of the Nigerian Séciety, coupled with the
dominance of the English language in the |
education system makes bilingual education a
necessity. To respond to the diverse needs of
learners in this country, it is necessary to
train teachers in well planned institutionalized
programmes. Trainees produced in such programmes
would be expected to demonstrate competencies
aimed at improving primary school teaching.
Trainees should be aware of the environment in
which the child lives, the social forces which
impinge upon him: that is, the nature of his
family life, and the important events in the
history of his people (such as colonialism), his
ethnic, economic or socio-cultural group. Such
competencies would be assessed according to
established criteria which the trainee is
aware of (Lindsey, 1978; Hancock, 1981).
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This study is designed to meeil the

specific need of identifying relevant
competencies for the training of bilingual
teachers. This is in response to the
National Policy on Education recommendation
that teachers would be professionally trained
for their specific duties. The statement
reads: "all teachers in our educational
institutions, from pre-primary to University,
will be professionally trained. Teacher
Education pregrammes will be structured to
equip teachers for the effective performance
of their duties" (NPE, 1981: 38). 1In this
researcher's opinion, realistically, Rilingual
Teacher Education should be implemented in
the context of multicultural bilingual
education because this is likely to ensure
that cultural pluralism and individual
differences are valued and appreciated.
Therefore, the purpose of this
study is to develop a new bilingual
teacher preparation programme based on

the competencies identified in this study.
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1.5 Theoretical Framework

The theoretical framework for this
study was based on the premise that the
existing NCE teacher preparation programme
is inadequate for training NCE elementary
teachers to meet the needs of bilingual
education as stated in the Natiomal
Policy on Education (1581). Additional
knowledge, skills and attitudes {i.e.
competencies) are necessary for the
following reasons:

1. The existing programme is geared
towards preparing teacher-trainers to
teach Junior Secondary School {J.S.S.)
level students in English only. No
provision is made for learning to
teach at the primary level except
in the Primary Educatlon Studies
component, which is optional.

2. The programme does not include
bilingual teaching techniques for
coping with the language demands
of the National Policy on
Education {1981).
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3. Teaching practice assessment criteria do
not include statements of competencies that
should be explicitly demonstrated in
teaching performance before the trainee is
certified.
The implications of all of the fore~going
observations for Bilingual Teacher Educztion
are that the bilingual teacher~trainee should
acquire, among others, the following competencies:

1. Language Competencies: The underlying

assumption in this category is that the
effective bilingual teacher is one who
demonstrates oral and written proficiency in
both English and the relevant Nigerian
language used in education, It is essential
that the teacher=trainee should demonstrate
bilingual skills in actual teaching-learning
situation, A teacher possessing
competencies in the language area will

be equipped not only to accept the

child's first language, but also to be

able to teach the child English or any

other second language.
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Culture Competenciles: The underlying

assumption in this category is that the
effective bilingual teacher is one who
possesses a deep understanding and
sensitivity to the cultural characteristics
of the bilingual child, i.e. identifies those
historical referents, life styles and
traditional features of the specific
community and incorporates them in an
instruction. This category reflects those
areas of the child's history, heritage and
contemporary ethnic experience which have
to do with family ties and relationships,
pride and self-respect-as expressed in
actions and words by the group today or as
it was lived in previous generations.
Ginott (1972) suggests that "a teacher
needs to unlearn habitual language of
rejection and acquire a new language of
acceptance, Perhaps instead of blaming,
shaming, preaching, moralizing, admonishing
and accusing, ridiculing and belittling and
threaténing, teachers should be about
engendering trust through identification
and application.” Although not all teachers

are guilty of these faults in Nigeria, it
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would be a wnrrthwhile effort to teach-.

positive attitudes towards children explicitly
in a training programme. | |

3. Pedagogic Competenciest The underlying

assumption in this category is that the
effective bilingual teacher is one wha is able |
to apply teaching strategies appropriate to
distinct learning styles, taking cognizance
of relevant developmental levels. This
categury includes ability to utilize
innuvative techniques effectively and
appropriately in tHe learner's language(s)

 in the various content aréas. Also inéluded
is the ability to utllize effective classruom
management techniques, for optimzsl learning
in specific situatlons.

School-Community Relatlons: The underlylng

assumption in this cafegory is that the effective
bllingual teacher is one who demonstrates basic
awareness concerning the importance of parental
and community involvement for facilitzting the
learner's successful integration of his schowul
environment, Such a teacher also demonstratgs

skills in collecting culturally-relevent

-~ information -that can serve both for curriculum

contents'and for instructional activities. He
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should also demonstrate a knowledge of the patterns

of child-rearing practices so as to better understand
the background of the learner's behaviour in the
¢tlassroom. He should be able to act as facilitator
for enhancing the parents' roles, functions and
responsibilities in the school and the community.
These four categories of competencies are by no
means all of the competencies that the bilingual
teacher should acquire. They are the essential ones
which are crucial in the preparation of bilingual
teachers. The distinction between these competencies
and those required for preparing non-bilingual
teachers is that the focus is on equipping the
bilingual teacher to recognize and accept linguistic
and cultural pluralism as natural characteristics of
bilingual individuals. This underlying knowledge -
guides the bilingual teacher in taking various
decisions regarding his/her activities in the
classroom and in dealing with pupils, parents,
colleagues, school authorities and community
members., As a result of stereotyping, some primary
school teachers exhibit hostility towards their
pupils' home language and different cultural
behaviour. It is hoped that equipping such
teachers with the right kind of skills would help

them to become more humane and accommodating.
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1.6 Basic Assumptions

On the basis of personal experience and
available research evidence, the following
assumptions were made for the purpose of this
study:

1. If the competencies that trainees neaed are
empirically identified, systematically
developed and objectively assessed before
the trainee is certified, this would lead
to improvement in teacher performance.

2. Language specialists, linguists, curriculum
experts, teacher trainers and supervisors
can, on the basis of their training and
experience articulate the essential
competencies needed for training primary
school bilingual teachers.

3. Practising primary school teachers, as a
result of their classroom experience and
training, can identify the competenciles
needed for training primary school teachers,

h. Students in NCE awarding institutions, who
are likely to be the beneficiaries of the
programme, can identify the competencies
needed for preparing primary bilingual
teachers.

5. The opinions of teachers, students, teacher
trainers and supervisors can be statistically
analyzed and level of agreement determined

to assess thelir views of the competencies.
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1.7 Hypotheses
On the basis of reasoning about the expected

roles of the different groups of respondents in primary
education, the following main null hypothesis was made:
A. There is no significant difference in the |
rerceptiommof the five groups of respondents of
the competencies delineated in this study. To
¢btain a more vivid picture of the views of the
various groups of respondents with varying
educational and experiential backgrounds, the
following subenull hypotheses were made:
i, There is no significant difference
between the perceptions of primary
school teachers and NCE students of
the competencies.
ii, There is no significant difference
between the perceptions of primary
school teachers and Grade Two
College tutors of the competencies.
iii. There is no significant difference
between the perceptions of primary
school teachers and Grade Two College
tutors of the competencies.
iv. There is no significant difference
between the perceptions of primary
school teachers and primary school

supervisors of the competencies.
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v. There is no significant difference
between the perceptions of NCE students
and Grade Two College tutors of the
competencies.

vi, There is no significant difference
between the perceptions of NCE students
and primary school supervisors of the
competencies.

vii., There is no significant difference between
the perceptions of NCE students and primary
school supervisors of the competencies.

viii, There is no significanf difference
between the perceptions of Grade Two College
tutors and primary school supervisors of the
competencies. |

x. There is no significant difference between
the perceptions of ATC lecturers and
primary school supervisors of the

competencies.

The first null hypthesis forms the core of
this study, while the other sub-hypotheses serve
as a means of shedding more specific light on the

major hypothesis,



1,8 Scope of the Study

As this study was carried out in a relatively new
area in which little or nothing has been done, its scope
was widened to involve language specialists, linguists,
_and curriculum experts from all over the country. In an
effort to make the needed contacts at the appropriate
locations and professional forums, the study spanned a
period of five years from 1984 to 1988. Specifically, the
scope extended to the following institutions/forums at the
following times:

1. 1In 198L4, the researcher visited the University of Ife and
discussed with some of the resource persons who took
part in the Ife Primary Project to see if there were
insights to be derived from the project which could
help in identifying the skills of the primary school
bilingual teacher. Even though bilingual teachers as
conceived in this study were not prepared for the said
project, the discussion with some of the project staff
paved way for further investigation.

2. In 1985, the present researcher interacted with some
language and curriculum specialists who attended |
the national sewinar on "The Prcblems and
Implications of the 6~3-3-h Policy on Nigerian.
Education,” organised here at Ahmadu Bello
University. The information obtained from the
discussions and papers presented further

shed light on specific areas of the problem.
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In 1986, this researcher participated in the

. National Teachers' Institute (NTI) T.C, II

- syllabus development workshop and seized the

opportunity to interact with experts in
primary school education who also provided
useful information that further helped in
identifying the competencies. This forum was
particuarly useful, because resource persons
from Nigeria Educational Resource Centre
(N.E.R.C.), Language Development Centre, N.T.I.
and a host of others from higher institutions
from all over the country showed interest in’
the study and further shed more light on the
issue. L o o

The three Linguistic Association of Nigeria
conferences: that of 1985 held in Zaria whose theme
was: "Language in a Multicultural Context" :
and that of 1986 held at Maiduguri and whose
theme was: "Minority Languages and Lingua |
Francés in Nigeria"; and that of 1987 held at
Port Harcourt whose theme was: "Linguistics

in the Implementation of a National Language
Policy," provided very valuable opportunities
for the development of the competency package
which formed the nucleus of the programme
developed in this study. _ - !
Furthermore, the Curriculumibrganisation of!

Nigeria conference of 1987, whose theme wag;
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*Curriculum Implementation in Nigeria™ and the |
Literary Society of Nigeria conference of 41988 both
held at A.B.U. also provided very useful |
opportunities for deeper insights into the problem.

6. Finally, the opinions of coileagues in both the
Faculty of Education and ;nstitute of Education were
sought before the final data were collected from
subjécts in Kaduna and Kano States.

All of these contacts, coupled with insights obtained
from the literature review and the experience of this
researcher as a primary school teacher trainer for
fifteen years formed the basis for the development of the

new programme (see Chapter Six).

1.9 Limitations

Because of the seminal nature of this study
the programme developed from the identified
competencies has not been empirically tested to
determine ite suitability and feasibility. However,
the competencies have been used to train bilingual
teachers in other parts of the world. Although this
study was ultimately limited to Kadunas and Kano states,
the researcher interacted with resource persons
in Oyo, ®ndo, Lagos, Rivers, Borno, and Bendel
states and to that extent this study could

be extrapolated to other parts of Nigeria,
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1.10 Summary
This chapter stated the problem 2nd the

purpose of the present study and presented the
theoretical framewurk underlying the identification
of the bilinguczl teacher cumptencies. It also highlighted
the bilingual education problem as perceived by
various individuels and pointed out that the
difficulty in implementing the bilingual education
pelicy in this country is due, largely, to the lack
of qualified bilingual education teachers. The
role of the British colonial government, the
Phelps~Stokes Commission and later that of the
rederal Government in the formulation of bilingual
education policies for Nigeria was described.
Literature on Teacher Education shows that
a person is not qualified tu teach in two languages
simply because he is bilingual, There is a need to
acquire certain competencies that would make for
effective classrocem instruction and management.
The need to identify teacher competencies through
co-operative means was identified. The importance
of co-operative efforts in the identificsticn of
teacher competencieswes stressed in the literature.
This study, therefore, has attempted to identify
the essential bilingual compeceuncies, by not only

involving the experts, but also the potential
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trainees of the bilingual teacher education
programme and their employers. It was
believed that involving practising Grade II
teachers, NCE students, teacher educators
and Ministry of Education primary schcol
supervisors would help in identifying
essential competencies that form the
basis of a bllingual teacher education
programme. In the next chapter, a review
of related literature is undertaken to
provide greater insights into the researcﬁ

problem.
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- REVIEW OF RELATED LITERATIRE

2.0 Introduction

The preceding chapter focused on the problem
of this study which is the identification of
elementary bilingual teacher competencies and the
preparation of a bilingual teacher preparation
programme; the background of the problem and the
raticnale for the study. This chapter focuses on
the review of the relevant literature in the area
of bilingual teacher education and related fields
ih order to provide a theoretical framework for
the identification of bilingual teacher
competencies. It is relevant at the outset, to
peoint out that the literature on Bilingual
Education in general is very scanty, because it
is a relatively new field. Because nothing has been
dorne in the area of Bilingual Teacher Education in
Nigeria, little or virtuaslly no literature exists on
the topic. The little that is available is in the
.form of opinions and recommendations., For this
reason, most of the literature reviewed in this
section is based on works outside Nigeria. The
assumption underlying such a decision is that the.
information thus gathered could provide useful

Insights into the problem.
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This chapteé is organised into four sections.
Section Cne (2.1) presents an overview of Teacher
Educztion programmes in general. 3ection Two (2.2)
focuses on teacher training models in general
including Competency Based Teacher Sduce tion (CBTE).
Section Three (2.3) focuses on Bilingual Teacher
Educetion, Ineluded in this section are the
competencies required for training bilingual
teachers identified in the literature., CSection
Four (2.4) focuses on surveys un bilingual
educaetion in general with particular attention to
bilingual teacher education. This section is
subdivided into two parts; the first part deals
with Bilingual education surveys carried out in
other countries while the second part deals with
primzry education language surveys carried out in

Nigeria.

2.1 The Theoretical and Practical Compunents

of Teacher Educatiocn Prozrzmmes

Teacher preparation programmes comrprise two
major components: the theoreticsl and the practical.
The thecretical component is concerned with providing
trainees with the necessary knowledge -nd skills
about teaching, while the practical is ccncerned with

providing prospective teachers with the opportunity



””ﬁgg'

to put the acquired theoretical knowledge into
actuzl practice. Gage {(1978), Milk and Clark
(1983) and Adaralegbe {1985) recomnznd that both
components should cumplement each other. This
view is corrobor: ted by Fafunwe (1963) ¢nd Larsen
(1983} whu pustulate that teacher education
programmes must pruvide pruspective teachers with

. varied and repeated oppurtunities to experience
the whule gamut of educational activities in real
life situations. Larsen (1983}, therefore, suggests
a third compunent: training, in which the trainee
1s expused tu the variuvus roles that bhe would be
called upun tu perfurm in his future career. This
view {s shared by Smith (1971) and Fanselow (1977).
According tu Smith (quoted in Fanselow end Light

1977: 5), in training teachers, it is necessary tu:

[T

(2a) analyze the job of teaching into
the tasks that must be performed;

{b) specify the 2bilities reguired
for the performance of these
tasks;

(c) describe the skills cor
techniques through which the
abilities are expressed; and

(d) work cut training situations
and exercises for the
development of each skill.



Snd
140

Smith's procedures fullow the grinciples used

in curricu}um development, namely: needs
identification, skills identification,
specification of objectives and methodology
(Pratt, 1980). But in Nigeria, curriculum
develupment is not always based on identified
learners' needs partly because records of
trainees' and pupils home backgrounds and
personality traits are usually non-existent

and partly because the modalities for duing

this have not been properly worked out by the
authorities concerned. This makes it difficult to
address trainees' and pupils' specific needs, and as
a result, some Nigerian curricula do not
specifically address the needs of learmers. This
has resulted in the acquisition of some irrelevant
and redundant knowledge wnich does not relate
specifically tu Nigerian problems,

Larsen-Freeman (1983) suggests a different
apprvach in the preparation of tezchers. He
highlights the need to subsume the treining
process under the educating process, arguing that
it is impracticable to train a precspective
teacher for all the heterogenous circumstances
that he will be faced with in his future career.

He, therefore, recommends developing in the
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traince decision-making skills znd suggests
the following faci in the process of educating

the tralnee to make decisions:

1. Heightening of awareness: The trainee should be

aware of a number of sltern.tives open to him
from which tu make required choice.'j”' -

2. A pusitive, open attitude: The trzinee must

possess an open attitude which enables him
to consider expluring the azvailable chuice,
He must be prepared to accommodate changes.

3, Accunulation of Knowledge: The trainee needs

knowledge of avallable options.in order to make
the right cholce, ”
li. The trainee needs to develop skills in the
relevant field. |
Although decisiun-making is = skill that runs -
through 2ll hunan endeavours, it has to be
specific to the kind of teachers to be produced
in the training programme; It.is also worthwhile
to puint out that it is a skill thet is difficult
to measure vbjectively, . | .

" However, Bcerko, Cone, Russo rﬁd Shavelson
(1979) corrcburate Freeman's views and propose a
model for decision-making in instructional matters.
They postulate that teacher's decision-mzking is |

affected by the fyllowing factors: information

o o
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about sfudénts, including their charactériéticé;
teachers' educational beliefs; the nature of the
subject matter and goals of instructicn and
availability of alternative strategies and materials.
They suggest that teachers should be trained in
decision-making both at the pre-service and h
in-service levels. Much as these factors are
useful in teacher education programmes, in Nigeria;
the lack 6f adequate planning makes the successful
training of future teachers a difficult task. And
because, teaching has a low status and prestige,
it is often difficult to attract high quality
candldates into the profession. The result is
that teacher traineeg are trained by poor quality
teacher trainers who themselves have received
inferior education from their teachers, thus
resulting in a vicicus circle, Furthermore, the
lack of imagination and initiative noticeabdble
among some Nigerian primary school teachers can be
attributed te their poor educational background
and immaturity. Hence it is necessary to adopt a
teacher training model that provides the right
kind of theoretical and practical experience to
teacher trainees. A number of teacher training

models identified in the literature are reviewed next,
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2.2.17 Teacheyr Training !.cdels

In this section, a2 revicw »f teacher training
mydels in genersl is undertaken with a view to
providing insights into teacher treining strategies.
The literature on this topic shows that mest of the
early tencher training models were based on the
premise that educatien is dynamic, se, teacher
preparation pProgrammes recognized the need to
include built-in mechanisms for eximining =2nd
updating programmes to cz=ter for present and future
societal needs (Smith 1971). GSome of the programmes
were degigned tu equip trzinees with the required
theoretical knowledge needed to czrry out teachifg
tasks, and in addition, provice teaching
experience in actual school setting. Smith (1971)
reports that the competencies identified for
preparing teachers include:

1. Specifying learning goals;

2. Assessing pupil achievemen: of learning goals;

3. Diagnosing learmer cheracteristics;

4. Planning long-term -nd short-term learning
programmes with pupils; ond

5. Guiding pupils in their learning tasks.

But teachers are not employed 1o teach only academic

cuntent which can be measured objectively; they are

supposed to educate children to produce lasting
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changes in their behavicur, and help them to becoue
productive members of society. These
charscteristics may not be meesursble in short-term
tests. B | |

As teacher education E&cémé mbre research-based
in recent times, educstors becrme more cuncerned
with the issue of investigating what makes a
teacher effective, Nedley (1970} identifies the
stages that research on teaching has passed through
in an attempt tu identify the meaning of teacher
effectiveness, Initially, effectiveness was
perceived as 2 function of the methods of teaching
used, and the learning climate created by the
teacher., HRecently, effectiveness hasg been ‘
ﬁerceived as A mastery of certnin competencies and
the ability to demonstrate trose conpetencies in .
actual performznce through professional .
decisiun-making, It is, however, relevant to puint
out that teacher effectiveness is a gollective
function ¢f whut = teacher is (Wis characteristics);
what he knowé (his competencies} ¢nd what he actually
does tu nelp pupils learn (his performance).

In an effort to measure teacher effegtivéﬁess.
| Flenders_(TQ?O) developed a system of categories for
measuring teacher behaviour in the classroom,

L]

Flander's system is based on the zssumption that

LI . T }
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teaching behaviours could be broken down into -

measurable teaching skills arrsn:ed in = series g

vf learaing experiences for the trrsining of

teachers. His work focused on the categories uf

behaviour *h:=* choew pelatiosrzal s T tween teacher

behaviour and student =zchievement, However, in.a
bilingual ceacher educafion progranme, caution

need be taken Iin sdupting Flalers' categories., It is

the coniention in this étudy that any teacher educztion

model should emph-size student-centredness instead

of producing self-conscious and Jdomineerlng

teachers,

In his own contribution, Townsend (1971) t
commenting on the role of Interaction Analysis in
teacher training has identified fcur uses that
could be made of it:

(1) to describe the current practices
operative in cleassroom;
(i1) to monitor instructional :zystems,

peogs walie 3, OF Cculriricu.:;

(1ii) to investigate relationstips between
classroom zctivities and the gruwth,
progress, ur change of tne students
affected; =nd

(iv) to tr=in or =zugment the trzining of

teachers.
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In the Nigerian context, classroom interaction
analysis cuuld "be used to assess the disparity
between the hehavicurs of practising primary
schocl teachers and the role expected of them =as
bilingusl teachers. The dzts coilected from such
a research could form part of the content of the
training peogramme, Moreover, cognizance must be
taken of peer-groug intersetion in assessing
educational achievement because it is a wejl .
accepted truism that pupils do not only learn
from their teacher but alsc from their peers.

As 2 result of research findings on teacher
behaviour, Peck and Tucker {1973} hove identified
three teacther training models thot nave evolved in
recent times. These are: trainihg teachers in
interaction analysis; microteaching} and behaviour

modification., In the field of bilingual teacher
training, classroem interaction anslysis has been
used to determine teacher effectiveness. Townsend
(1976), =~ discussing the issue, identifies five
variables that increased student achievement in
" bilingual settings as:

(i) the clarity with which the teacher made

presantations; o . _

(11i) the flexibility of the teacher in utilizing

the languages of instruction;
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(1ii1) criticism resulted in significant
negotive relationships;
(iv) teacher indirectness yielded posifIVe
results; and ’
(v) student cpportunity to ;e;rn'thISubject
nmatter tu be tested.
Similarly, Garcia (1970), commenting on “he
modificetion of teacher behaviour in bilingual
. settings, stresses the need for bilingual teachers
. tu have available to them a varliety of teaching
~ strategles, specifying behavioral objectives and
" using reinforcement to promote lecrning.
Klingsledt (1972) corroborates Carcia's view in
discussing indicatuors of teacher effectiveness in
bilingual domain. Althpugh he ~grees with the use
vf interzction analysis for prowoting teacher |
effectiveness, he concludes that 'Ythere is no
single indicator of effective teaching, ... the
best tesncher is one who has developed a style that
actualizes his own persdnality {klingslendt in
Simoes Jr., 1976}. |
Although classroom cbservatiocn systems have
bteen uscd extensively in measuring teacher
. effectiveness, it has also been criticised.
Johnston and Yeakey {1979) postulste that "the

teacher-centred rule encouraged more negative

LI
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feelings on the part of the students, a greater
concern with interpersonal as copposed to learning
problems, and less mastery of content," This view
has led people like Tikunoff and vard (1978) to
suggest a holistic approach in messuring teacher
effectiveness, arguing that teaching is a complex
behaviour which does not take plzace in a vacuum,

In Nigeriaj where primary school teachers
hardly hove access tu further trzining for
professional growth, the need to train teachérs.
in self-evaluation for behavioﬁr rodification
cannot be overemphasized. The continuous outcry
to improve teacher effectivencss nmakes the need
for research in teacher training in this country
very urgent. The present practice of teacher
training whereby some teacher trainers have not
themselves becn trained to teach would need to
be re-examined in the light of current practices
of teacher training.

On the whole, the fore-soing views on teacher
training models point to the valuzble contributions
that rescarch on teaching has made in teacher
education. The continucus search for teacher
effectiveness has resulted in the accountability
movement which culminéted in the development of

the Competency-Based Teacher Educszticn (CBTE)
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movement, which is reviewed below,

2.2.2 Competency-Basec Tescher Education

Competency-Eased Teacher cducation (CBTE) is
a teacher preparatioun model th~ot requires the
specification of competencies (knowlcdge, skills
and attitudes) that the trainee should acquire and
the specification of performance otjectives that
the trainee must demoastrate before certificatiun
(Lindsey, 1976). The model requires programme
planners to define their gozls in terms of
competencies to be achieved. A teacher, therefore,
who has been trained in a CBTE programme should be
able to carry out teaching tasks with some degree
of efficiency. The model has the added advantage
uf establishing standards in education; increasing
procductivity of educational institutiouns and
improving the quality of training institutions.
The model a2ims at specifyinz vrogramme objectives
clearly and developing criteria for measuring them.
Generally, there are five kinus of objectives
in a CBTE programme. These =zre:
1. Cognitive or knowledge objectives which specify
knowledge and intellectuzl abilities tu be
demonstrated vy the trainec,

2. Performance ubjectives which specify teaching
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behaviours that the traince is to perfora.

3. Conscquence or preduct ocbjectives which call’
for the trainee to bring about a desired
chanze in pupils he nas taught.

4i Affective objectives whicn speccify attitudes
the trainee is to demonstrate.

5. Expressive or exploratory objectives which
stipulate the experience which the trainee
is to undertske (Schmeider, Mark and Aldrich,
1977

For successful attainment of these objectives, the

trainer and trazinee are held accountzble for the

achievement of the obJjectives; which make learﬁing

a shared responsibility =2mons all involved. The

~ompeteneies acquired in the programme must be

demonstrated in actual learring situation.

2.2.2.1 Characteristics of CETE

The assumptions underlyin; the development of

CBTE as spelt out in the literzture include:

1. The teacher role is conceived =5 one who
functions as a professional and adapts his/her
teaching style to the situstion or as dictated
by changing conditions;

2. Knowledge of the relationships between teacher

education programmes, behaviour of the teacher,
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and pupil achievement must be researched

and disseminated to all concerned;
Competencies to be demonstrzted by the trainee
are derived from an analysis of teacher roles;
are made explicit and public in advance of
instruction so that the student knows what is
expected of him; and assessment is a function
of the extent to which the competency is
attalned;

Assessment criteria are bszsed on specified
competencies which are made public in advance;
the context under which the ccmpetencies will
be assessed as well as the levcl of performance
expected are clearly explained fo the trainee
on entry into the traininz programme,
Instruction is individusliz«<d to meet the ﬁeed
of individusl trainee whose progress ls
determined by demonstrated conpetencies.
Feedback is an integral part of the training
programme,

The pregramme is field-centred, includes a
research compunent for identifying the
effectiveness of trainees, educaturs and the
training institution and recognizes
decision-making as an integral part of

successful teaching.
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In the field of 3ilingual Teecher Education,
CETE has made some uscful contributions. Since
aﬂ essential charzcteristic of the model is the
demonstration of competence tnrough performance,
rather tran merc czcquisition of knowledge of
course content, the specific skills and behaviours
are geared towards the needs of ckhildren from
different linguistic backgrournds (/Znderson, 1978;
Baecher, 1978)., This point is supported by
London (1978) who emphasizgs tit teachers snould
be given a broad knowlaedge base in the histories
and cultures of the children to be taught in order
that they can develop a positive cttitude towards
their pupils,

Lindsey (1973) supports this view and otserves
that the inability of schools tc meet the needs of
bilingual children "has led to intense public and
professional interest in what teachers do in the
classroom, It is believed that performance,
defined as observable behaviu i, nzkes a difference
in the lives of pupils (p.161)." An important
aspect of CETE is its focus on the needs of school
learners since it gives attention to individuzl
needs; focuses on objectives; ~nd holds the trainee
accountable for meeting the specified level of

competence. In the CbTZ model, teachers' different
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peracnalities are taken into consideration and
programmes include different criteria for people

performing different tasks.

2.2.2.2 Identification of Corpetencies

hccording to Cooper und Weber (1973), teacher
competencles can be derived from four sources:
philosopnical, empirical, subject matter, and
practitioner, The philocsophical bese relies un
assumptiong and values about the nature of man, the
geals of education and the function of teaching,
From the philosophical base, programme deveiopers
speculate on teacher roles and learning cutcomes,
The empirical base for generating competencies
relies on knowledge derived from research. Such
research-based competencies may be of:
(a) cognitive nature (knowledge); (b) comprised
of skills or performance; or (c) defined in terms
of pupil outcomes. Competencies derived from a
subject matter oase are principolly of a cognitive
nature in which knowledge of curriculum content
areas becomes the primary critsrion for competence.
Finally, competencies derived from practitioner
base relies on analysis of teaching tasks. Cooper

and Weber (1973: 13) conclude Ty noting that:
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While teaching competencies can
bPe and should be generated from
empirical, subject matter, ond
practitioner bases, they must be
screened through a philesophicel
base z2nd the conceptualized
model «f the teacher's role,
Unless propused competencies are
compatible with the concegptuslized
role uf the teacher, they should
not be included in the rrogremrme,

Thé conception of the leucher's role as a base
for the ldentification of competencies is shared by
Shearron and Johnson {(1973) who set forth a mudel
that transforms the teacher treining function into
a research and development prcocesg., The authors
agree that the following assumpltions are central
to the development of competency-based programmes.
They are: (a) the mejority of competencies needed
by teachers czn be specified and evaluated; (b)
(b) teacher preparation programmes should be
fielde~based; (¢) teacher prepsar:ztiion programies
should serve as models tor effective teaching; and
(d) teacher preparation is @ cocperative effort
between the local educntion ngency and the
instituticon of higher cducaticn, The a2uthors
suggest a framework for competency identification

which includes:
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an examination of what students
should learn and do and to
infer from that what teachers
snould know; a translation

of course requirements into
specific competencies; and
speculation on whet e¢ffective
teachers do.

These views are supported by I oskowitz (1977)
who opines that in identifying teacher competencies,
we must first determine what trcinees should learn,
know z2nd duv 2and then we can épeculate on which
competencies are necessary to produce the desired
results, field test them and evaluste the findings..
She identifies the compecnents of good teaching to
includeﬁ setting of goals and objectives; planning
and carrying out instruction; developing attitudes
and mutivation; and evaluation,

Lindsey {1978) concurs with this approach and
recommends one of twu processes for prugramme
design: (2) the assessment of student needs or
(b) the conception uf teachner roles. In the
assessment of needs the emphasis is given mainly
t> needs of the student population in the schools.
Once these needs are identified,then an attempt
is made tu organize a training programme in the
university which can produce the type of teacher

determined best able to meet tiose identified needs
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1.0 INTRODUCTION

Adainst a multilingual background of about
four hundred indigenpous languages, Nigerian
pidgin (NP) stands out as a lingua franca which
is used in varying degrees in different parts
of Nlgeria, Researches - notably those of
mMarchese and schnukal (1980), Cmamor (1982), and
Faraclas (1983), amonq others, show that in the
delta areas of Nlgeria in general, particularly,
around warrl and sapele (in now pelta state) and
port Harcourt (in Rivers state), NP has been used
so much and for so lorqg that it has become the
first lapgquage of scme spe2ch ccmmunities; in
other words, 1t has become a crezole in these
areas, However, in other parts of the country,
NP continues to serve a, secondary role in the

lives of its very many users.

There is a gereral assumption ameng
Nigerians (particularly in the southern part of
the country) that np 1s a phenomenon of southern

Nigeria alone, i.e. that it is a language that 1is
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Pratt (1980) stressed thzt in selecting a set
of corpetencies one may bezin by focusing on the
following:

(2) previous reaezrch findings; (t) conventional
wisdumn;

(¢) practices which nzve alresdy shown pusitive
results on fhe basis of sutjective evaluations;
existing theories of learning, education, or
human development and (e) expressed community
needs.

In deciding what the ultimzte outcomes of a
teacher education programme should be the American
Association of Cclleges for Teacher Education
(AACTE) Committee on Performance based Teacher
Educztion (1974) stressed that the term "role
definition" should serve as 2 base for programme
developers to establish the psrameters of teacher
training prosrammes. The committee's recommenda-
tion was that "a clear description of the roles
of the professional to be prepared should be in
hand before the instructional progr2mme as such
is formulated.

The majority view is that specification of
competencies for teacher education personnel
evolves from the needs of the comnunity. Recent

research studies 21lso seem to support this view,
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A study by Rodriguez (1980) centred on competency

identification through zn 2xplicit conception of
teacher roles, The main purpose cf her study was
to determine what behaviours would be expected of
tne teacher throush a listing of 21l activities
which comprise the job of the teszcher. A Study by
Migdail (1976) dealing with identification of
competencies, invonlved obtaining information from
teachcrs, educators, and students in training as
well as from condﬁcting 2 review of the
literature. Similarly, Shervin (1982) utilized
the survey method to determine the minimal
competencies needed for elementory bilingual
teachers working with bilingual children.

The aforementioned views noint tu the fact
that competency identification is 2n integral part
of competency-based teacher educction programme
develupment, The consensus in the literature is
that cumpetency specification is ¢ function ¢f the
teacher role, the expressed needs of the cummunity
and the people to be taught, In spite of its
utilization in teacher education progremmes in the

seventies, the model has been criticised.
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2.2.2.3 gignificant Criticisms of CBTE

The major criticisms agzinst the CBTE model .
centre around those of identificction of competencies
éhd the measurement of performancé. Pottinger (1978)
argues theat ¢ffective teacning is neither the
knowled:.e of nuw one should tesch nor simple
demonstratlions of certain skills e#nd behaviours.
He, therefore, doubts the usefulness of measuring
teacher competence through student outcomes, He
cpines that certain variables that zre important
to effective teaching such as a tescher's ability
to match teaching with student lezrning style may
not be measurable in paper and pencil tests, He
further observes that there are many other factors
that relate tn perfurmance which may not be =
measurable by behavioral observations. Accurding
to him these include: motivation; diagnustic
listening sbilities; empathy; ability to think
clearly under stress; =2bility to anticipate,
analyze and solve problems; =and flexibility in
thaching style. '

Lindsey (1978) takes this point a step further
as she warns that once behaviour is defined and the
objectives made clear, there is the tendency to
teach unly for the stated objectives, which may

result in failing tu see more significant
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development in human behaviour thet may be

occurring simultanecusly. 3he remarks that teaching
is @ complex behaviour th=t shculd not be reduced

to a mere mechanical behaviour. Hancock (1981: 185)

echoes 2 similosr criticism as he cobserves thet:

Many aspects of a CBTe model remsin
troublesome. The current knowledge
bagse has not allowed for
determination of a compryihensive
list of essential competoncies fur
teachers, 1In fact where

extensive lists exist, they are
frequently unmanageable ... Even
if we knew how to identify such
competencies which mzny agree are
at the heart of successful
teaching, we are not even close

to belng able to measure them
nbjectively,

The foregoing cobservations have led peuple 1ike
McDonald (1978) and Baird (1973) to suggest thét the
assessment of teaching competence should be done
in complex teaching situations and that data
collected from resesrch on tesching should be
recycled into the system for progrumme improvement,
In the Uigerian situsntiocy, research into
effective teaching and lenrninz should take cognizance
of the prevailing situations in th+« country,
including limited human and materisl resuvurces,
Date collected frum such rasearch would help to

determine the nature of instructicnal experience to
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be made available in training institutions. 1In
concluding this section on teacher education models,
therefore, this researcher sﬁggests that in designing
or restructuring a teacher education programme in
Nigeria, a critical evaluation of various models needs
| to be undertaken. The goals and objectives of the
. proposed programme, as well as the politicsl, social
and cultural dimensions of the prevailing circumstances
should be taken into consideration. Furthermore, the
identification of teacher competencies should be a
.shared responsibility among primary school teéchers,
teacher educators, language specialists and Ministry
of Education officials, bearing in mind that teaching
" is an integrated behaviour involving pupil, teacher,
parents, environment and a host of others; further
still, human behaviour is influenced by varying

" motivations.

2.3 Bilingual Teacher Education

Bilingual Teacher Education programmes have
tended to be competency~based in line with the CBTE
movement of the seventies. Garcia (1974), exXamining
competency~based bilingual teacher education
programmes reports that perhaps the greatest   ;
beneficiaries of CBTE will be the culturally
different, because teachers educated on a set of
specific skills, behaviours and attitudes will more
than likely be specific in identifying exit |

competencies expected from their pupils., They will be
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less likely to consider cultural differences of
children as liabllities in the instructional programme.
He, therefore, suggests that bilingual teacher-=tralnees
acquire the following: competencies in teacher-pupil
interaction; ability to foster conditions that promote
pupil-pupil interactions; ability to arrange a learning
environment designed to accomplish specific
instructional objectives and the ability to develop
instructional units which focus on a culturally diverse
society (Garcia, 197h: 18). In this researcher's opinion,
these skills can be developed in the trainee through
mini- and micro-teaching techniques in which the trainee
focuses on specific skills and directs his attention to
achieving certazin specified‘objectiVes. It should,
however, be noted that pupil-pupil interaction and even
teacher-pupil interaction extend beyond the classroom
environment.
| In the same vein, a number of competency packages
for the preparation of bilingual teachers have heen
developed, (Anderson and Boyer, 1970; CAL, 1974;
Gaarder, 197%; Rodriguez, 1980; Troike and Saville
Troike, 1982) among others. Some of these o
writers delineated bilingual teacher knowledge and
skills, but the most explicit and detailed list
of bilingual teacher competencies was that published
" by the Centre for Applied Linguistics (1974).
Combining the CAL (1974) list with those found in

other sources, the competencies identified for the
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preparation of bilingual teacher trainees include the
following: language proficiency; cultural awareness;
pedagogic flexibility; school-community relations and
personal qualities., 1In this researcher's opinion, such
competencies, which are expert generated should be tested
empirically and made relevant to the needs of specific
groups of trainees., In Nigeria, teacher trainees may need
to acquire additional characteristics such as a positive
attitude towards pupils and their parents, especially

the non=literate ones.

2.3.1. Language Proficiency

The competencies identified in the area of language
ihclude proficiency in the four language skills of
listening, speaking, reading and writing in both langusages
and a knowledge of linguistics in order to distinguish
between standard and local varieties of both languages.
The trainee is expected to understand basic concepts
regarding the nature of language and be able to
develop curricula activities to deal with areas
of interference, He is also expected to
understand theories of first and second language
learning. From the fore-going, it is assumsd that
the bilingual teacher should be a native or near
native speaker of the child's home language. The
native speaker as viewed by this researcher is an
individual with experiential knowledge of the
child's linguistic, social and culfural background.



Coming from the child's language community, the native

speaker would know, in most cases, the language usage
of the home, so the language contact issue is less acute,
For the non-native speaker, there is a need to acquire
a high degree of second language proficiency coupled with
specific knowledge of home language usage. The non-native
speaker ought to know how the child uses his language in
different socio-cultural settings. In this researcher's
opinion, the training programme should be field-based, in
order to provide the much-needed contact with the child's
linguistic and cultural community. : |

In the area of linguistics, the competencies suggested
for helping the child to move from monolingualism includes
a knowledge of Psycholinguistics and Sociolinguistics. For
the child's home language (major or minor) to be -
accepted for learning purposes, this researcher suggests the
documentation of all Nigerian languages and dialects and
the development of as many of them as possible. 5o far,
.recent reports about the activities of the Language ‘
Development Centre, Lagos, indicate that efforts are being
made to survey Nigerian languages and dialects (Somefun,
1986). Other efforts geared toward developing indigenous
languages include: the development of four manuals on the
orthographies of twenty Nigerian Languages; the preparation
of a metalanguage for Hausa, Igbo and Yoruba largely as a
prelude to the development of materials in Science and
Mathematics. The centre has also undertaken a survey of
language teaching manpower across the nation. Additional
efforts made at improving language teaching in the

country include the publication of a professional Jjournall
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The Nigerian Language Teacher; the

establishment of a rich library and
the periodic organisation of symposia on

Language and Language rela‘ed issues.,

2.3.2 Culture

The competencies identified in the
area of culture include ability to assist
children to interact successfully in a
cross-cultural setting and respond
positively to the diversity of behaviour
involved in cross-cultural environments.
The trainee is expected to demonstrate
knowledge of the effects of cultural |
and socio-economic variables on the
pupil's learning style (cognitive) and
on the pupil's generallevel of
development, socialization and
participation in the educational
programme. Kissekka (1981) reported
different socialisation practices
for boys and girls which may affect
their behaviour in the classroom.

She remarked: "the expectation that
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girls should play unqueétioning obedience and

keep qulet in heterosexual settings ... subtly
contribute to passive and defeatist temperaments
which are incapacitating in competitive situations
in schools and in employment." In the same vein,
Uka (1966) observed that socic-economic factors
influenced child-rearing practices in some
Nigerlian communities that he investigated.

Hence, Okonkwo (1978) posited that a change in
the language of instruction will necessarily
invelve a change in the instructional content

of materials.

These competencies also pre-suppose that
the non-native speaker understands and knows
about the child's Culture, In Nigeria,
where different communities have different
socialization practices, this may not be true.
It would, therefore, be necessary for the
training programme to sensitize the non-native -
teacher to the pupil's culture. Similarly,
teachers born in the child's culture cught to
be sensitive to intra-cultural differences
which exist within the culture. 1In the same
vein, trainees would have to be prepared for
movement from one language to another and the
cultural changes that may occur during the

transition stage.
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2.3.3 Pedagoay
.Competencies identified in this area include
ability te¢ utilize innovative tochniques -
effectively and apprupriately in the learner's
languages in the various content areas and utilize
first and second languace techriques in accordance
with the learners' needs at various stages of the
learning pfucess. The trainee is expected tu
d-monstrate ability to utilize effective c¢lassroom
management techniques, for optimel learning in
specific situatiuns. He should also demonstrate
ability te identify and utilize available cummunity

resources in and outside the classroom.

The fﬁreguing pfésupposes that the trainee
will have to be specially prepared to use the two
languages in an academic domain bedause according
to Margarita (1978: 360): “a teacher is not
adequately qualified tu teach in two languages
simply because he 1s bilinpual; ohe needs tu be
a teacher first, and second one ought to move
easily in both languages®™, Troike and _
Saville~Troike (1982: 205) share this view in their

remark that:
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Cne of the biggest hurdles
teacher trainees h=ve to face

is learning to use¢ their
language in a new sociolinguistic
domain ... Studies of bilingual
prugrammes show over and cver
arzin that teachers continueslly
rerress into the us2 of Znclicsh
because of their limitctions or
insecurity in using the other
language in the school or
subjuct-matter domain,

This view is corroborated ¢y a study carried out
in Nigeri=z by Kay Williamson ('977) in which primary
school teachers were reported to use the perivd set
aside fur teaching the muther tongue to teaching
English, and they exhibited a2 lukewarm attitude
towards teaching in their own native tongues, This
observ;tion has led people like Troike and
Saville-Troike (1982) to suggest that trainees
themselves need to be taught bilingually in the
training programme. Tnis presupposes that teacher
trainers themselves should not only be bilingual but
capable of terching in two lansur;-s. In Nigeria,
this is @ major hurdle tc ovircome because many
practising teacher trainers have not received
formal trzining =s bilingual teachers. The
mudalitics fo? breaking the c¢xisting vicious e¢ircle
could be worked out in professionsl seminars and

workshops.
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The foregoing views, therefore, suggest that the
bilingual teacher trainee should receive the essential
training necessary to function first as a teacher and
then special training to function effectively as a
bilingual teacher, - '

2.3.4 School-Community Relations
The competencies identified 1n this area include
abllity to demonstrate basic awareness concerning the

importance of parental and community involvement in
facllitating learner's successful integration into the
school environment., In Nigeria, very little work has
been done in this area. In his attempt to solve the
problem of paucity of materials in this area, Hake (1972),
among other thingé, investigated attitudes of parents

in Northern Nigeria to the education of their children,
His study revealed lack of parental interest and
involvement in children's schooling, sometimes resulting
in withdrawal of girls to get married at a tender age
and slso withdrawal of boys to help with farm work. His
recommendations include: (i) positive efforts should

be made to change the attitudes of parents toward
schooling; (11) schools end homes should develop a
cioser bond in their efforts to raise education
standards; (iii) broadening the curriculum of primary
schools to become more realistic in meeting the

needs of the people; and (iv) establishing public
relations programmes in many communities with the

goal of demonstrating the benefits that children can
derive from attending school. _ _

In this researcher’'s opinion, trainees should
acquire practical experience in dealing with the
above-mentioned problems and similar ones that
hamper effective learning in school. The need to
educate illiterate parents in adult education
programmes cannot be over-emphasized as educated
parents are more likely to get involved in and
contribute positively toward their children's education,
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2.3.%5 Personal Qualitiecs

.Bilingual teacher trainees wre expected
to =zcqguire = nuéber of personsl quelities that
would help them functicon effcectively in their job.
These qualities include: a thorough knowledge of
the philoscphy end theory of bilingual education;
a genuine interest in the educsticn of c¢hildren |
regardless of their linguistic »nd cultural
background; and knowledge of resesrch findings
about bilingual youths. In this researcher's
vpinion, some of these qualities do not lend
themselves to overt observation in classroom
setting e.g. genuine intercst in-the c¢ducation of
children. Nonetheless, the theoretical knowledge
about teaching in general 2nd bilingual education
in particular should help the treéince to develop a
right 2ttitude towards children, their longuage
and culture. Hence the training programme should
provide campus-based theorvtical knowledge as well
as field-based practical expcrience.

In the Nigerizn situation, the devwlophent.ofl
bilingual teacher education is a task which should
involve language educators, lirguists, curriculum
specialists, governuent aguncioes c.g. Nigeria
Fducational Research Council (NBRC) and the National

Union of Teachers(NUT). It would be necescary to
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identify the necessary stazes in the development

of Bilinzual Teacher Education progremmes os
Educators have to acquire relevant knowledge about
Bilinguzl Educ=tion before tney ceén train others

bilingu=lly.

2.4 Surveys on Bilingual Teacher Education

and Related Areas

A few stuales on Bilingual Teacher Education
2and related areas are reviewed in this section in
order to gzin more information on critical aspects
of bilingual teacher preparaticn, Some of them do
not address the issue of bilin.uzl teacher education
directly, but they are included in the review
beczuse éome aspects of the findin:.s and
recomnendations provide useful insightsinto the
problem of language use in nrimary education, an
area which is of utmost r:-levince in the preparation
of bilingual teachers for the pricary school. So,
the literature on bilingual =ducation is reviewed

next,

2.4.0 Bilingual Sduc-tion

Introduction

In this section, the state of the art of

bilingual education is reviewed with 2 view to
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g its critical f=zaturss cnd how these

identifyi
could influence bilinguzl teacher yreparation,
This section ¢f the review will, therefore, focus on:
(i) Bilinguel Education goals; - -
(11 5ilingual Educaticn prosrimmes; and

(1i1) Bilingual Instructional strategies.

2.h.1 Eilingual Education Goals

Any educationsl innovation comes into existence
for the purpose of uchieving a specific geoal or
goals. According tu Cordusco (1976) BE wes designed
te develop a more effective sha a more "humane
one-way bridge to English; to rrovide a more effective
education for children whose ncther tongue is not
English, plus the long term Jdovelopment and
maintenance of that mother tengue; and teo provide
Job opportunjities in kducmtion for speakers of the
© mother tongue. Closely relatod to these goals arc
the feollewing basic assumptions underlying BE
programmes identified in the literature (Fillmore
and Valadez, 1986): |
1. DNon-English spesking children will have

difficulty deriving scademic benefit from their
educational experience, sirce the insbility to
understand the lz2ngua_e cof instruction makes it

difficult for learners to comprenend the ¢ontent
of instruction, -
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It takes time for non-Zngzlish speaking

children to learn English tc @ level for

them to learn effectively in zn 2ll-English
class.

Instruction in learners' L1 allows them to
participate in school and to ~cquire the skills
and knowledge covered in the curriculum, while
they are learning Enelish, It clso allows them
to make use of skills, knowledge and
experiences they already have 2nd to build on
those prior assets in scheol.

Subject matter insctructicn in English is an
essential component of B« and so efforts zre
made to adjust instruction to the langusge level
of learners. It is belicved thet for children
tv learn English as 2 sccond language, they
need =2dequate exposure to tne language, so ESL

is an inte¢ral component of (L.

The academic potential of 211 learners including

those in BE programmes h:s the best chance of
being realized when their lonesuave skills, their
socizl and cultural experiences, and their
knowledre ¢f the world are affirmed in schoul

(Fillmore and Valadez, 1986. 654).
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2.4.2 Criticism Against Bilingual Education

These goals and assumptions have been challenged
by critics of BE. They argue that: BE prolongs the
sccial disadvantage ef non-English learners by |
delaying their exposﬁre to Bnglish {(Redriguez, 1982);_
they lead te a soclety that is divided not only in
language and culture but in loyalty as well (Glazer,
198C); and they de not deliver the increases in
| academic achievement that their proponents claim for
them (Epstein, 1977). ;

Many people question the pedagogical soundness
of BE arguing that the use of two languages in school
leads to cegnitive confusion =nd that if the end goal
is tu teach learnmers English, why not teach them straight
in the language. A few studies have also supported the
view that participation in BE programmes had little
positive effects fur learners. One of such studies
carried out in the United States indicated that students
in BE pregrammes did better in Mathematlics than those
whe were not in BE programmes but not as well in English
language arts (Danoff, Coles, Mclaughlin and Reynolds,
1977). However, ﬁhis study has been criticised on
methodological grounds as critics pointed out the
weaknesses in its pre- and post-test design and the ﬁse
of inappropriate procedures for assessing English

language and reading ability. Other studies selected



for review by Baker and ;g Kanter (1981) also suﬁpdrf
the view that BE progroemmes were ineffective for
meeting the nceds of non-English speakers, However,

- Baker and De Kanter's study has been criticised on |
the grounds that studies showing zn advantage for BE
were ellminated from their anaslysis by unrealistic .

and unevenly 2applied se¢lection criteria

(Hernandez-Chavez, Llanes, Alvarez, and arvizu, 1981).

| 2.0.3 In Favour of Bilinguzl Education

Proponents of BE, on *the other hand, have much
te say in its favour. They argue that it is a
fundamental human right for every people te rear and
educate its children in its own image and language
(Andersﬁn and Boyer, 1970). BE offers children a
chance td» survive in schocl without giving up their
" cultural identlties. It allows them te bucome |
bilingual and te enjoy the social and cognitive benefits
that bilingualism offers individuals which include
access to cultural resources =snd ¢bility to think
creatively in twe languages. They further argue that
knowledge and skills obtained in one language are
trapsferable to the other. _ B

A number of studies have testified to the
effectiveness of BE programmes, Troike (1978) cited

twelve programmes in which participating students
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outperformed cofpariscon students., 1In several of
such studies students in BE progrémmes were reported
to have better attendance records and to demonstrate
higher esteem than comparison-grouy students. Troike
(1978: 4) concluded his repo~t with the following

observaticn;

Enough evidence has now accurulated
te make it possible to say with
confldence that quality bilingual
programmes can meet the goal of
providing equal educational
opportunity for students from
non-English speaking backgrounds.
In fact, the evidence is sufficiently
strong to permit the statement that
if a programme is not producing such
results, something is wrong (though
nut necessarily with the programme)
and needs tw be changed, The state
of the art has progressed at least
in 2 few places to the point where
we should not feel 1t necessery to:
excuse bad pregrammes Jjust because
they are bilingual: such programmes
are not good for students nnd they
do the cause of bilingual education
an injustice,

The positive evidencs cited by TIroike consists of a
nunber of success indicators; criterion-referenced
tests, nationally and district-normed tests of academic
achievement, reading test scores, attendance records
and measures of self-concept,

In Africa, specifically Fretoria in 3outh ﬁfrica,.

Anita Ianco-Worrall (1972) used 2 sample of
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Afrikaans-Erglish bilingual chiidren, which she
compared to 2z matched knglish-mnonoglot control group
of children in Pretoris, a2nd failed tou find 2n expected
significant difference between the two groups in
general cornitive developmant, instesd she found that
the bilinguzl children were slightly superior to the
monoglot children in the vzrbal cognitive ability cof
separating word meaning from word scund by about two
or three years. And in Nigeria, Ckoh (1981)
investigated the effects of bilingualism on the
performance »f the bilingual child's proficiency in
both languages in two contrasting socio-cultural
settings: Wales and Nigeria. His results revealed
that among 211 the bilingual pupils in both Wwales

~and Nigeria, the level of competence in English,
~although lower than that of Mother Tongue was

- relatively high for the age groun. Thus, from the
foregoing, evidence abounds that successful -
implementaticn of bilingual programpes, contributes
to the achicvenent of the éoals cf Li. A4 review of

bilingual programmes follows next.

2.4 .4 Bilingusl Education Frogrammes

A typology of BE programmes was proposed by
Fishman and Lovas {1970), Mackey {1970} and Cordasco
{(1976), They distinguish between two types of BE
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programmes: transitional bilin,usl programmes and
maintenance programmes.. By their description
transitional prugrammes offer non-knglish students
dual-~language instruction but only until they have
acguired enough English to desl with instruction
exclusively in that language. The rationale for using
the students' native language in schocl is tu enable
them to get some benefit from zchool while they are
learning English; the goal is reached when they can be
placed in an all-English class at their appropriate
level., Tpransitional programmnecs differ from ESL
prugrémmes in that students' native or first language
is used 2long wita English in tfansitional programnes,
whereas in ESL programmes, students are taught content
through the exclusive use of English. The major'aim
of both is to help students denl successfully with |
instruction given in English. However, transitional
programmes qualify as BE programmes, while ESL
programmes do not, despite the sinilarity in aim.

A second majer category of bilingual programmes
is maintenance programmes in which students continue
- to learn the native language even after they have
become proficient in English, The rationale for
maintenance programmes is that the continued use of both
languages Iin school will enable the students to develop

mature skills in both languages and te achieve full



bilingualism eventually. Ususglly subsumed under the

- category of mazintenance prograumes are two other types
of programmes. Thesé are those whose aim is
monoliterate bilingualism and those whose aim is
partial bilingus 1isms the dillcierices between them

have to do with the extent to which they promcte
literacy in the two languiges. In wonoliterate
programmes, tine goal is to develop coral language skills
in the home language, but not literacy skills, which
are developed only in English. In partial bilingualism
programmes, literacy in the hdme language is promoted,
but not in all subject areas.

In.Nigeria, although the MNaticnal Policy on
Education (1981) recommends trensitionsl 8BE, the
literature indicates that teachers adopt various
instructiongl ztrategies to meet pupilstneeds., For
example, Brann (1378) reported thst in some schools,
transitional bilingual education wes practised, while
in some others teachers continusd fo use the native
language even up to primary six, while some others
used mixed language., In order to kave a deeper
insight into this problem with 2 view to recommending
a sultavle BE instruction for higeria, a review of

bilingual instructional strategies is undertaken next.
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2.4.5 Bilirngual Instructionel Strategles

Closely related to the gczls cf BE is the 1issue
of language distribution for instructional purposes.
In BE, language serves two umajeor functions: it provides
the means by which students lecar =cademic content and
it serves =2s a basis on which they develop skills in
the language itself. Althoush sone BE experts suggest
maintaining a balanced use of b~th languages by time,
in actual practice such a practice is unrealistic.
Teachers have difficulty mesintaining a balanced use of
the two languages in class, since social circumstances
are uften mure influential than pedagogical concerns
in guiding languesge choice, even during instructional
events (Fillmore and Valadez, 15£6). Cordasco (1976)
identified sévéral-a}gaﬁizational ﬁétféfﬁé_ih-Bilingual
programmes. In one type, equal time is devoted to the
use of the two lznguages, for cxemple, classes may be
conduéted in Language A during morning sessions, and
in Language E in the afterncon., In a second type,
the time devoted ta the two il:n.iwozes is more or less
equivalent but theré is no prearranged separation by
time. In the third type, instruction is initiated in
the L1 of the students, znd only gradually.is it
presented in the L2. The use of the L2 is increased
as the students gain mastery over that language, and

eventually the L2 replaces the L1 as the medium of



80
instruction. In the fourth type, the L2 predominates

as the medium of instruction from the beginning. L1
is used in the teaching of some selected subjects
and as an emergency instructicnal 21d to the students
as needed. Thus, the distributicr cf language use is
motivated in part by the subject, and in part by
functional necessity.

Another bilingual teaching strategy reported in
the literature is the "alternate-days approach"
whereby each of the two lanzuazes is used every other
day (Tucker, Sibiyan, and Qtanes, 1970). The advantage
to students under this type of plzn is that they
receive equivalent exposure to both languages. But
there is the problem of students zcquiring reading
skills in two languages at the szme time, and of
dealing with two sets of terms, for each curriculum
area. These are aot insurmountzble protlems, but they
do require students to put in 2 greater effort than is
needed when subjects are taught ncnolingually. Another
version of the alternate days :pproach is that in which
the instructional content is not ccntinuous but
repeated, hence instruction is given in Language A on
one day and repeated in Language E the next; students
receive parallel instruction in two languages. This
version of the approach is both cumbersome and

uneconomical since twice as much time is spent on any
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plece of the curriculum as in the original version,

A third version of this approach invoelves dividing
the curriculum between the two languages &0 that
different subjects are taught on alternate days. .One
teacher covers a half of th: curriculum in Language A,
vhile the other covers the reszt of the curriculum in
Language B. Studentg thus receive equivalent amounts
of instruction in the two lan:uages, but are instructed
in only one language in each content area, |
Andther type of lnatructional arrangement involves
the phased introduction of bilin:ual instruction
(Mackey and Beebe, 1977). According to reports,
programmes that meke use of phased introduction of L2
vary in when and how that language gets introduced.
In some prwgrammes children receive only about fifteen
minutes of English instruction initially and gradually
the amounts of English and mixed language instruction
are increased. The amcunt of English is gradually
increased until toward the end of primary education
when instructional language Us. is described as entirely
mixed, that is, teacher and purils use both L1 and L2
throughout the school day and across the entire
curriculum, kvaluations of such programmes indicate
that this way of organizing bilingual instruction is
generally effective despite differences in the rate

by which the L2 is phased into use,
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Another type of programu.: whichk slso makes use
of phased bilingual instruction is imméfsion programmes.
According to Lembert and Tucker (1972) in immersion
programmes,hit is the students L1 that gets added to
the programme cradually, until = balznced use of
the two légguages is achieved., The major characteristics
of immersion programmes include the following: (a) the
teachers use only L2 in class even when the students!
L1 get added as a languaze of instruction; (b) the two
languages are kept separate both in time and use
- teachers do not switch between the two languages
In class; (c) the focus in thése classes 1s on the
teaching of subject matter rather than on language
teaching; (d) the students in these programme are
-mainstream children who speak = dominant language,
English and who because of their parénts' social status
ordinarily dec well in school, 511 evaluative reports
have indicated that the immersion approach has been
an effective method of educating students through a
second languzge, Jjudging from the acedemic performance
of Canadian and mainstream Americen children who
have bheen in the programmes. In spite of its apparent
success, caution is needed in recommending immersion
programmes for non-English learrers for the following
reasons which Cohen {1975) znd hernandez-Chavez (1984},

among others, have pointed out: students in the
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immersion programines c;1e from nmeinstream families
with a tradition of educational achievement; they
speak th:2 language of the society, and are in little
danger of losing their own language in the process of
learning a nevw one. For them an immersion education
results in "enrichment bilingualism® what Lambert
{(1977) has described as "additive bilinguslism.," For
nen-English children who are often from families
with little education, survival rzther than enrichment
is the aim as the goal of the school is to move them
towards English rather than towards bilingualism, The
result for these students is often the loss of the
home language, a kind of subtractive or "displacement
bilingualism" as Hernandez-Chavez {1984) describes it.
Furthermore, the immersion families are mostly
well-educated members of the majority group who
usually show interest in their children's education.

In the light of the foregoing, it would be seen
' that the statements in the ket (1981) with regard to
language use in primary education ere vague and
misleading. The policy merely stated that the inifial
language of instruction in the primary school will be
the mother tongue irrespective of the needs of the
children and the desires of their parents. A total
mother tongue education for all children, some of whom

already speak English, seems unrealistic. The = .
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statement that children will switch to English "at
a later stage" needs furzher clarification as all
children may not be ready to switch to English at the
same time.

Therefore, the reles of the lenguages of
instruction need to bé properly defined in terms of
when and how e¢ach language is to te used and for what
purpose. As already pointed out elsewhere in this
study (1.1) the policy fails to take cognizance of
the teacher factor in the implementation of the policy.
Going by the sentiments expressed by Government,
professicnal associatibns and individuals regarding
the development of Nigerian lanjuages, and the unique
benefits derivable from functional bilingualism, the
present researcher recommends mcintenance bilingyal
education instead of a transiticnal one that is
recommended in the policy, This stance is taken for
the follewing reasonq: (i) 2 too-zbrupt shift to the
second language may cancel some of the pesitive effects
of initial L1 instruction; (ii) tr&nsitio; from
a Nigerian language to English should be made gradually
te avoid educational trauma and trensfer problems;
(1i1) English can more easily Ye developed if the child
is a2lso allowed to fully develop his or her native

language; (iv) a likely outcome of 2 transitional

bilingual education is limited bilingualism as many
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children shift away from further leszrning of their L1
when its use is no longer suppried cutside of the home;
(v) many tezchers are alre=dy sractising this type of
BE because pupils are not ready to switch to English
mid-way through the primzry sshcs? {Erenn 1978
Afolaysn 1964); and (vi) the mere Nigerian languages
are used in euducatlon the greater their chances of
development, This recommendation rresupposes that
versatile bilingual teachers,; capable of teaching in
both languages and able to assess learning situations
with a view to tailoring instructicns to meet the
specific needs of learners Qould be prepared in an

institutionalized training progremne.

2.5.1 United States

Eﬁgle (1975) reviews a number of sfudieé on the
effect of instructional media on ¢ducational achievement.
Some of the studies address the issue of teacher
preparation. Specifically, thrce of the studiés
reviewed: the iloilo experiment (hemos et al, 1967);
the Ugandan 3tudy (Ladefoged, Glick and Criper 1571);
ard Modiano}s (1973) study menticned briefly the .
issue of teacher characteristics. The Iloilo study
showed that teacher quality affected student drop=-out
rate; the Ugandan study indicated that teacher quality

was more significant than the issue of instructional

L
- -
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media in deternining pupil achievgmert; wiile
Fodianc's study highlighted the importance of teacher
trairing for rural teachers. Z2ecause the review
focused on instructional media issue, the
characteristics »f the teachers investizzted were
not described. 4 study that addresses the issue of
effective teacner competencies is that of Rodriguez

(1980), which 1is reviewed next.

2.5.2 Enpirically Defining Competercies for

Effective Eilingual Teachers

Redriguez (19680) reported a study in which bilingucl
teachers empirically described the charzcteristics of
effective bilingual teaching. The 2uthor was motivated
to undertake the study beczuse most of the coupetency
packages for preparing teachers in existing programmes
were expert-produced (CAL, 197L; Acosta znd Flanco,
1678; CTFL, 1978). It is believed that if bilingual
teacher competencies were empirically validated,
teacner educztors could more adegustely select and
prepare poterntially effective bilingual *teachers and
develop relevant teacher preparation curricula.

The sample for the study comprised twenty
elementary bilingural teachers; twelve of whom were rated
as superior or outstanding performers. The remaining

eight were randomly selected. The researcher used an
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operant interviewing technique to elicit the following

competencies in order of predominance: communication
skilis, positive regard, non-authoritarianism,
pedagogic flexibility, sociocultural knowledge,
self-confidence. The interview nprocedure used had the
advantzge of eliciting information rather than
eliciting interpretations. Competencies were
identified from the data thus gathered. The
statistical analyses revealed that the differences
between outstanding and ordinary teachers were
statistically significant in the predicted direction
for non-authoritarianism, self-confidence, and |
communication skilis. A detailed breakdown cf each
of the six identified competencies is undertaken in
the following section.

1. Communication Skills: Effective bilingual teachers

listen effecilively to pupils and their parents,
engage in informal discussions; and give Teedback
on pupils' achievement and behaviour. They are
able to tell truths, semetimes unpleasant ones,

to puplls and parents in a very polite manner. Fer
example, if a pupil breaks class rules, the
effective bilingual teacher is able to communicate
this in a manrer that does not cause estrangement.
In Nigeria, teachers can get parents involved in

their children's education by communicating with
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them in a languace that they understand. More
frequent interactions that go beyond those that take
place during Parent-Teacher Association (PTA) meetings
would help to get teachers acquainted with children's
problems and get parents more involved in school
activities.

Positive "egzard: This refers to thz teacher's genuine

caring and acceptance of children and parents.
Superior bilingual teachers expect hizh achievement
from their students and help them to achieve set goals.
They also respectt the pupnils' parents and 7et them
involv2d in their children's learning. Some ligerian
teachers are known to exhibit a let of harshness, and
sometimes, vent their own personal frustrations on
pupils and parents, This compet ncy, if well taught
and adequately assessed during the training, could
help to improve kilinzual teachers' inter-persocnal
relationships.

tlon-Authoritarianism: FEffective bilingual teachers

are non-authoritarian and are flexible in managing

their classes. They prefer to include children and
parents in decision making, 2ad rive every child a

chance to achieve, to share and participate in

classroom activities. They also solicit and
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respect parents' views too. In s country like
Nigeria, where many parents are illiterate,

bilingual teachers would really need to come to

 the level uf the parents to explein issues and

discuss the varicus ways they can assist the
school tw help their childrer.. A number of
authoritarian habits acquired through informal
socialization processes would have to be unlearnt
%f Nigerian bilingual teachers are to function
effectively.

Pedagogic Flexibility: This ccxmpetency involves

using varied methods and activities for instruction,
Effective bilingual teachers use an eclectic
appreach to teaching. This means that they do not
stick dogmatically to one method but use the best
aspects of different methods to achieve desired
results., They are able to diagnose learmers' needs
and their idicsyncratic learning styles. They
adapt their own teaching styles in crder to exploit
children's bilinguality to zadvantage. They also
give children individual attenticn and encourage
active learning. In this present researcher's
opinion bilingual teachers can only use the
eclectic approach if they have been properly :
trained; and if they have been exposed te many

teaching methods as teachers can only choose the
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best aspects of what they are aware of. This

competency could be measured during the teaching
practice periocd with real learners and adequate
assessment criteria wouvld show how well trainees
demonstrate this competency.

Sociocuitural Knowledge: In this competency area,

bilingual teachers are expected to have knowledge
of the children's culture and community and value
them, In addition, effective bilingual
teachers should have a gocd command of the target
language. They would also have to let the pupils
see that it is good for them to function
effectively in two languages. They should be
prepared to enlighten parenis on the philosophy

of bilingual education, In lMigeria, Eilingual

- teachers wuuld have to play other rocles in addition
to that of teaching bilingually. For example, they
would have to get the community involived in
bilingual education. A good search in the
community would reveal thet there are some
il1literate rescurce persons who can provide useful
information for the preparation of bilingual
instructional materials., Some of the bilingual
teachers may have to prepare supplementary
materials to augment existing ones just to meet

the specific needs of their pupils. 1In addition,
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they may have to take on some administrative
duties like managing the department. They really
have to be committed.

Self-Confidence: Exemplary bilingual teachers

have strong convictions about teaching and learning.
They gquestion the relevance of particular aspects
of teaching methods and instructional materials.

Cn the basis of their trzining they can question
expert opinions about curriculum materials. They
continually evaluate their own effectiveness

for self-improvement., Nigerian bilingual teachers
would have to break tie vicious circle of depending
solely on one textbook for zll of their teaching
requirements. They wculd have to hold themselves
accountable for pupils' learning. The present
trend of blaming pupils for poor performance or
blaming pupils' poor verformance on language of
instruction and inadeguate teaching materials would
have to be changed. Frcperly trained bilingual
teachers possess a lot of exrertise that help
pupils to learn.

Rodriguez' (1980) study is of utmost relevance
to this present study because it focused specifically
on bilingual teacher cormpetencies. Moreover, the
competencies were delineated by practising bilingual

teachers. The six cocmpetencies singled out for
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discussion covered the four areas set out in this

present study's theoretical framework; that is,
Language,Culture, Pedagogy, and Schoel-Community
relations. Although the research methods for
both studies differ, Redriguez' study sheds light
on some of the competencies needed for preparing

bilingual teachers,

2.5.3 Survey on Bilingual Teacher Education

Programme Effectiveness

A study which goes beyond identification of
teacher ébmpetencies is that of Clark and Milk (1983).
They report a study in which the effectivéness of a
bilingual teacher training programme was evaluated to
determine its ' success, The subliects used for the
study had been professionally certified as bilingual
elementary teachers from the training programme and
were already teaching in the field., Some pre-service
trainees whe were still undergoing training in the
progremme were included in the survey. In the course
of their training, the teachers had been given field
experience to familiarize then with pedagogical and
administrative responsibilities. The competency areas
identified for their preparation include: proficiency
in English and the Mother Tongue; basic cultural

awareness; and fundamental pedagogical issues. Attempts
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had been made to develop favourable attitudeé towards
learners!'! culture and bilinguel education during their
training.

In collecting data for the follow-up survey, a
questionnaire containing the following identified key
issues was developed by the programme staff:

1. The extent to which graduates of the programme
remained in the field of Bilingual Education;

2. the extent to which graduates implemented
bilingual methodology; |

3. the aspects of the programme that wefe particularly
helpful and the areas that were deficient; and

h. programme graduates'attitude toward bilingual
education, children's language and culdture,

The results of the survey which were tabulated In
percentage and tested for significance indicated that
there was a high retention rate among the programme
graduates, and that the graduates implemented bilingual
methodology as much as the existing policy allowed them
to do so. They also held Favourable attitudes towards
issues deemed necessary for implementation of _
bilingual education. Almost all of the graduates felt
that their experience in the training programme had
contributed to their success as teachers. They however

indicated that their training was deficient in the

methods and curriculum of Science and Mathematics.

i



Caution need be taken in assessing the findings
of MIlk and Clark's (1963} study, especially with
regard to“the retention of ex-trsinees, since it was
likely that graduates remaining in the field were more
likely to resrond to the survey than those who had
left the field. lonetheless, the foregoing survey
points to the need to carry out periocdic evaluation
of training programmes with 2 view toc enhancing their
effectiveness., Data collected from such surveys
should be recycled into the system for future training
by making them available to programme evaluators and
teacher educators and discussing the relevant aspects
with the trainees themselves. Clark and Milk's (7983)
study is of utmost relevance to the present study
because it shows how scme of the competencies
identified in this study have been used to train

bilingual teachers,

2.6 Nigeria |
Some of the languagze in educztion surveys carried
out in Nigeria are reviewed here. The review focuses
only on those aspects of the reports that are

relevant tc this study,
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2.6.1. The Ford Foundation Survey

In an attempt to survey the language in education
problem in Nigeria, the Ford Foundation in collaboration
with the Federal governrent of Nigeria carried out a
survey in 196€ to appraise the English language
teaching problem at all levels of Education in Nigeria.
Because of the global nature of the task which was
completed in only three months, the team could not
give a detailed picture of the language in education
problem. It was the Shaplin 2nd Shaplin (1969)
follow-up report which gave 2 more representative
picture of the language in education problem, It
described the confused langucge situation in the
primary scheol and observed that the primary school
teacher was ill-equipped to cope with the demands of
transitional bpilingual education. It reported the use
nf mixed language as instructional medium at this level.
On the basis of their findings, the report suggested
that a study be carried out to ascertain whether
educational achievements of primary school children
would be enhanced if they were taught in their mother
tongue while learning English as a subject.

Although the aforementicned report highlighted
the language in educaticn protlem in some states, and
to some extent,described teacher performance in the

classroem, the characteristics of the teachers




cbserved were not described in detail. Bearing in

mind that teachers are at the heart of successful

teaching, a comprehensive survey of teacher training

.. practices would have shed more specific light on the

language in education grobler,

2.6.2 Tne 3ix-~-Year Primary Froject

The Six-Year Primary project (henceforth to
be referred tn as the Ife Project) was mounted "to
demonstrate that primary educati?n, when given in the
child's mother tongue, rather thén_in a second
or foreign lénguage is more effective and meaningful",
(Fafunwa et al, 1973: 11). The major hypothesis
tested in the Ife project showed that the experimental
classes taught_all subjects in the Yoruba medium scored
significaﬁtly ﬁigher in all achievement tests than
the control group taught all subjects in the Yoruba
wmedium for the first three years and in English medium
in the last three years:of primary education.
Follow-up studies by'Adu (1978); and Osafehinti (1979)
of the academic_ach%evement as well as the emotional
and social adjustmeﬂts of the Ife project pupils,
indicated that they-were better than the non-project
pupils in every resbect. However, Akinjagunle (1978)
reported that the Ife project children had more

problems in emotional and general adjustments in the
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secondary schools than the non-iroject children, This
was attributed te the change over from the Yoruba | .
medium to English medium of instruction at the
Secondary School level.

Althiugh the Tfe project has contributed to the
development of Yoruba zs a lanzuese of education, and
the enrichment of primary educzticn curriculum, caution
need be taken in assessing the success of the project.
The success of the Ife project is not a function of
instructional media alone, but a combination of other
extraneous factors such as: the nuye finuneia) anpport;
new and interesting instructicnal materials used in the
project; the use of experienced specialist teachers;
community involvement; coupled with the enthusiasm of
the project directors to prove that the Yoruba language
was a viable medium of instruction.

Moreover, the adoption of the hother Tongue as
the sole language of instruction in a multilingual
society like Nigeria is questicnable. One of the
criticisms against such a practicg ie that it is hardly
possible to cater for education in all the mother
tongues used in the community. Furthermore the
existence of several languages with g small number of
speakers often poées preblems with respect to
availability of materials and teachers. Hence many

scholars have supported the mid-way policy by
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advocating bilingual instruction in the primary school
{(Gaarder, 1978; Jacobson, 1982), Bilingual education
in the primary school presuppozes bilingual teacher
education for 1ts successful imglementation. A few
studies carried out in Nigeria, Two of which are
reviewed below have shown no sisniiicant difference
in the educational attainment of children taught in the
bother Tongre and those taught vilingually. Instead,
chi%dren educated bilingually nave the added advantage
of knowing 9nﬂther language and resorting to the use
nf any of the languages as the need arises. Accdrding
to Laudry (1974) bilingual children have greater
cognitive flexibility which is beheficial in divergent
thinking. ' '

2.6.3 Effects of Alternative Language Media

Ala's (1983) study was concerned with the testing
of three alternative langua;e media: English medium;
Yoruba medium, and Yoruba and English media fer their
effectiveness on lezrning attzirment of primary five
pupils at Tbadan. She predicted, among other things,
that there would be no significant difference between
the pupils in the twe experimental groups: one taught
in Yoruba and the other taught bilingually in Yoruba
and BEnglish; and the control group taught in English

medium only. Her study revealed that the experimental
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- groups were better than the centrcl group in the

achlevement test grades. . _ _
Hewever, Ala's (1983) study needs to be viewed

- with caution because of its major limitations. For

example, he teachers used in %iic bilingual media

group were not trained bilinisuzlly, Her choice of

subject matter: "family living® in a linguistically
 homogeneous setting like Ibaden was biased, Moreover,
the study covered a small population of pupils in two
schools only; wnile it lasted for only six weeks. In
spite of the limitatlions of this study, the findings
shed some light on vital issues related to bilingual
education in the primary school, such as implications
for teacher training and the need to redesign and plan
the curriculum adequately to ceter for effective

bilingual education,

2.6,y Bilingual Instruction in Science Education

Another study which addresses the issue of
bilingual education is that of 4li (1983), He
predicted, among other things, thet there would be no
significant difference in achievement on the
comprehension of science concepts among three groups
of students: the first taught science words in English
only; the second taught in a combination of English

and a local language of wider communication (ILWC); and
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the third in the LVC only., The results indicated

that students taught the wcrds bhilirgually using
English in combinatiocn with the LWC performed better
than students in the other two . rcuys; ‘t;r’.f'..’_‘ was
fellovwed ty thoz¢ taugnt tuc wvorsl: in bnglish alone,
while those tsught in the L/C obtzined the least
scores.,

In generalizing the irplications of Ali's
findings to rrimary education, cauticn need be taken
because the subjects used in Ali's study were students
in forms three, four and five whose English should be
better than that of primary school pupils. Mereover,
the teachers used for the study have received their
own education in English and have been trained to
teach in English only, so this cculd explain partially
the reason for the superiority of the English medium
over the Mother Tongue aediun group taught only in the
LwC.

The foregoing studies nave tremendous
implications for teacher trzining in Nigeria, First,
bilingual instruction pre-supposes bilingual education
and consequently, bilingual teacher education. 1In
effect, bilingual education would stress alternative
l=ngusges as teels for thinking, learning and
achieving rather than Jjust 2 mere means of instruction.

These in turn would influence tezcher education
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curriculum reforms as teachers would have to acquire
special competencies to deal with the situation.
Troike and Saville-Troike (1982: 208) rightly observe
that: “bilingual education entsails experiences in dual
language instructior, second langusge cevelupment, and
attention to cross-—cultural Jifferences which are
likely te be unique in the experience of the trainees,
and a radicel departure fron inte way in which they were

undoubtedly taught themselves,?’

2.7 Summary 359075 R
This chapter reviewed the literature related to
the study. The review examined the various components
ot teacher education programmes in general. The -
literature highlighted the need to include both
theoretical and practical components in any teacher
preparation programme. The review also examined
teacher training models and identification of strategies
for modifying teacher behaviour with a view to promoting
teaching"effectiveness. The rqle of classroom
:.ﬁintéréctiéh ahaiysis,'amang other training strategies
was highlighted, The emphasis on competency-based
education in the preparation of bilingual teachers was
articulated in the literature. Furthermore, the
literature revealed a number ¢i competencies identified
for training bilingual teachers. The chapter ended

tep
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with a review of bilinguzl educeticn and '

@& number of bilingual education surveys on

language in education carried ocut in other countries
and Nigeria. The literature review provided insights
that helped inr deciding on the method of conducting
this research, the developme..t of the research

instrument and the selection of respondents.
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“ 7 ' 3.0 RESEARCH METHODOLOGY

3.1 The Development of the Bilingual Teécher L

Competencies -

This section focuses dﬁ the methodology employed
by the researcher to determine the essential
competencies needed for the training of primary
school bilingual teachers. Initially, the researchef
conducted a library search to determine the extent to
which bilingual teachers have been trained in Nigeria,
The search indicated that Nigerian primary school
teachers hﬁve not been trained to teach bilingually;
instead, they have been trained to teach in either
English or the Mother Tongue. Therefore, no bilingual
teacher education programme has been mounted in
Nigeria. However, the search indicated that few
bilingual teacher education programmes have been
started in other parts of the world. A close study
of the available literature coupled with verbal
discussions with some Nigerian language experis,
linguists and curriculum specialists formed the basis
of the initial research instrument used in this study.
Specifically, the bilingual competencies identified
for this study evolved from three main sources:

First, a review of the relevant literature =~ zx
provided the conceptual framework for the construction
of the questionnaire. In this regard, the Centre for

Applied Linguistics (CAL, 197.) package of bilingual



teacher competencies formed a useful. source for
the development of the competencies,
Second, interactions with the following groups
of people: | |
(i) some Ife Primary Project resource persons;

(i1) some linguists who had done some work in
related areas in Nigeria, noticeably: the Rivers
Readers Project, the Itsekiri Language Project;
and Language in Education surveys;

(iii) Primary Education specialists met at the
National Teachers' Institute (NTI) workshop for
the development of a new.T.C. II syllabus at
Akure in 1986; B

(iv) curriculum development specialists met during the
Curriculum Organisation conference of 1987;

(v) 1language specialists in National Language Centre,
- Lagos and some of Ahmadu Bello University Zaria,
Third, this researcher's own intuition and
experience as a primary school teacher trainer at
various institutions, workshops amd in-service courses

organised for primary school teachers.

On the basis of the iniofmétion éoilected.fram
.fﬁe above-mentioned sources, a nunber of competencies
for training primary school bilingual teachers was
identified, and this formed the basis for the

development of the research instrument.
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3.2 The Research Instrument

Before developing a research instrument for
thils study, the researcher carefully studied the
research instruments used by other investigators who
had carried out similar studics in other countries %o
see 1f thors were useiul insi;hts to be derived from them,
The rescarch instruments that were used in thaese
other studies were found to be inappropriate Tor this
study, therefore, a new instrument that addrissed the
specific problems of bilingual teacher education in
this country was developed. The instrument
couprised  thirty-three items, sub-divided into
four categorics, thus:

i. Language Competencics;

1

[

. wuliure Competencles;

iii. Pedagogic Competencies; and

Ll

iv. School-Community Relations.

Of the four categories, thoe languogce compoetencies
were more in number btecause it is believed that
" language profliclency is essential and in many ways the
most important of all. | _. | |

In addition to these catégories,'the second part
of the questionnaire sought information on the
subjects' background characteristics, such as job
positions held, educational gurlificetions, teaching

experience, training experience, subjects'
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bilingualism, age, and sex. Provision was made

for respondents to comment freely on the nature

of training that they thought should be planned
for a potential bilingual teacher.

33 Validity of the Questionnaire

Content Validity: To ascertain the content validity

of the instrument, the opinions of colleagues in the
Faculty of Education and Institute of Education as
well as those of two supervisors of schools were
sought regarding the appropriateness of the
statements that it contained. 1In addition, three
experienced language professors who had done some
work in the area of bilingual education were contacted
to critically examine each item taking cognizance

of expected roles of primary school bilingual
education teachers. On the basis of their remarks,
certain modifications and rearrangements were made
and to further ensure the validity of the instrument,
it was pilot tested with a sample representative of

the population used for this study.

3.4 The Pilot Study

The pilot study was conducted to determine the
adequacy, effectiveness and validity of the instrument
for this study. Ten grade two teachers and five
primery school Language Inspectors who attended a
Language Methodology workshop in Education Resource
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Centre, Zéria, at whioh the pregent researcher was a
guest lecturer coupleted the questiommzire cf
thirty-three items. This sample was selected because
of its experience in primary school educztior in
Kadune &tate. Of the ten teachers, seven were females.
All of then had ~btained the T.C. II certificete.

0f the five primary school inspectors, only one was a

femszle who had had fifteen years teaching experience

in the primary schce#l., The other male inspectors
had had between eighteen and twenty-five years

experience in primary school teaching and supervision,

Three of them had obtained a B.Ed. degree in Language

L

Arts, while the other one had obtained the N.C.E,

and had been & mobile feecher trainer in scne villages

in Kaduna State. Further discussions with the

irnispectors revealed that three out of thew had
attended thé Primary School Supervision andg
Administration Ccurse run by the Institute of
Education before embarking on the N.C.E. course which
qualified them for entry inte the 3,.Zd. Language Arts
degree programme. They were considered competent to
respend to the guestionnaire.

The researcher later interviewed each of the

subjecis to solicit their opinions on the ezse of the
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items, the time spent in responding to the

questionnaire and their professional views on the
subject of Bilingual Teacher Education for primary
school teachers,

The same questionnaire was later administered on
ten final year NCE English Language students at
Advanced Teachers' College (ATC), Zaria, and five
English Language tutors in Women Teachers College,
Zaria. Seven of the students were male, while two of
the tutors were female. Of the ten A.T.C. students,
only three had obtained the West African School
Certificate, while the other seven were experienced,
certificated grade two teachers. They, too, were
interviewed for the same reasons stated above., (The
interview schedule is given in Appendix B). The
interview with the students revealed that those with
primary school teaching experience were more conversant
with the acute language problems in the primary school.
The WASC holders were younger and less experienced but
showed impressive potentialities for teaching as a
profession, Further discussions with them revealed
that two out of the three of them had obtained
Distinction in the English Language and were very
much interested in specialising in Language Arts in
the university. The interview with the college tutors
was more revealing as they seemed to be very familiar

with the language problems of primary school teachers.
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They were all in support of mdunting a2 Bilingusl

Teacher Education programme in the state but raised

a number of questions which have to be tackled, if

such a programme is tuv succeed. The issues raised

were not much different fror those raisgel in parts of
thils study and may be sumnarized as foliows: |

1. The teacter trainers in grade two cclleges would
have to ke retrained or be given refresher courses
in order to teach their own students the rudiments
of bilingual education, |

2. Students in grade two célléges Qould have to study
basic 1ingui§tics te familiarize them with the
issue of language varieties and dialectes and the
pedagogical implications of these in the classrowm.

3. New bilingual instructional materials would have
to be prepared and teachers given orientation
courses on how to use them.

4. The need tn educate parents and the public on the
mezning of bilingual education so that their :
expectations would not be at variance with the
practices in the schools, was highligisted.

On the basis of this researcher's experience in
the pilot test, the term 'Sociclinguistics' was
further explained in the modified guestionnaire; and
the following item was added to the section on

personal data:
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'Have you had training as a primary
school teacher at any stage of your
education?!

Each questicnnzire was checked for couxpleteness. On
tke whole, only one respcndent had recordec multiple
responses for one of the items (item No. 1C). The

personal date section was completed satisiactorily.

3.5 Population

Participants for this study consisted of the
follewing groups: primary school teachers selected
from schools in Zaria local government area. The
teachers were selected on the basis of their
qualification as non-certificated teachers were not
included. Furthermore, teachers were selected on the
basis of location of their schools so teacners from
zaria City, Sabon-Gari, Palladan and Samaru
participated in the study. The headmasters were of
tremendous help in identifying certificated teachers
who were relatively few in many of the LEA schools.
A few teachers from private schools, specifically
A.B.U. staff school and Zaria children's school were
also selected as participants. On tne whole, 95
primary teachers were selected to participate,

Amqng the NCE student groups, 120 were randomly

selected from the three training institutions: ATC,
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Zaria; ATC, Kano; and NCE by correspondence. Primary
school teachers and NCE students form the majority of
the subjects for this study because it is believed
that since they are the potential beneficiaries of the
programme they should have some input at the
developmental stage. Furthermore, it is believed that
their perceptions of the items would indicate their
level of familiarity with the issues involved,
Additionally, thirty~five lecturers of English and
Nigerian languages from the three institutions were
requested to participate and all of them willingly
agreed to do so. The smallest groups of respondents
were the grade two tutor group and the primary school
supervisor group. Most of the tutors were out on
teaching supervision on the five occasions that the
present researcher visited their schools. After much
effort, the researcher contacted 30 tutors from the
three grade two teacher training institutions in Zaria
to participate and they willingly agreed to do so.
Finally, the primary school superviscrs, mecst of whom
were found in the zonal education office were the fewest
in number. All of the twenty of them met in the

office agreed to participate in the study.

3.6 Administration of the Questionnaire

The gquestionnaires were administered personally
on the subjects in 1987, They were distributed by

hand to the teachers in their respective schools and
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théy were given four days to react to them. Out of'
the 75 copies distributed only 65 were completed and
returned. The NCE students were contacted during
school hours and they tooc were given four days within
which to complete the questionnaires. OCut of the 110
copies that were distributed, 105 were returned. |
Simijarly, thirty questionnaires were personally
distributed to the grade two college tutors and
twenty~-five were returned. Additionally, twenty
gquestionnaires were distributed to the supervisors
. and 18 were returned. Of the thirty-five questionnaires
distributed to the ATC lecturers, 33 were returned. The
total mumber of questionnaires thus completed was 246
but careful perusal of each revealed that all but 16
were satisfactorily completed and could be Included

in the final analysis of the data.

3.7 Collection and Organization of Data

The completed qguesticnnaires were checked for
completeness and & few were disqualified because the
respondents had recorded multiple responses for some
of the items on the three-point scale while some were
partially completed. Organization and the coding of
data were accomplished through utilization of '
mini-computer facilities available at this University.
| The Statistical Package for the Social
Sciences {(SPSS) Chi-square Computer Programme (Nie,
et al, 1970) was utilized to analyze the data. Each

group was given an alphanumeric number for
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identification purposes, followed by &n additional

nurber identifying each competency, i.e

'A' O1 = Primary School teachers;
'B' 01 = NCE students;
EY O

Grade two college tuteorss

'D' O

Primary scnool supervisors;

'E' 01 = ATC lecturers.
Following thié procedure, the researcher entered each
respondent's ratings, for each competency, onto coding

forms fur necessary treatment,

3.8 Treatment of Data

The statistical analysis for this study was out
to determine the competencies judged as essential for
initiating bilingual teacher education prograumes,
Anelysis was accomplished for:

1. the teacher group;
. the student group;
« the tutor group;

the supervisor group; and

wm Eow N

the lecturer group,

The researcher used the Chi-square stetistical
technihué tu treat the data because it is a
non-parametric statistical technique used for
treating data of a mominal nature, the type obtained

in this study. Therefore, all accepted responses
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were converted int- frequency centingency tables for
detailed anzlysis. The extent of the similarities
and differences in percepti ns cmong the various
grcups of teachers, students, tutcers, inspectors,
and lecturers ir their rotings of the competencies
was tabulatod -nd anclyzed in froguencies and
computed Chi-square vzlues. Theo significonce of the
computed values was tested at the .05 level of

significance.

3.9 Summary
In this chapter the researcher presented the

procedures employed in this study. Centrol to the
procedures was the development of the bilingual
competencies, and the construction and pilct-testing
of the instrument. Thec instrument which was
)comprised of thirty-three items was tosted for
validity before it was administcred on the
various groups of respondents.

Before administering the instrumcnt on the final

population, a pilot study was conlucted with a tctal
of 30 respondents. Following the pilet study certain
modifications were made on some items befcre the
final form was administered on a tctal of two

hundred and thirty respondents, Respondents included
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62 primary schoul teachers; 10C NCE students; of
these 35 were part-time NCE by correspondence students.
Additionally, 22 grade two colleze tutors; 15 primary
school supervisors and 31 /4T lecturers successfully
reactel t . the instrunect.

Thg SPSS Crosstats Chi-squarc ccomputer
subprogramme was used to analyze the data. Frequencies,
percentages, and Chi-square valucve were presented for
each competency. A summary of these data follows in

Chapter Four,
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Chapter Four

RESULTS AND ANALYSIS

4.0 Intrecuction

The results of this study are reported in this
chapter. The purpose of this study was twofold: first,
to survey the essential competencies neceded for
preparing primary bilingual teachers as perceived by
five groups of respcndents: primary school teachers,
NCE students, Grade Two College tutors, Primary School
supervisors, and ATC lecturers; second, to develop a
bilingual teaéher preparation programme for training
NCE primary school teachers.

Specifically, the study surveyed the opinions of
the subjects on the 33 competencies delineated in the
rating instrument. These 33 competencies were
sublivided into four cntegories: lanpguage, culture,
pedagogy and school-community relations.

In order tc ensure comprehensiveness and to
facilitate reporting of the findings, the data in this
chapter were organised into four sections. The first
section (Section 4.1 ) included a description of the
respondents' personal data; the second section (Section

L.1) included a description of the respondents' personal
data; the second section (L.2) was a summary of within
group agreement obtained on each competency which was
reported primarily through descriptive analysis of each
group's ratings to the 33 competencies. The third Section
(4.3) dealt with those competencies in which no significant
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differences were found when the five groups were
compared. Chi square values were presented and tested
at the .05 alpha level. The fourth section (L.L)
focused on those competencies in which significant
differences were found when tested at the .05 level,
Calculation of percentage of response for each
competency by group on the 3 point value scale was
also reported. This chapter focuses only on the
presentation and analysis of data; interpretation and

discussion of the results follow in chapter five.

L4.1. BIODATA ANALYSIS

4.1.1 Description of the Primary School Teachers

Qut of the 75 primary school teachers
to whom qu¢stionnaires were distributed,
65 (68.4%) completed and returned them, but only 62
(55.2%) were usable as three were wrongly completed.
Table %4.1.1 repcrts the frequency distributi.on of the
teachers by sex, age, educational qualification,
teaching experience and language proficiency. The
results show that in this group, as in the whole
population used for this study, males outnumber
females, This result is at variance with the erroneous
assumption by some people that the teaching profession is
female dominated. However, because of the size and

location of the sample,caution is needed is addressing
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Table L4.1.1 Frequency Distribution of Primary School
Teachers by Sex, Age, Educational Qualifica~
tion, Teaching Experience and Language

Proficiency,
N = 62

Sex N %
Male J-|>0 6’4-5
Female 22 35.4
Total 62 100
Age

16 = 20 years 0

21 = 30 ' 26 41.9

1 - 40 n 28 45.1

1 = 50 L 6 9.7
51 and above 2 3.3
Total 62 100
Educational Qualification

Grade Two Teachers Certificete 62 100
West African School Certificate
NCE

B.Ed. / B,A.Ed.
M.Ed. .

Ph.D.

*Qther *(2) . 3.2
Total 2 100
Teaching Experience

0 = L years 1 1.6
5.« 10 " 19 30.6
21 - 25 " 5 8.0
26 - 30 " 2 3.2
Above 31 " 1 1.6
Total 62 100°

Language(s) Spoken

One 0 0

Two 19 30.6
Three 21 33.9
Four 12 22.6
Five 9.7
Six . 2 3.2
Total 62 100.0

-
Diploma in Primary School Supervision and Administration.
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the issue of sex in the educaetion system. Other
studies have more specifically addressed the issue
(see for example, Abdulsalaam, 1988). The data on
educational qualifications reveal that this is a
homogeneous group as all the teachers had obtained the
Grade Two Teachers Certificate. It is pertinent to
point out cnce again that only certificated Grade

Two teachers were selected to participate in this
study, as it was assumed that they would have a better
understanding of the problem then Grade Two failures.
Besideg, they form a much less variagated group than
failures who may have failed a wide range of subJjects
including those related to the competencies being
sngEyed in the present study, for exémple, English
1énguage and Principles of Education. The results
further reveal that two of the teachers had undergone
the Infant Methods Dipleomz course run by the
Institute of Education of Ahmadu Bello University and
in which the present researcher had participated as a
lecturer. Although the Infant Methods Course was
aimed at enhancing primary school teachers!

| performance zt the pre-primary level, Bilingual Education
Studies as a subject was not included in it. The data
further show that all of the teachers were at least
bilingual being proficient in English and one Nigerian

© language while a good percentage of them (69.35%) were

S A,
" s 'P_
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multilingual. In a study of thnis nature, which
focused specifically on elementary bilingual
education, the rich language proficiency of these
teachers could have far-reaching implications for
both pre-service and in-service teacher education.

This issue is further discussed in chapter five.

L4.1.2 Description of the NCE Students

The biodata of the NCE student respondents are
presented in Table 4.1.2. Cu; of a total £
120 questionnaires  distributed to the students, 105
were returned but five were unusable because they were
wrongly completed. The deta indicate that males
_outnumber females in this group too with a ratio of
11:9, that is, 55 males to 45 females. This trend,
observed in a training institution, partly accounts
for the greater number of male teachers as against
female ones found in both primary and post-primary
institutions. This, too, could be attributed to a
higher drop-out rate noticeablé among female learners
than among male ones and the higher financial support
and moral encouragement generally given to male
children in Nigeria. <s would be expected of
students' in a tertiary institution, a majority of
them: 63 (63%) were young being within the age range

of 21 and 30 years. <“urthermore, the results reveal
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Table 4.1.2 Frequency Distribution of NCE Students
- by Sex, Age, Educational Quelification,
Teaching Experience and Language

- _Proficiency.
N = 100
Sex N %
Mole 55 55
Female L5 L5
Total 100 100
Age
1% - 20 years 8 8
21 - 30 w 63 63
31 - 4o " 2L el
h1 - 5o 5 S
£1 and above 0 0
Total , - 100 100
Educational Qualification
Crade Two Teachers Certificetce 67 67
West Afrisan School Certificate 33 33
Total : 100 100
Ve
Teaching Experience . :
0 - L4 years 52 52
5 -10 v ' ' : 24 2l

11 - 15 " 11 11
16 = 20 " 7 7
21 = 25 " . ' 2 2
26 - 30 ¢ - 3 3
Above 31 " , ‘ ' 1 1
Total ' _ 100 100
Language(s) Spoken | E R
One 0 o
Two . : . 20 20
Three o ' _ L7 L7
Four - 22 22
Five - o 9 9
Six . 2 2

Total _ ) 100 100
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that in line with the Ashby report of 1960 which
recommended the establishment of post-Grade Two Colleges
te provide opportunities for gqualified primary school
teachers to advance educationally and professionally,

a majority of the students (67¢%) had cbtained the

Grade two Teachers' certificats prior to their entry
into the NCE course. On the Tanguage proficiency of
the subjects, the data reveal that the group was s
heterogenaous one with a major.ty of them being able

to spezk more than three languages. This information,
too, is of utmost relevance In this study which focuses
on the NCE student as the recommended candidate for
.the primary schoel. The multilingual nature of the
group could te used to adventage in selecting students

for various ERilingual Education groups.

- 4.1.3 Description of the Grade Two Collegp
Tuters
Only'Grade fwo College Tutors who taught English

or a Nigerian language were selected from the three
Grade Two Teachers! Collegés in Zaria to participate
in this study. The lewest response was recorded
among this group as most of the teachers were out on
teaching supervision at the time the questionnaires
were administered. ©f the 30 questionnaires that

were distributed only 25 (83.3%) were returned, out



123

Table L4.1.3 Frequency Distribution of Grade Two College
Tutors by Sex, Age, Educational Qualifica-
tion, Teaching Experience and Language
Proficiency.

N = 22

Sex N %
Male 12 8.5
Female 10 45.5
Total 22 100

~
16 - 20 years

21 - 30 " m
31 - Lo n

J-I-1 = 50 L

51 and above

Total 2

Educational Qualification
Grade Two Teachers Certificate
West African Schocl Certificate
NCE

B.Ed. / B.A.Ed.

M,Ed.

P]’l.D.' . @ -

Total : .

N -2NONC O

n

T
"

Teaching Experience’ .
0O - L years .
5 - 10 n

11 .- 15 "

1_6:._ 20 n

g1k 25 @

"
f

26 «-30
Above 31
Total

N RO OO

n

Lenguage(s) Spoken
One~ - :
Two™
Three

Four -
Five"

Six

"

Bi o =d
S OWE=0

- ' -
. —— . ——— e ——— - w S an —
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of which three were unusable because the respondents
had failed to fill.out the personal information -
section. As in the two previous groups described
above, there were slightly more males than females
among the subjects; males 12 (54.5%) and females 10
(L5.,5%). The results reveal that the subjects!
educationel qualificatlions varied widely from as low

as NCE to as high as a doctorate degree. The doctorate
teacher in this group stands out prominently because,
usually teachers with such high qualifications |
preferred to teach in an ATC or the University, but.
since Jjob opportunities are becoming scarce, it is not
unusual to find people with a doctorate degree teaching
in Grade Two Teachers' Colleges. The result of this
aspect of the study further indicates that cbmpaféd
with a previous study carried out in the same colleges
by this researcher in 1981, the teaching qualifications
of Grade Two College Tutors had risén considerably.

In the 1981 study,’ as many as Si% of the teachers were
either'NCE'or Grade 'Twb tertificate holders (Imasuen,
1981}, The 1aﬁéﬁéééﬁbfé?iciéhéy'of:the tutors is: ™
equally impressive because as many =25 63.6% were ‘??T““
trilingual, indicating that they could benefit Ty
from an in-service bilingual education programme if
properly designed to help them to meet their students’

t [ . R . . A =L em n . o - -

needs. el Tl - R
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h.1.4 Description of the Primary School

Supervisors

School supervisors constitute the smallest group
of respondents in this study because they are
relatively few in the system and they are usually
field workers. Of the twenty questionnaires
administered to them, eighteen were returned but only
fifteen were usable because others were partially
completed. The data show that the supervisors were
relatively older than members of the first three
groups and very experienced professionally with £5.3%
being above forty years cold and the same percentage
(55.3%) having taught for more than twenty-five years.
The results also indicate that as many as 40% of them
had attended the Primary School Supervision and |
Administration Course (PSSAC) run by the Institute of
Education of this University and of which this |
regsearcher had participated as a lecturer. The Language
Arts component of the course included the rudiments of
Mother Tongue Methods along with basic English as a
Second Language (ESL) Methods. Beneficiaries of the
course were not exposed to Bilingual Education
Methods as this was not reflected in the course
content. Similar to the other groups of respondents,

the supervisors' language proficiency appears
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Table L.1.4 Frequency Distribution of Primary School
Supervisors by Sex, Age, Educational

‘Qualification, Teaching Experience and
Language Proficiency.

N = 15

Sex N %
Male 10 66,7
Female B 33.3
Total 15 100
2e
1L - 20 O 0
21 = 30 O 0
L1 « 50 5 33.3
51 and above 3 20
Total . 1§ 100
Fducational Qualification

Grade Two Teacher Certificate 3 20
NCE 5 33.3
B,BEd. / B.A.Ed. 7
M-Edo ’ O O
Fh.D. 0 0
*Other *6 *40
Total 18 100
Teaching Experience

0 - 4 years 0 0

5 - 10 n 3 20
14 -« 15 " 3 20
16 = 20 n 1 6.6
21 = 25 " 1 6.6
26 - 30 v 5 33.3
Above 371 W 2 13.3
Total 15 10C
Language{s) Spoken
One 0 o -
Two L 26.6
Three 3 20
Four 7 46.7
Five 1 6.7
Six ' 0 QO
Total _ ' 15 100

*Diploma in Primary School Supervision and Administration
course,
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impressive because as many as 73.34% indicated that

they could speak up to three languages., Sincz Frimary
Scho0l Supervisors are usually used as Mobile Teacher
Trainers in this part of the country, attempts could
be made to expose them to Bilinguzl Education studies
on an in-service basis. This would hrelp to prepare
them for the task of assisting primary school teachers
to tackle some of the langucge problems encountered

during supervision.

4L.1.5 Description of the ATC Lecturers

0f the thirty-five questionnaires distributed to
ATC lecturers cof English srnd Nigerian Languages in
ATC Zaria, Xano and NCE by Currespondence, thirty-three
were returned but only 31 were usable, as two were |
partially completed. The remarkable phenomenon about
this group of respondents is that a majority of them
(51.62%) had obtained higher degfées; indicating that
they were adequately quslified te teach at this level,
while the remaining j1.9% indicated that they had
enrclled for the M.Ed. degree. A majority of the
members of this group /70.9) were also multilingual,
a characteristic which is an educational asset in a
predominantly multilingual society like Nigeria.
' In summary, this section of the analysis hsas

highlighted the outstanding characteristics of the
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Table 4.1.5 Frequency Distribution of ATC Educators
by Sex, Age, Educational Qualification,
Teaching Experience and Language Proficiency.

N=31

Sex
Male
Female
Total

Age
16 = 20 years
21 - 30 "

0
7
31 -L4o " 15
9
0

N =
oW

- 8
Ow\wn

h_q - 50 "
51 and above
Total

nNEN
[@3VeNe-] VW)

Educational Qualification

B.Ed. / B.A.Ed. 13
M.Ed, 15
Ph.D. 3
Total

=
O o=
MO

Teaching Experience

0 - 4 years
5 10 "
11 15 "
16 20 "
21 25 "
26 - 30 "
Above 31 M
Total

_—

A I
S SN
OOOM?‘L.DE:’N
nN=FaO,

S C O

W
-y
o

Language(s) Spoken

One

Two

Three 1
Four

Five

Six

Total 3

S N=\NFOO

L

Sop g o
N =N O
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Table L4.1.6 A Summary of Frequency Distribution of
Subjects by Sex, Age, Educational

Qualification, Teachlng Experience and
Language Prcficiency,

N = 230

Sex N %
Male 130 56,5
Female _ 100 43.5

Age

16 - 20 years 8 3.
21 - 30 110 7.
31 - Qo 82 35.
k1 - 50 " _ 25 10.
51 and above S 2.
Total

Educational Qualification

Grade Two Teachers Certificate 129 56,0
West Afriecan School Certificate 33 1.3
NCE 12 5.2
3,E4. / B.A.Ed, : 30 13.0
M.Ed. ' 20 847
Fh.D. 5 0.8
*Other | ' - 7 0.8
- Total i _ 232 :

Teaching Experience

0O - L years : - 68 29,5
5-10 v - 66 25,7
11 - 15 " : L2 18,2
16 - 20 ¥ T 30 15.0
21 - 25 n ' R . 12 o3
26 - 30 ; 8 3.4
Above 31 0 o - 8 3
Total - : 230
Language(s) Spoken :
One : 0 0.0
Two 3 _ 56 2h.3
Three 99 43,0
Four , 51 22.1
Five 17 7e3
Six 7 3.0

Total 230
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five groups of respondents: teachers, students, tut;rs,
supervisors and lecturers. Table L.1.6 shows the summary
of the biodata of the respondents on the variables of
sex, age, educational qualification, teaching

experience and language proficiency. The next section

of this chapter will present and analyze the subjects!'
responses to the structured items to show the cegree of

within group agreement by each of the five groups.

L.2,0 WwWithin Group Agreement On Bilingual

Education Competencies

This section of the analysis focuses on the level of
within group agreement by the five groups of respondents
on the competencies delineated in this study. These
data are depicted in Tables }).2.1«4.2.12. Loch competency was
analyzed to determine percentage of response and level
of agreement within each of the five groups of:
teachers, students, tutors, supervisors and lecturers. -
Since the purpose of the study was to identify
competencies essential for the preparation of primary
school bilingual teachers, the researcher, thereiorg,
focused on percentage of resporndents' ratings on tﬁé;
essential scale., A scaling process to determine
levels cf agreement was devised by the researcher.

Levels of within group agreement, to assess which’

competencies were considered crucial skills, were
: £ .

N

gt
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established according to the fonllowing criteria:

High Agreement

80-100% =
70-7 9. = Agreement
60-65% = Slight Agreement

Below 59%= No Agreement

The process of determining within group similarities
and differences in responden:s* ratings to the
competencles involved an interpretation of the data
which was reported by descriytive analysis of the
results based on percentage of response. A summary of
this analysis by group follervss, Since this aspect of
the analysis does not involve testing of the hypotheses,
this will be left fur a later section where the

Chi Square test is applied to ascertain the extent of
agreement by the various groups.

|‘
R

L.2.1 Agreement by thé Primary School Teachers

Tables L4.230 and .20 indicate levels of n reement énd
percentage of responses respectively obtained by the
primary school teachers in thelr ratings of the 33
competencies. Based on the criteria mentioned ebove,
perceptions by this group revealed that High Agreement
on the essential scale was reached on only 3 (9%)
competenéies,all of which belang to the pedagogy

category; while simple agreement was reached on

Y
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emﬁwo L.2.1a Levels of Within Group Agreement Cbtained by wwusmﬁ<
School Teachers on the Essential Scale,

o gt

(N = 62) .
-~ o
High Slight .
Competency Category|80-100% Agreement wmsﬂ@a sereement {60-:69% Agreement]59% No AgreementiTetal
Language - 2,3,7,11,14 1,0456,13 5,9,10,12 13
H
Culture - 15,18 20,23, . 16,17,19, 7.
Pedagogy 21,26,28 22,24,29 - 24,25 8
School~ Community - 30,32 31,32,33 - 5
Relations
3 12 9 9 33
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Tahle 4.2.1b Percentage of Response by Primary School

Teachers on Each Competency.
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additional 12 {36.3%) competencies which cut across
the four categories of language, culture, pedagogy and
school=community relation#. Thus, ocut of a total of
15 (45.48%) competencies ip which teachers were in
agreement, & (18.1%) were #nigue to the pedagogy
category., More specifically, the three competencies

on which the teachers were i1 high agreement were:

21 Ability to evalurte existing materials
and adapt them to meet pupils'’

- specific needs.,

26 Ability to utilise continuocus
assessment as part of the overall

educztional eveluation of the child.

28 Ability to evoluate learners! progress

using various kinas of tests.

The competencies in which simple agreement was

reached were as follows: .

2, Ability to speak English and the pupils' native
language or the higerian 1anéuage being used in

education fluently,
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Te

1.

14.

15.

18.

22,
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Ability to read English and the relevant iligerizan

language fluently,

Ability tc zssist pupils in learning the Ifour skills
of listening, speakingz, reading and writing in Zrglish

ana tne relevznt Liczerian languzge.,

Knowledge o .ne functiung of language in the
classroom, i,e, for expressing knowledge learnt by

pupils.

Ability tc develcp activities to deal with languege

prchlems,

Ability tec help children interact successfully with

children from many other cultures,

Ability to identify the cultural similarities 2nd

differences ancng the various ethnic groups in Nigeria.

Ability to trenslate materials from English to the

Nigeriar langusge used in educstion.

Krnowledge of methods fer attaining bilingual education
obtjectives, e.g. )
(i) providing neaningful education in &wo
languages.
(ii) preparing children to switch te English

completely as mediun of instruction at z later

stage ir primery education if need be.
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29, Ability to assess the effectiveness of nis/

her own teaching technigues.

30, Ability to utilize local community human
resources such as parents, various
occupational groups to stimulate effective
learning and the community practical involveament

in pupils' education,

32. Ability teo share with other teachers and
profescionals the methods and techniques that

have been used successfully in his/her schcols.

Szgthesis

dne can conclude fror Tables L.2.12 and L.2.1b
that the teachers were in agreement on a total cf 24
(72.7%) competencies. From the teachers' point of
view these twenty-four competencies must be reflected
in a curriculum designed fur training elementary
teachers, EPBearing in mind that these teachers have
not received any form of training as Bilingusl
Education teachers, one may conclude that the teachers
need mere training and experience to appreciate the
value of the competencies thatl were poorly

rated in this study.
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4.2.2 A4greement by the NCE Students

Tables L.2.2a and 1.2.2b indicate levels of
agreement and percentage of responses respeciively
obtained by the KCE students in their ratinge ef the
33 competencies. Trne figuregs irdicate that the
competenclies on which high agreement and singcle
azreeiment were reached cluster around two cztegories:
langusge and pedagogy, indicating that most of the
competencies in the categories c¢f culture and
schocl-comrunity relatiuns were poorly rated., (n the
whole, zgrecnent was reached on a total of 20 (60.6u)
competencies, GSpecifically, the competencies on .

which the students were in high agreement were:

3 Ability to read English and the relevant

Nigerian language fluently.

13 Krniowledge of how children learn their native

languages and any other language.

1l Ability to develop activities to deal with

language problems.

25 Ability to assess the effectiveness of his/her

own tezching techniques.



Levels O

tudents on

138

-f Within Group Agreem
the Essentizal Scale,

ent Obtained by NCE

(N = 100)
High - Siizht |.., . |
‘ompetency Category |60-100% Agreement 70-79% Agreement 60-69% Agreement 59% Ne Agreemend Total
s 13,1l 1,257y L6,y 11 5,910,712, 14
Longuage
Culturc 15 16,17516,19, < 5
PedagCgyY D “J.mi-wq.mm 23,204,25 225 9
chool=Community 30, 30, 31,32,33 L
lelations )
4 C e 13 33
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Ferce:nt of :.esponse by NCE Students on

Each Competency.

PPN NE
o~ YW
’ |

\J
~J\L

ot
| Competency Cate- ory Essential | Desirable Essential
Langungze: 3 2 1
1 73 26,0 1,0
2 71.0 28.0 1.0
3 81.0 19.0 00
L 66.7 29.3 4.0
5 32,0 50.0 18.0
6 £9 28.0 3.0
7 77 22 1.0
3 60 30 10.0
9 1?Irc') 35.0 31.0
10 43.0 47.0 10.0
11 69.9 26,0 5.0
12 53 30 17.0
13 60 18 2.0
14 S1 7 2.0
Cultur
15 65 31
16 L3 L7
17 L1 43

N = ) = =3

N~V W OO F
- L] L] - L] L L] - L] -
OpDOOO0OCOOO0O




140

The cornpetercies in which simple agreement wes

reaches were as fullows:

26.

27.

28.

Kroovledge of learring theories relevant te

teacking in twe lerngueges.

£2ility to speak English and the pupils' netive
languace or the Nigerian language being used

in education fluently,

hu.lity to assist pupils in learning the fcur
lznguzge skills of listening, spezking, reading
and writing in English and the relevant Riierian

langpuage.,

Atility to evaluate existing materizls anc

adsrt them to meet pupils' specific neede,

Ability to utilize continuous assessment es
part of the overall educational evaluaticn cf

the child.

Ahility tu assess learners' strengths and

wezknecssrs in their first znd second langusge.

Ability to evaluate learners' progress, using

various kinds of tests.
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30. Ability to utilize loczl community hunen
resources such as parents, various occupational
groups to stimulate effective learrning and the
cormunity practicel involvement in pupils'

ecucatiorn,

Synthesis

Cr.e can conclude from the foregoine findings
that the students rated the languzze znd pedagogy
compectencies higher than the culture and
school-community relations competencies. This view
on the part of students,could be attributed to little
enphesic being given to the teaching of culture and
less involvement of the comxunity in the eaucation
of young chlildren. It is hoped that if these skills
zre tzught directly to students they would be in a
better position te appreciste their value., Moreover,
the results indicate that the students seemed to
be quite aware of the need to emph=sise language
trzining 2nd teaching performance in 1 rrimery

teacher preparation programme.

4.2.3 Aigreement oy the Grade Two College
Tutors

As indicated on Tebles L.232 and 4.2.3b the tutors

in this study were in High Aereemert on 2 totzl of &
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Levels of Within Group Agreement Obtained by Grade Two

College Tutors on the Easential Scale

( N =22)
- High . Slignt
Competency Category | 060-100% /igreement 70-79% Agreetment | 60-69% Agrecment | 59% No Agreement Total
1,253,7,0513, 6, 14 5¢9,10,11,12 yin
Language 13, L,
;_moam.\u.._.m.-.ﬂ@-._ﬁ..
Culture ) 20 &
o - |h.| -
21, 29 oly, 23,25,26, 9
Pedagopy 27928, 31
School- Community 32, 33 30, 5 I
Relations e
8 3 9 13 33
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Table L4.2,3t Fercanta;z cf itesponse by Grade Two College

Tut~rs .n E2ch Competency.
et
C-mpetency Category Essential | Desirable Essential
LanTiege: _ _
1 83,7 9.5 .8
2 i:‘?.t_‘» 1342
3 ':.5.7 ITLJ-- -
Iy €2 g b i -
5 3€'11'- 5;-1'--'; 901
6 Teal 27.3 -
? ae’ch 9-1 LL.S
B 61. 19.9 -
S 9.5 66.7 23.8
10 31.8 SL.5 13.7
1 Sl 4S.6 -
12 45.5 4C.9 13.6
13 81.8 13.6 4.6
gh 72.7 22.7 4.6
Culture
15 45.5 45.5 9.0
16 27, 3 59.1 13.6
17 22.2 50.9 27.8
18 27:3 50.0 22.7
19 36.4 31.8 31.8
20 47.6 28,6 23.8
Pedagoz
86.4 9.1 4.5
22 59.1 "-L;-g -
23 ::-3-'4 BD-LL 2o
2l 727 27.3 -
25 68.2 31.8 -
26 68,2 18.2 13.6
2 63,2 227 9.1
28 63.5 18342 18.2
29 85.7 9.5 4.8
School Community
telations.
3’0 50:0 50.0 -
3 36. SL4.5 - Dy
32 59.1 6.4 oS
33 ":4.’3 23.6 9-5
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(24.3%) competencies, & (18.1%)} of which were in

the language category, Similar to the ratings of

the students, all of the competencies on which High

Agreement and simple Agreement were reached fall

under the two categories of Language and Pedagogy.

This attitude by teacher trainers confirms the

assumption that Culture training and community

involvement in education receive very little or no
attention in our teacher training preogrammes. If these
tutors had been trained to appreciate the effect of
culture on human behaviour in general, including
ethnography of speech, their wviews on the culture
competencies, most probably, would have been different.

It is ironical that teacher trainers, who should

appreciate the role of the community in promoting

education, including that of parents and guardians,
rated the school-community items poorly. JCpecifically,
the competencies on which the tutors were in high
agreement were:

1. Knowledge of learning theories relevant to
teaching in two languages.

2. Ability to speak English and the pupils' native
language or the Nigerian language being used in
education fluently.

3. Ability to read English and the relevant
Nigerian language fluently.

4. Ability to assist pupils in learning the four
language skills, of listening, speaking,
reading and writing in English and the

- releyant Nigerian language,
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8. Ability to opply teaching technigques

appropri:z te to bilingual education pupils (i.c.
pupils learning school work in two langunges).

13. Knowledge of the difficulties children are Taced
with when lesrning through snother lonputge.

21. Ability to eveluste existing motericls znd adopt
them to meet pupils' specific needs. )

29. Ability to assess the effectiveness of his/her

own teaching techniques,

Further stili, the competencies.in which simple
agreement was reached were as follows:

6. Knowledge of the sound system,.grammar,
vocabulary of English znd the relevant Nigerian
language as much as possible.

1. Ability to develop activities to deal witﬁ ‘
language problems,
2L,. Knowledge of methods for cttezining bilinguel
education objectives, e.g. _
(1) providing meaningful education in two
langu=zges,
(ii) preparing children to switch to English
completely as medium of instfuction at a

later stage in primery education if need be.

Synthesis
Orne can conclude that the tutors rated the

language and pedagogy competencies higher than the

L I
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culture and school-community relations cnes. This
finding confirms tine tutors' suggestion during the
pilat study that tutors themselves would need to underso
training in Bilincual Fducation Studies if they arc 1o
pPrepars thelr students to function effectively as
bilir-ual *rachere. To noed to inclvde fulturs Studics
anl conmurity invelvement in a Bilinsual Lducation

programme was nighlighted in the Ife Primary Cducation

Project an? Molians's (1973) study (Scc Scction 2.4.7).

2.4 Arrcemcnt by Primary School 3upervisors

Tables L.2Jigand L.2hbindicate that the supervisors
were in total agreement on threo competencics, all of
which were in the language category. Such overwhelming
agreenent cn these three cempetenci. sy, which address
Bilingual Educaticn directly, geéms to indicate that
the surervisorss,who werk directly with primary i -
school toachoers in the classronom,see the dire 'W_
need t¢ provide elomentary teachers with bilingual
education expericnces. It is pertinent to point
out, a2t this Juncture, that the experiecnces of some
of the superviscrs as mobile teacher trainers
could heve influence? their ratings of these
competoncics. However, thoir ratings of the culture
and school-community relatiosns competencies arec not

impressive because this gives the impression that they
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" .on the Essential Scale

. Levels of Within Group Agreement Obtained by Supervisers

(N = 15)
. Hig Slight
Competency Category B0-100% b@ﬂm@%mﬁﬁ 70~79% Agreement [60-69% rm%mmmmsﬁ 59% No Agreement |[Tetal
thhr.vmv.Nv .._l\w._- mh \_uMh@v\_OuAA‘AN‘
Lenguage gn 13
] L Tant S muéﬂ.gm.ém.mo 6
Culture 16 . b
Pedagogy 23 21,22,2h,27,28 o 25,26 ” ) 10
_. ) _. -
Zchool~Community 31,32,33 L
Relzaticns 30
6 6 i 17 33
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~f esponse by ifrimady
Supervisions on Each Competency.

S3ch:ol

‘ Mot
Competency Categ.ry rosentind mesirable ssenti
Langus e 3 2 1
1 53.3 TS ISR 6.7
2 152473 ) Yo
3 100,30 ) o
L 153, 2 D) 20
5 ho, 0 L7, 23.0
B - EELE 0] 0.7
7 ee.7 13,3 U
8 Clat 27.7 13.3
9 e 6340 43,0
10 f 13.3 73.4 13.3
11 o Ls.7 400 13.3
12 LW 45,7 13.3
1 73.4 26.6 0U
1 < 33.3 667 0
Culture ' ' '
15 26.? 53.3 0
16 Dol 40,0 DO
17 20.9 6U.0 20
18 . 33.3 46.7 22,0
19 13.3 6,7 20,0
20 46,7 53.3 00
Fedagogy
21 73.3 2.7 GO
22 73.3 26,7
23 85.7 1%.3 O
2l 733 o7 20, U
25 L‘.-j‘o 53-3 6-?
2 73.3 26,7 OC
28 7343 20,7 .
29 566 26,7 4
School O wmunity
Relatinons
3. 65 267 a7
31 53- 3 }4657 a0
32 35.7 57.1 7.2
33 26,7 hé.6 26.7
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did not cprreciate the usefulness of this <. tegory
of coupetencies. s shown on Table 4,2.7 the six
cenpetencies th-t fell under high zgreement

e o
clr sificrtion are:

2. stility to suenk english ~nd the surils!
notive “enguafe or the Nigzeri=n lonruzee being

uced ir educnticn fluently.

3. .bility to resd English #nd the rolevont

Mirerirn langucge fluently,

L. xbility to write English anc the relev-nt

iigerizn langua:e fluently,

©. knowledre of the sound system, gr-nmar,
voczhulsry of English and the rclevant

higerisr. language as much a2s possitle.

7. &kility to assist pupils in learning the four
izngucge skills of listening, sperking, reading
and writing in En:zlish and the rclevent

Nigerien language.

23. &4bility to teach subject matter in both

inglish a2nd the relevant Ligeri~n lengucges,
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Furthermore, the following six compeienczics fell

under the rgreerent cetegory:

13.

21.

22.

24.

27.

28.

knowledge of the difficulties chilidrén nre

foced with woen learning: throush zncther

Atility to eveluate existing materizls rnd

cdept them tc meet pupils' specific needs.

Atility to tresnslate matirinsls frow En~lish

to the Migerizn languare used in educotion.

Knowledege of methods for attaining bilinguzl
ceducetion objectives, €.g.
(1) providing meaningful educatior in two
langu=ges.
(ii) prepering children to switch to English
completely as medium of instruction ot
a later stage in primary educstion if

need be.

Ability to assess learners' strenzths ond

wcaknesses in their first and second longuage.

Lbility to evaluate learners' profress,

using various kinds of tests.
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Syathesis

A cugory look ¢t Tables L.z.4a zand L. 2.0 shows
that the coupetencies thut fell under kich ¢nc sliight
sgrecnent were the langunge and nedagogy competencies,
ne foct thot =8 wony as 17 (B1.50) compntencies fell
und<r the [o ..ereenent Category inplics thnt primary
school supervisors themselves need to undertike
Bilinguel Educsztion Studies to femilinrize then with

tne rudiments of Bilingusl Educetion.

L.2,5 rgreencnt by tane ATC Lecturers

Tables .25 and 4.2.5b incicete that the ATC
lecturers in this study were divided in their views
about the inportance of the culture compelencies as
none ¢f the competencies fell under the 2 recerent
level. Conversely, they were in high azreencert on
five competencies belonging to the languirge nd
pedagozy categories. The five competencies theat fell

.

under the High Agreement roting were::

3. &bility to read English and the relevent

Nigerien language fluently.

7. Ability tc essist pupils in learning the four
ianrunge skills of listening, speakiny, reading
and writing in English end the relevont Nigerian

lengurge,
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Levels of Wwithin Group Agre

enent Obtained’ by A.T.C.

Lecturers on the Eszential Scale,
o (N = 31)
High e Slight .
Coupe tency Category J60-100¢ rwwmmaazﬁ 70=79% Agreement 60=-69% Agreement|59% No Agreement |Total
390y 192,4,8,13,14, 6 5:9,10,11,12 14
Lanyuage

qm.A.m.Jq.qu.Jm. 11

Culture 20
Pedagogy 3,26,29 21,22,24,27,2 25 L
School- Community 32, 33 30,31, 4
ﬁ_ 12 2 1 33
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rercantaze Zf

Response by ATC Lecturers

an Each Zonpetency.
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23,

26;

29.

15k

»tility to teach subject matter in both

English 2.4 the relev:int Nizerinn l:z2n'usfes.

L0ility tu utilize continuous ass.ssi=nt as
pert ¢f the overall educationsl vv-lu ticn of

£tility to assess the effectiveness of his/

her own tesching techniques,

Twelve edditionzl competencies, most of wnich cluster

around the langfuzge and pedagogy categories fell under

the Crdinary agreement level. The twelve

competencies were:

Knocwledge of learning theories relazvzant to

tezching in two lanpuages,

Ability to spezk English and the pupils' native
lenguege or the Nigerian lenguege bein: uced in

educstion fluently.

Ability to write Enfslish and the relevint

Nigerien languaze fluently.

Lbility to epply teaching technigues zppropriate
to bilingual education pupils (i.e. pupils

le-rring school work in two lzn,us=ies).
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22.

2L .

27.

32.
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arcwledyee of the diffic.lties childrern cre
frced with when learning through another

1~ngur ge.

~bility to evalunte existing mnteri:

=
i |
o
.

4zt the: to meet pupils’ specific needs,

Ability to translote meterizls from Zngiisn

to the Yiterizn lengucie useg in educzticon,

Enowledpe of methcds for attainineg bilingu=l
educr.tion objectives, e.g.
(i) providing meaningful education in two

l=nguages. -

(ii) preparing childrer to switch to English
completely as medium of instruction at
2 later stage in primary educction if
need he.

rbility to assess learners' strencths ond

wecknesses in their first and sccond lanjuzpe,

Ability to eveluate learners' pro.ress, using

various kinds of tests.

~bility to share with other teachers znd
professionzals the methods and technicues that
have been used successfully in his/her

schools.
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One c¢con coriclude from the two tables that LTC

lecturers regard some of the language =nd pedegogy
competencies as crucial in the prereraticn of
prim=ry school bilingual tezchers. Compet-ncy F3:
#ability to rend English a2nd the relevent Ndierien
lani uzge received overwhelming agreement by the
lecturers. This imnedictely shows that the
lecturcrs would like to see bi-literacy enphasized
in the LCE programme., It is pertinent to point out
that similar to the ratin;s of the lecturers, the
NCE students were in high agreement regarcing the
importance of this competency. This view, expressed
by both the lecturer and student groups, presents

e strong cese for includirs bi-literacy in both

English and the relevant Nigerian language in the
NCE curriculum.

Synthesis
Tables L.25a and 4.2.5b show that the LTC

lecturers were in agreement on 19 (57.5%) competencies,
17 (51.5%.) cf which were in the categories of language
and pedagegy. Of the tot2l number of competencies on
which agreement wcs reached, competency ¥ 3 was
outstanding. This is similar to the rating by the

KCE students and makes z strong case for biliteracy

in the NCE programme,
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4.2.6 Summary

This section of the analysis focused on the
level of within group agreement by each of the five
groups. On the whole, it was observed that all of
the five groups were more in agreement on the
language and pedagogy competencies than the culture
and school community relations competencies., As
shown in Tables L.2.6a and ;.2.6b which present a
summary of the ratings of the five groups,competency
#%7 in the language category and competency #H29 in
the pedagogy category received high agreement
rating by the five groups. The low agreement
rating recorded for the culture and school-community
relations competencies would seem to indicate the
need to incorporate these competencies in teacher
education curriculum in order to acguaint
prospective teachers with their importance. In the
next section of the analysis the data would be
subjected to a more rigorous statistical analysis in
order to test the significance of the differences

observed in the perceptions of the various groups.
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Table L,2.6b 4 Summary of Percentase of heSpdnse by”
the Five Groups on Each Competency.

ot
Ceompetency Catesory Essential | Desirahle } Essential
Longunage:s 2 1
1 25,2 3.9
2 22,2 2.2
3 19.3 J. 9
b 26,8 2.7
5 5 3 18.0
& 27.6 3.1
7 17.7 1.3
a 15,2 L8
9 53.7 26,0
10 53.7 10.5
11 29,6 L0
12° 35.4 15.9
13 19,4 5.7
g 17.23 2.7
Culture -
15 33.8 5.3
16 - L7 8.8
17 2.7 18,7
18 L0O.3 16.8
19 3.8 a2
20 3741 18.3
radagroy
21 R0, 13 1740 2.7
22 65,5 31.0 3.5
23 £9.4 27.1 3.5
24 57 .1 23.7 9.2
25 55.9 3Ly 9.7
26 72.9 22,7 L.
27 72.5 23.6 3.9
28 77.5 19.7 2.7
29 8h.2 11.0 4.8
Schoel Community
delaticns.,
30 27.9 1.3
3 4Q.c 4.8
32 32.56 4.0
33 10.6

313
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4.3 COMPETENCIES IN WHICH NO SIGNIFICAKRT

DIFFERENCES WERE FOUND AMONG TELACHERS,
STUDENTS , TUTORS, SUPERVITC.S ‘D EDUCATORS

This section of the analysis focuses on the test
°»f the hypotheses made in this stucy;. Since the data
obtained were nominal, the statistical aralysis found

appropriate for treating the data was the Chi square.

L.3.1 Hypothesis One

Hypothesis one which is the main Null Hypothesis
in this study reads:

There is no significant difference in the
perceptionsof the five groups of respondents of the
competencies delineated in this study.

To test this hypothesis, Chi square values
indicating differences among the five zZrcups were
presented for the cumpetencies and significance was
determined at the .05 level. Since the Chi square
critical value at the 0.5 level was 15.5 for eight
degrees of freedom, the computed Cnhi square values
would have to exceed this level (15.5). Wnen the
data of each of the 33 competencies were taken into
consideration, the computed Chi sgu~re value was
less than the criticai value of 15.5 for 21 (63.6%)

competenciee. Therefore, the null hypothesis was



Table L.3.1
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Obtained Chi Square Values in which no
Significant DifferenceSwere found Among
the five groups.

(N = 230)
Competency Chi Square Degrees of Level of
Category. Values, Freedom, Significance.
1 12.0 8 .05
2 11.5 8 .05
3 11.0 8 .05
L 9.1 8 .05
5 6.8 8 .05
6 Tad 8 .05
Y 4 8.3 8 .05
8 9.5 8 .05
10 6.3 8 .05
12 2.8 8 .05
16 7.9 8 .05
17 9.5 8 .05
21 L.0 8 .05
22 8.2 8 .05
23 12.3 8 .05
2l 10.3 8 .05
26 13.1 8 .05
27 3.9 8 .05
30 4.8 8 .05
31 10.6 8 .05
33 9.9 8 .05
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accepted for these 21 competencies. Table 4.3.1

contains those 21 competencies in which no significant
differences were found among the five groups. Of these
21 conpetencies 10 (30.3%) fell under the category of
language, 2 (£.0¢) reflected the culture category,

6 (18.0%/) reflected the pedagogy catesory and the
remaining 3 (2.06%) were unique to the arez of
school-comnmunity relations, Below is o list of the 21
competencies for which the null hypothesis was

accepted:

1. Knowledge of leerning theories relevant to

teaching in two languages.

2. Ability to speak English and the pupils'
native language or the Nigerian language being

used in education fluently.

3. Ability to read English and the relevant

Nigerian language fluently.

L. Ability to write English and the relevant
Nigerian language fluently,

5. Ability to distinguish between stzndard and
local varieties of both English (e.g. British,
American and Nigerian English) on the one hand,

and the varieties of the Nigerian language (e.g.
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125

16.

17.

163
Kano versus Sokoto Hausa dialects).

krowledge of the sound system, gramncr,
vocabulary of English and the relevarnt Nigerian

language as much as possible.

Atility to assist pupils in learning the four
language skills of listening, speakirg, reading
and writing in English and the relevint

higerian language.

Ability to apply teaching techniques appropriate
to bilingual education pupils {i.e. pupils

learning school work in two languages.

Knowledge of Sociolinguistics (i.e. the study
of the use of language in society, including

language change and language in Education).

Knowledge of how children learn their native

languages and any other languare,

Ability to help pupils overcome cultural
problems in learning through English and a

Nigerian language sometimes not their own.

Knowledge of child-rearing practices in order
to understand learners' behaviours in the

classroom.



21.

22,

2
L)

2k,

26.

6L - .
Ability to evaluate existing .Leterials and

adapt them to meet pupils’ specific needs.

Ability to translate materials from English

to the Nigerian languzze used in education.

Ability to teach sutiect matter in both

English and the relevant Nigerian languages.

Knowledee of methods for attaining bilingual
education obJjectives, e.g.
(i) providing meaningful :ducetion in two
languages.
(i1) preparing children to switch to
English completely as uedium of
instruction at 2 later stage in

primary education if need te.

Ability to utilize continuous assessment
as part of the overall educaticnal

evaluation of the child,

Ability to utilize loczl comunity human
resources such as parents, various
occupational groups to stimulate
effective learning and the community
practical involvement in pupils!

education,
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31. Ability to explain the objectives, goals and

procedures of bilingual education to parents

and other community members,

33. Ability to explain current issues and policy

in bilingual education.

Synthesis
As can be seen from Table L.3.1 most of the

competencies on which no significant difference was
found by the five groups.belong to the language and
pedagogy categories.. The fable shows that collectively,
the five groups rate the language, pedagogy and |
school=community relations competencies higher than
the culture competencies. This confirms the fact
that the concept of culture is generally
misunderstood. The fact that as many as 12
competencies were poorly rated by the five groups of
respondents could be attributed to non-exposure of
the subjects to bilingual education studies, The
implications of this finding will be further

discussed in Chapter &5,

4.3.2 Sub-hypothesis One

Sub-hypothesis one reads:
There is no significant differernce bvetween the
perception of primary school teachers and NCE

students of the competencies,
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Nbtairecl Chi Squgre Values in which no
Sienificant Differences were Found Among
Students and Teachers.,

(N1 = 1)) = 62)
Cempetency Chi Sauarc Derrees cof Level of
Categeory., Valuzs. Freed: m, Simificance

2 1,5 2 +05
3 3.9 2 .05
L S 2 .05
5 046 2 .05
6 D 2 .05
7 4.3 2 +05
':_I‘ 2. J 2 o*-)s
1C Y 2 .05
11 < Wy 2 .05
12 1.4 2 .05
g 545 2 .05
15 ¢ K 2 .05
16 Y%7 2 .05
17 1,0 2 .05
19 2.1 2 .05
21 )6 2 .05
22 3.9 2 .05
23 5.1 2 .05
2L 3.4 2 .05
2C 2,7 2 .05
27 1.3 2 e 05
28 2 05
30 ;2 2 .05
31 2,2 2 + 05
33 ‘T- / 2 .’-_\5




T
Tec test this hypothesis, Chi square volues

indiceling cdifferences between the two groups were

presented for all of the 33 competencics and

significance was determined at the 0% level,

Since trhe Chi scusr. critical v:luc it the .05

level was 5.%9 for 2 degrees of freedomr, the computed

Chi sguare values would have to cxceed this level

(5.99) in order to be sigrnificant. When the data

of each of the 33 competencies were taken into

consideration, the computed Chi square value was

less than the critical value of 5.99 for 25 (75.7%)

conpetencies, Therefore, sub-hypothesis one was

accepted for these 25 competencies, Table h;3.2

shows those 25 competencies in which no significant

differences were found between the twe groups. OF

these 25 competencies, the highest number 11 (33,3%)

belong to the language cetegory. Below is a list

of the 25 competencies for which the sub—hypothesis

was accepted.

2. Ability teo speak English and the pupils' native
language or the Nigerian language being used in

educztion fluently.

3. Atility to read English and the relevent
Nigerian language fluently.

u



7

10.

1.

168
Ability to wraite English and the relevant

Nigerizn language fluently.

Ability tc distinguish between standzard and
loczl verieties of both English (c.g. British,
Am.ricen and Nigerian English) on the cne hend,
anté the varieties of the Nigerizn lansu:ze (e.g.

Karo versus Sokoto Hausz dizlects).

Knowledge of the sound system, grammer,
voczbulary of English and the relevant Nigerian

language as much as possible.

Ability to assist pupils in learning the four
language skills of listening, speaking, recding
anc writing in English and the relevant Nigerian

languege.

Ability tc apply teaching techniques appropriete
to bilingual education pupils (i.e. pupils

learning school work in two languages).

Knowledge of Sociolinguistics (i.e. the study
of the use of language in socicty, including
lanzuage change and language in Education).

Knowledge of the functions of language in the
classrocm, i.e. for expressing knowledge

leernt by pupils.



12.

14.

15.

16.

17.

19.

21.

22.

23.

169

Knowledge of how children learn their naotive

langusges and any other language.

Avility tc develop activities to deal witn

-

lznguzge problems.

o

Ability to help children interact successfully

with children from many other cultures,

Ability to help pupils cvercome cultural
problons in learning through English and e

Nigerien lenguage sometimes not their own.

Knowledge of child-rearing practices in
crder tc understand learners' behaviours ir the

classroom.

Knowledge of the effects of cultural and
socio-economic factors on the pupils' general

development,

Ability to evaluate existing materials and

adapt them to meet pupils' specific needs.

Ability to translate materials from English

to the MNigerian language used in education.

Ability to teach subject matter in both

English and the relevant Nigerian languages.



k.

26.

27.

28.

30.

3.
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Knowledge of methods for attaining bilinguzl
education objectives, e.g.
(i) providing meaningful education in twc

languages.,

(ii) prepzrin: children to switch to English
cempletely as medium of instruction &t
= later stege in primery education if

need be.

Atility to utilize continuous assessment &s
part of the overall educational evaluatior cf

the child.

Atility to assess learners' strengths and

weaknesses in their first and second langusge,

Ability to evaluate learners' progress, using

various kinds of tests,

Ability to utilize loczl community human
resources such as parents, various occupational
groups to stimulate effective learning and the
community practical involvement in pupils'

education.

Ability to explain the objectives, goals end
procedures of bilingusl education to parerts

and other community members.
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33. Ability to explain current issues and policy

in bilinguzl education.

Synthezis

Az inzicrted on Tzble L.3.2 most of the
competercies on which no significant differcnce was
found by th.se twe groups belong to the lansuage
categery. Comparvd with the cumulative analysis on
Table L.3.1 the teacher and student groups agreed on
a higher number of competencies than the five groups
combined. Even then, it should be pointed out &t this
juncture, that these two groups of respondents, like
other subjects used for this study have not been
trained a2s bilingual education teachers so, caution
need be taken in assessing their views of the

competencies,
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L.3.3 Sub-hypcthesis Two

The sub-hypothesis reads: There is no
significant cifference between the perception of
primary school tezchers z2né Grade Two College tutore
of the competencice,

In ordcr to test this aypothesis, Chi squzre
values indiczcing differences between the two groups
were presented for all of the 33 competencies and
significance was determined at .05 level. When the
data for each cf the competencies were considered,
bearing the critical value of 5,99 for 2 degrees cf
freedom in mind, the sub-hypothesis was accepted fcr
23 (69.6%) ocut of the 33 competencies, Table L.3.3
shows those 23 competencies in which no significant
differences were found between the two groups.
Similar to the teacher and student groups comparisor,
11 (33.3%) competencies belong to the language
category. Below is a list of those 23 competencies

for which the second sub-hypothesis was accepted.

1+ Knowledge of learning theories relevant te

teaching in twc languages.

2. Ability to speak English and the pupils' native
language or the Nigerian language being used in

education fluently.
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Table L.3.3 Obtained Chi Square Values in which no
Sirpnificant Differcnces were Found Among

Teachers and Tutors.

(N1 = 62) = 22)
Competency Chi Square Desreve of Level of
Category. Values,. Freedom. Significance

2 h‘af 2 ios
3 4.3 2 .05
5 0455 2 .05
6 J.25 2 Nel
7 0,57 2 el
it 1.43 2 .05
10 L.1h 2 .05
11 5.‘36 2 .05
12 0,21 2 . +05
13 2,00 2 05
16 1.48 2 .05
17 4,80 2 205
27 1.54 2 .05
22 2,81 2 .05
23 2,07 2 .05 .
24 3.00 2 .05
27 D2l 2 .05
28 0,52 2 .05
29 ), 02 2 .05
30 1.55 2 .05




10.

11.
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Ability tc read English and the relevant
Niri-n 1'niu ge fluently.

Ability to distinguish betweer standard and
local varicties of both English (e.g. British,

-

mericen -2 ligerien Erglish) on the one hand,

T

ané tThs vericeties of the Nigerian language

(e.g. Ker.c versus Sokcto Hause dialects).

Knowledze of the sound system, grammar,
vocabulary cf English and the relevant

Nigerian lenguage as much as possible.

Ability tc azssist pupils in learning the four
languzge skills of listening, speaking,
reading and writing in English and the

relevant Nigerian langusage.

Ability to apply teaching techniques
appropriate to bilinguasl educastion pupils (i.e.

pupils lesrning school work in twc languages ),

Knowledge ¢f Scciolingulistics (i.e. the study
of the use cf language in society, including

languege chenge and language in Education).

Knowledze of the functions of lenguage in the
classroom, i.e. for expressing knowledge

learnt by pugpils,



12.

13.

16.

il

1.

224

23-
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Knowledge of how children learn their native

languages and any other language,

knowled;;e of the diffic.lties children are
faced with when learning through 2nother

languai e.

Ability t. help pupils overcome cultural
problems in lezrning throush English and a

Nigerian language sometimes not their own.

Knowledge of child-rearing practices in order
to understand learners' behaviours in the

vlassroom,

Ability to evaluate existing materials and

adapt them to meet pupils' specific needs.

Ability to translate materizls from English

to the Nigerian language used in education.

Ability to teach subject ratter in both English

and the relevent Nigerisn langusges.,

Knowledze of methods for zttaining bilingual
educaticn objectives, e.g.
(i) providing meaningful educztion in two
languages.

(ii) preparing children to switch to English
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completely es medium of instruction at a

later stage in primary education if need be.

25. Abiiity tc determine the educational readiness
of the runile to learr in 2 glven lanfuege which

is not his/her mother tongue.

27. Ability to assess learners' strengths and

weaknesseés in their first and second language.

28. Ability to eveluste learners' progress, using

various kinds of tests.

29. Ability to assess the effectiveness of his/her

own teaching techniques.

30. Ability to utilize loczl community human
resources such as parents, various
occupational groups to stimulate effective
learning and the community practical

involvement in pupils' education,

31. Ability to explain the objectives, goals and
procedures of bilinguzl education to parents

and other community members.

Synthesis
As shown on Table 4.,3.3, sub-hypothesis two was

accepted for 23 out of the 33 competencies., Compared
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with the cumulative analysis of the five groups, the
teacher and tutor groups agreed on a higher number
of competencies than the five groups combined., One
would have expected these two groups of teachers and
teacher trainers to agree on a higher numbef of
competencies. The low rating of the competencies
could be atiribvuted to, among other things, the
non-inclusjion of Bilingual Education Studies and
1ittle or no inclusion of cultural studies in teacher
preparation programmes in this country. This
buttresses the argument that cultural studies which
include functional language learning should be the

core of multicultural education.

L.3.4 Sub=hypothesis Three

The sub-hypothesis reads: There is no significant
difference between the perception of primary school
teachers and primary-school supervisors of thie competencies.

To test this hypothesis, Chl square values indicating
differences between the two groups were presented for
all of the 33 competencies and significance was
determined at the .05 level. Since the Chi square
critical value at the said level was 5.99 for 2
degrees of freedom, the computed Chi square values
would have to exceed this level (5.99) in order to
be significant. When the data of each of the 33 |

competencies were considered, the computed Chi square
value was less than the critical value for 24 (72.7%)
competencies, Therefore, sub-hypothesis three was

accepted for these 24 competencies. Table L.3.h
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Table L.3.4 Obtained Chi Square Values in which no
3isnificant Differences wers Found Among
Teachers and Supervisors,
(N1 = 52) (N2 = 15)
Competency Chi Square Degrees of Level cof
Category. Values, Freedom. Significance
1 L.23 2 «05
2 o JU 2 005
3 1.54 2 +05
L‘— 30(32 2 .OS
5 2,00 2 .05
7 0455 2 .05
8 5.30 2 205
10 .57 2 205
12 0.2 2 .05
13 327 2 <05
104 0. 31 2 .05
16 3.41 2 .05
17 32 2 .05
19 L.h3 2 .05
20 1-11-5 2 .US
21 0.79 2 .05
22 3. 30 2 .05
23 JLJ,E, 2 .:)g
3.80 2 e
5% 3.21 2 .05
27 2.59 2 .05
29 1.16 2 «05
32 379 2 .05
33 2,85 2 .05
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shows those 2L competencies in which no significant
differences were found between the two groups. Of these
2L, competencies, 11 (33.3%) reflect the langua.e category.
Below is a list of the 24 competencies for which

sub~hyp.thesis threc was acceoted:

1. Enowlcdge of lezrnin; theori:s r.lcvant to teaching
in two lanpusges.

2. Ability to speak English and the pupils' native
language or the Nigcrian language being used in
education fluently.

3. Ability to read English and the relevant Nigcrian
language fluently,

L. Ability to writc English and the relevant Nigerian
langunge fluently.

5. Ability to distinguish botween standard and
local varieties of both English (e.g. British,
Armerican and Nigerian English) on the one hand,
and the varieties of the Nigerian lenguage (e.g.
Kano versus Sokcto Hausz dialects).

7. Atility to assist pupils in learning the four
langunge skills of listening, spe-king, reading
and writing in English anl the relevant Nigerian
languagze.

8. Ability to apply teaching technigues appropriate
to bilinsual education pupils (i.e. pupils

learning school work in two languages).



10.

12'

13.

1.

16.

17.

19,

20.

21.
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Knowledze of Sociolinguistics (i.e. the stucdy

of the use of language in society, including

language chenge and languasge in Education),

Knowledre of how children learn their native

langusges =nd any other languszge,

Knowledge of tne difficulties children are faced

with when lezrning through ancther language.

Ability to develop activities to deal with

language protlems.

Ability to help pupils overcome cultural
problems in learning through English and a

Nigerian language sometimes not their own,

Knowledge of child-fearing practices in order
to understand learners' behaviours in the

classroom,

Knowledge of the effects of culturzl and
socio+~econciric factors on the pupfls' gzneral

development.

Ability to identify culturally-relevant

materials.

Ability to evaluate existing materials and
adapt them to meet pupils' specific needs.

| G 4



22,

23.

2.

26,

27.

29.

32.

181
Ability to trarslate materials from English teo

the Nigerian languzge usec in education.

Atility tc teach subject matter in both Engli:h

and the relevsnt liizeriszn langu=ges.

Enowledge cf rmethods for attaining bilingual
education objectives, e.g.
(1) providing mezningful education in two
languages.
(1i) prepzring children to switch to English
completely as medium of instructicn at a

later stage in primary education if need be.

Ability to utilize continuous assessment as part
of the overall educationzl evaluation of the

child,

Ability to assess learners' strengths and

weaknesses in their first and second language.

Ability tc zezesr the effect®s ~moer af Wig/her

own teaching technigues,

Ability to share with other teachers and
professionals the methods and techniques that

have been used successfully in hig/her schools.
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33. Ability to explain current issues and policy

[
o

bilingual education.

Synthesis

A . ] :
= ¥ , i vl
AO 12U1lE o 4 2L A0

(N

cates, sub-hypothesis three
was accepted for 24 out of the total number of 33
competencies, Most of the competencies for which the
hypethesis wzz accerted fell under the language

category. OSimilar

ct
O

the other two psirs for which
‘comparison was accomplished, the teacher and supervisor
groups agreed on & higher number of competencies thzan
the five groups combined. As pointed out earlier,
caution need be taken in excluding the remaining 9
competencies for which the null hypothesis was rejected
in any bilingual teacher training programme because

of the non-bilingual education background cf the

subjects concerned.

L.3.5 Sub-hypothesis Four

Sub~hypothesis four reads: There is nco significent
difference between the perception of primary school
teachers and #TC lecturers of the competencies,

In oraer to test this hypothesis, Chi square
values indicating differences between the two groups
were presented for all of the 33 competencies and

significance was determined at the .05 level. When
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Oobtained Chi Square values in which no
siznificant Differcnces were Found Among
Teachers and Lecturerse.

Table le 3.5

(N1 = 652) (N2 = 31)

Level of

Competency Chi Squere Deirees of
Yl ! ' Sicnificance

Cntercry. Jnlu Se

w0

1 d.l+ 2 ."_'.5
2 bo$ 2 .05
3 1.0 2 .05
l+ 1 .?- 2 0")5
5 3.C 2 .05
6 2.7 2 .05
7 1l 4 .US
R = 2 .05
1 ) WY 2 .05
12 )45 2 +05
N 1.9 2 .05
17 3,2 2 .05
19 % 2 .5
20 g2 2 .05
21 1.3 2 -
22 4,6 2 « 05
23 oD 2 J05
2l 24 2 .05
25 2.L 2 .05
2' l-," 2 . 5
27 W | 2 .05
20 1.3 2 .05
29 2 2 .05
30 Ipools 2 .05
32 1.7 2 .05
33 S 2 .05
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the data for ezch of the competencies were considered,
bearing the critical value of 5.99 for 2 degrees of
freedom in mind, the sub-hypothesis was accepted for
27 (81.8%) out of the 33 competencies. Table L4.3.5
shows thos:s 27 ccometencies in which no simificant
differences vere found tetween the two groups. CFf
these 27 competencies, 11 belong to the language
category., cclow is a list of those 27 competencies

for which the fourth sub-hypothesis was accepted:

1. FKpowledge ¢f learning theories relevant to

teaching in two languages.

2. Ability to speak English and the pupils' native
language or the higerian language being used in

education fluently.

3. Ability to read English znd the relevant Kigerian

language fluently.

L. Ability tc write English and the relevant

Nigerian languege fluently.

5. Ability tou distinguish between standard and
local varieties of both English (e.g. British,
American a2nd Nigerian English) on the one hand,
and the varieties of the Nigerian language (e.g.

Kano versus Sokoto Hausa dialects).



10.

12.

14,

16.

17.

=185

Kriowled -e of the sound system, grammar,
veccabulzry of English and the relevant Nigerian

language 2s much as possible.

r2ility to assist pupils in lezrning the four
language skills of listening, speaking, reading
and writing in English enc the relevant Ligerien

language.

Ability to apply teaching techniques zpproprizte
to bilinzual education pupils (i.e. pupils

learning schocl work in two languages).

Knowledze of Sociolinguistics (i.e. the study of
the use of language in society, including

language change and language in Education).

Knowledre ¢f how children learn their native

languages and any other language,

Ability to develop activities to deal with

language problems,

Ability to help pupils overcome cultural

" problems in leerning through English and a

Nigerian languege sometimes not their own,

Kncwledge of child-rearing prectices in crder to

understand learners' benaviours in the classroom.,



19.

21,

22.

23

2.

250

[t

186

Knowledge of the effects of cultural and
socio-econonic factors on the pupils' generzl

development,

Ability to iaentify culturzlly-relevant

materizls,

Ability tec evcluate existing materials and

adapt them tc meet pupils' specific needs.

Ability to translate meterials from English to

the Nigerian language used in education.

Ability to teach subject matter in both English

and the relevant Nigerian languages.

Knowledgse of methods for attaining bilingual
education objectives, e.g.
(i) providing meaningful education in two
languages.
(i1) prepering children to switch to English
completely 2s medium of instruction at a

later stage in primary education if need be.

Ability to determine the educational readiness
of the pupils to learn in a given language which

is not his/her mother tongue.



26.

27.

25.

29.

30.

32,

33.
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Atility teo utilize cortinucus assessment as
part of the cverall educational evazluation of

the child, . . ' |

\
L£bility to assess learners' étrengths and

weaknesses in their first 2nd second language.

ALility to evaluate learners' progress, using

various kinds of tests.

Ability to assess the effectiveness of his/her

own teaching techniques.

Atility to utilize local community human
resources such as parents, varlous occupaticnal
groups to stimulate effective learning and the
community practical involvement in pupils'

education,

Ability to share with other teachers ard
professionals the methods and technigques that .

have been used successfully in his/her schools.

Ability to explain current issues and policy in

kilingual educetion.

Synthesis

As shown on Table 4.3.5 sub-hypothesis four was

-~
ot

accepted for 27 out of the competencieg, Comrgred.,.
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with the previous groups, the teacher and lecturer
groups agreed on a higher number of competencies,
Even then, the six competencies for which the null
hypothesis was rejected have been used to train
bilingual teachers in other parts of the world (see,
2.5.3), so caution need be taken in excluding them
from any bilingual teacher education programméf“{ _
especially since the subjects assessing them, most
likely, have not been exposed to cultural studies in
previous training programmes. The need to teach
trainees to embrace diversity and ethnic¢ pluralism as
common human features is imperative and any plammed
bilingual teacher preparation programme must take

cognizance of this.

o} ;1‘ 4.3,6 BSub-hypothesis Five

Thé sub-hypothesis reads: There is no significént
difference between the perceptionsof NCE students and
Grade Two College tutors of the competencies.

| To test this hypothesis, Chi square values
iﬁdicating differences between the two groups were
presented for all of the 33 competencies and
significance was determined at the ,05 level, Only
Chi square values that did not exceed 5.99 which was
the critical value for 2 degrees of freedom were
included in the non-significance count. On the basis
of the stated criteria, the sub<hypothesis was

accepted for 27 (81.8%) out of the 33 competencies.

Table 4.3.6 shows those 23 compevercies in which no

significant differences were.found between the two
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Table L,3,5 “btained Chi Sguare V¥alucs in which no
Sirmmificant Differences were Found Among
Students nd Tutsrs.

(i1 = 120) (N2 = 22)
-
Cempetency | Chi Square Degrees »of Loevel of
Categnry. Values, Freedon, ) Significance.

1 Lo 2 .05
2 53 2 .05
3 3.4 2 .05
5 )05 2 .:}5
7 N6 2 .05
B e 2 .05
9 2.5 2 .05
10 BB 2 .05
12 1.5 2 .05
13 1.7 2 .05
15 3.2 2 .05
16 2.4 2 <05
17 1.7 2 .J5
19 o2 2 .05
20 L.2 2 .05
21 141 2 « 05
22 1.5 2 . 05
23 2.2 2 .05
2L .2 2 .05
25 2.6 2 05
26 3.0 2 .05
27 3.8 2 .05
28 D4 2 .5
30 2.5 o2 .05
31 2.9 2 .05
32 T 2 .05
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groups. Tie number of cumpetencies for which

sub=hypothe sis five wes accepted was exactly the

same os th=i for which sub~hypothesis four was

accepted. below is e 1ist of those 27 competencles

for which =i fifth sub-hypothesies was accepted:

Knovwledes of learning theories relevant to

teaching ir twce lanruages.

Ability to spesk English and the pupils' native
langusge or thée MNigerian lenguege being used in

education fluently.

Ability to read English and the relevant

Nigerian languzre fluently.

Ability to distinguish between s8tandard and
loczl varieties of both English (e.g. British,
American and Nigerien English) on the one hand,
and the Niferian languzge (e.g. Kano versus

Sokoto Hausa dialects).

Ability to assist pupils in learning the four
lanru=2ce skills of listening, speaking, reading
and writing in English and the relevant Nigerian

langusge.,



o
.

10.

12+

13.

15.

191

Avility tc zrply teeching tecrnnigues
appropricste To bilingu-l ecduc2tion pupils (i.e.

pupils le=rn.ng schocl work in twe langueges).

snowledge of the histericnl developuent of the
inglisn lunrulge and knowled.e of the
historicil Zevelopment of the .igerian Renguage

used in Educ=tion.

Knowledge ¢f Scciolinguistics (i.e. the study of
the use of lznguage in society, including

language chznge snd languzge in Education).

Knowledre of how children learn their native

languages and eny other language.

Knowledge cof the difficulties children are faced

with when learning thrcugh ancther language.

Ability to nelp children interasct successfully

with children from many other cultures.

Ability to nelp rupils overcome cultural
proble.s in lezrning through English and 2

Nigerian languszge sometimes not their own.

Knowledye c¢f child-rezring vractices in order to

understand iecrners' Leheviours in the classrapm.



18.

15.

20,

21

22,

23.

2L .
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Ability to icentify the cultural similarities

and dirffererces among the various etnnic groups

knowledre of the effects of culturasl and
sociu=eccnuric factors oan the pupils' generzal

develormant,

£bility to icentify culturzllyerelevant

Ability to #v2luate existing materizls and adapt

tnen tc aeet pupils' specific needs.

Ability to trionslcte materials from English to

the Nigeriar lenguage used In education.

Ability to tezck subject matter in both English

and the relevant Kigerian\languages.

Knowledge o methods for attaining bilingual
education chiectives, e.g.
(1) proviaing meaningful education in two
lenguzges.,
(i4) vpreparing children tc switch to English

completely as mecdiun of instruction at a

later stsge irn primary education if need te.
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28.

3C,

.

32.

193.

#Dility te determine the educaticnal readiness
of the punils to leern in 2 given lanruszge

whicn is not his/her mother tongue,

Atility tr utilize centiruous rzsessr.nt as

part of the over<1ll educs=icnzl evaluation of

the cnila.

Ability to assess learners' strengths and

weaknesses in their first ond second language.,

Ability to evaluate learners' progress, using

various kinds of tests,

£bility to utilize local community human
resources such as parents, various occupational
groups to stimulate effective lezrning and the
comrunity prectical involvement in pupils'

education.

Ability to explain the objectives, goals and
procedures of bilinguzal education to parents and

other community members.

Abtility to share with other teachers and
professionals the methods and techniques that
have been used successfully in his/her own

schools,
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Sznthesis

Tabtle L4.3.6 incicates the 27 competencies for
which sub=-nypcthecic five was accepted, .,lthough the
competencies I<r wnich subt-hypotheses four tnd five
vere accepted vere different, the numter c<f
competencies for which thce twe hypotheses were

accepted were exzctly the sane.

L.3.7 Sub~hypothesis Six

The sixth sub-hypothesis reads: There is no
significant difference between the perception of
NCE students and primary school supervisors,

For this hypothesis to be accepted, the deata had
to te non-statistically significant at the ,05 level,
Bearing the criticel value of 5.99 for 2 degrees of
freedom in mind, the sub-hypothesis was zccepted for
as many as 3C (SC.9%:) out of the 33 competencies,

Of these 30 cowupelencies, 13 fell under the category
of lznguage, 7cble 4.3.7 shows those 30 competencies
for which the dats was non~statistically significant,
Compzred with the other paired groups examined so
far, these two groups indicate agreement on a higher
number of competerncies. Eelow is a list of those 3C
competencies for which the sixth hypothesis was

accepted:
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Table 4.3.7 Obtained Chi 3quare Values in which no
Sitmificant Differcnces .were found Among
NCE Students =2nd Primary Schnol Supervisors,

(N1 = 10C) (N2 = 15)

ICcmpet: . rney Chi Squere | Deirzes »f | Level of
Catcsory, Valuczs, Freedonm, Significance.
1 3.;3 2 5
.2 1.1 ) :J 005
3 Da2 2 05
-;4 - ; .OS
L‘J \J‘]' ) 2 .05
0 Y7 Z '35
4o 2 + 05
0:8 2 .05
10 D9 2 .05
" 3.2 2 .05
12 Yok 2 oD
13 J.56 P .05
n 5.6 2 .05
15 . ISy 2 .05
1 :. 1 s D 2 a'-v‘-'s
7 2.6 2 .05
M Je 3 2 .08
’13 ]—&c‘:j ..2 .}5
20 2:9 2 .05
21 0.9 2 .05
22 i 2 .05
23 2.2 2 5
2l Wy 2 .05
25 1.0 2 -"35
r\_v_' 3‘ 3 ,_ .15
27 1,5 2 .25
29 ly,B 2 .05
31 2:7 2 :05
32 Tali 2 .05
33 R 2 :05
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Knowledece o1 lezrning theories relevant to

teaching in tvo languages.

-

huility to spezt English and the pupils' native
langu~z¢ or tre higerizn langusge being used in

education fluently.

Ability to reic English and the relevant

Kigerian lenguzge fluently,

Ability to write knglish and the relevent

liigerian language fluently.

Ability to distinguiceh between standard &nd
local varieties of btoth English (e.g., British,
American and ligerisn English) on the one hand,
and the verieties of the Nigerisn languzce (e.g.

Kano versus Sckoto Hausz dialects).

Knowledge of the sound system, grammer,
vocabulary of English and the relevant lLigerian

language as much as possible.

Ability to apprly teaching techniques appropriate
to bilingual education pupils (i.e. pupils

learning schocl work in two languages}).

Knowledge of tne historical develepment of the

English language and knowledge of the historical



1.

12.

13,

4.

15.

16.

T
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developmer.t of the l.igerian languzge used in

Educstion.

hncwledige of Sociolinguistics (i1.e. the study
of langugie in society, irncluding langu2ze

change ¢nz lenguzee in Education).

Knowledge of the functions of language in the
classroon, i1.e. for expressing knowledge leornt

by pupile.

¥nowledee of how children learn their native

languages =nd any other language.,

Knowlcdge of the difficulties children are fcced

with when learning through another language.

Ability tc develop activities to deazl with

langusge problems.

Ability to help children interact successfully

with childaren fromr many other cultures.

Ability to help pupils overcome cultural
problems in learning through English and a

Nigerian language sometimes not their own.

Knowledge of child-rearing practices in order
tc understend lezerners' benaviours in the

classroom.
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16, Ability tc identify the culturzl similsrities

and diZferences among the verious ethrnis grours

1G., ¥noewled e ¢f the effects of culturzl =r

20, Ability to identify cultur:illye-rclevant

materisle.

21. Ability tc evaluate existing materials =nd gd-pt

them to meet pupils' specific needs.

22. Ability to translate mzterizls from Ernglish to

the Nigerian langunge used in education.

23, Ability to tezch subject matter in boin English

and the relevant Ligerian languages.

2. Knowledge of methods for attaining bilingu-l
educ«tion objectives, e.g.
(i) providing mezningful education in twe
lengunges.
(ii) prepering children tc switch tc English
completely 2s medium of instruction zt 2

later stage in prim=ry educzticr if reed be.
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7.

29-

3.

32.

33.
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Ability tc deternine the educztional readiness

ef the purils to learn in « given langusge

wriich is nct his/her mocther tongue,

AUilivy te utilize cortinuods zssessnent as
part .5 the overzll educatiorsl evsluation of

the child.

Ability to assess learners' strengths and

wecknesses in their first and second language.

Ability to essess the effectiveness of his/her

own: tes.ching techniques.,

nbility to explain the objectives, goals and
procedures of bilingusl education to parents

#nd other community members.

Ability teo shere with other teachers and
professionzls the methods and techniques theot

have been used successfully in his/her schools,

Ability to explain current issues and policy in

bilingusl education.

Synthesis

As Tadble L.3.7 indicates, the sixth

sub-hypothesic was accepted for 30 ocut cof the 33
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competencies, 5o far, compared with the other peired
groups, the two grours of students and supervisors
agrecd on & isher number of competencies than =1l the
other paircl <roups, +#1though these two groups of

- -
T e

-l wd
=

’—-I

subjects hoe Mot Luwn exposed to bi
educeticn ztudies, their views are pcsitive on zs
many «s 90.% oi tne tot~l number of competercies,
Lonethelesz, - foruzl exposure to Lilingual teacher
education will further help then to apprecizte the
value of the three competencies for which the

hypothesic wis statisticzlly significant.

4.3.8 Sub-hypothesis Seven

The sub«hypctiresis reads: There is no significent
difference between the perceptiomscof NCE students and
ATC lecturers of the competencies.

In order to test this hypothesis, Chi square
values indicating differences between the two groups
were presented for all the 33 competencies snd
significance wrs Cetermined #t the .05 level. The
hypothesis was nccepted for competencies that
reflected = lower Lhi square value than the criticzl
value of 5.99. (r this besis thé nypothesis wzs
accepted for 31 (93.9%) ocut of the 33 competencies,
The hypothesis w:s accepted for as many as 13 out

of the 14 langucee competencies, Below is a list

o
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Table 4.3.2 Cbtained Crhi Square Values in which no
Siznificant Differences were Frund Among
NCE Students and ATC Lecturers.,

(N1 = 130) (M2 = 31).

Competency Chi Square Degrees of Level of
Category. Vzlues, rreedon, Sisnificance,

<05
+05
. JS

L]
Wnn

WL ) =

g + 05

.“)'J '(JS

9 1.9 <05
¢ ..D .1}5

S 1.8 .05
[} .‘.[/: 005

I« 0,7 , 05
1" :-I-QE Ir-)s
'3 .}.L -'}5
12 Te +05
1€ &4 .'._}5
‘T 11 .‘—.JS
T\ . .05
1S " .05
% . 05
21 .. :.15

05

05
.05
- -‘]5
.5
- \"5
- ':-ls
1 09
- l"}S
05

I
2 N
-

.05

—

o

SRASE =

PR PDNNNNDNRNDNDDNNNDNDNNNONNDPDDONNNNND

ANV N MW = 2850w fow = o

(e
W T —
-5 [
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of the 31 coupetencies for which sut-hypothesis seven

was zcoepted,

Krowlied .« ¢f leirming tiezsries relevent t

]

&

hi
i)

(
L;

o
‘-4
]

.l
r

Li1ity tr speek Znglist: #na the pupils' nutive
lariguagze or the Kigerian l=nguage being used in

educztion fluently.

Ability tc resd English 2nd the relevant Ligerizn

leneuape fliuently.

Ebility tc write English and the relevant

Nigsrian langusge fluently.

Atility to distinguish between stzndard and local
vzrieties of both English (e.g. Eritish, American
and Kigerien Eknglish) on ithe one hand, =znd the
varieties of the liigerisn languzce (e.g. Xanc

versus Sokoto Hausa dislects).

Knowledze of the sound system, grammzr,
voc=sulary; of English and the relevant Nigerian

language =5 much zs possible,

Ability to =2ssist pupils in learning the four

lanzuage skills of listening, spesking, reading
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1.

12.

13.

16.
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and writing in pnglish and the relevant

Nigerian lengu-ge.

Ability tc apply teaching techniques 2pproprizte
to bilingu:1l cducstion pupils (i.e. pupils

lesrning schiccl work in two languages).

Knowledsc of “he historiczl develcopment of the
English languzge 2and knowledge of the
historical development of the MNigerian language

used in Education.

rnowlelze of Sociolinguistics (i.e, the study of
the use of leonguage in society, including

langusze change and language in Education),

Knowlec-e of the functiuns of language in the
2lzssrog., i,e. for expressing knowledge learnt

by pupils.

Knowledrz of how children learn their native

languazss znd =ny other l=nguage,

Knowled:z of the difficulties children are faced

with when learning through another language,

Ability to help pupils overcome cultural
problems in learning through English and a

Nigerian language sometimes not their own.



17.’

46.

19,

20.

21.

22.

23-

2.

T

20L

Knovled,e eof child-resring practices in crier te

undersiare lesrners' berzvicurs in the cl=zsroov.

A~Ei1it; tc identify the cultural sindilsritices and

sifferences ¢ronse the verious ethnic group:s in

ct

Fnowledre of the ¢ffecis of culturel and
ocic=economic fucters on the pupils' generzl

developrent.,
~bility to icentify culturzlly-relevunt materizls,

Atility tc evaluate existing meterials and 2dept

them to ueet pupils' specific needs.

£bility to translsate mnterials from English to

the Nigvrien languege used in education.

Ability to teach subject matter in both English

zrd the relevent higerizn lsnguages.

Knowledge of methods for attaining bilingu=1l
ecucation objectives, e.g.
(i) providing mezningful education in two
langus pes,
(:i) oprenering children to switch to English
corpletely =¢ medium of instruction =2t e

lzter cstate in prinzary educzstion if need be.




25-

27.

28,

25.

30

3 ;

32.
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+bility to determine the educstional readiness

of the pupils toc leern in 2 given language

which iz not ris/her mother tongues.

£vility to utilize continuocus assessment 2s
nart of the overzll educstionszl evalusticn cf the

child,

Ability to -ssess lesrners' strengths eond

weaknesses in their first and second language.

Ability to evaluate learners' progress, using

various kinds of tests,

bility to assess the effectiveness of nia/fuer

own tesching techniques.

£bility to utilize loc=l community human
regourses such as parents, varivus occupzticnel
groups te stinulate effective learning snd the
community practiczl involvement in pupils’

educeticn,

Ability to explzin the objectives, goals znd
procedurcs of bilingusl education to parents

end other community membters.

Ability to shere with other tezchers ana

prefessionzls the methods and technicues ihat

£
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have been used succe:=sfull; in his/ker

- —

schools.

33, .tility tc explain current ics

rra pelicy

in rilinsu-l educution.

2ynthesis

+8 indic:ted on Teble L.3.6, sub-uypcthesis
Sevin was sccepted for 31 out of the 33
corpetenciesy Compared with the other peirec
rreups considered so for; thess Ttwo jroups register
rirecment on = higher number of coap. tercies,
Lithough the IV E students znd #7. lccturers hod
dif:erent educrtionzl and experienti 1 1rckgrounds,
= cori.on phenomenon between these twe groups of
tercher triinces 2nd their tenchor tr-irers is
thot they were =211 sclected from the s-ne treining

institutions.

L4.3.9, Sub~hypothesis &isht

The sub-nypothesis reads: There is no
sigrificrnt difference between the —erception of
Grode Two Collese tuters ond Prim-ry Sch- -l
Sur-rvis rs .f the c'nnetencies.

This hypothiesis wrs Tt sted by consicering the

Chi sauzre v-lue for c¢ach of th. 33 cornjetencies

fos
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Obtained Chi Square Values in which no
Significant Differences were Found Among
Grade Two Collefe Tutcrs and Primary
Schyol Supervisg;rs,

.([\?2 = 15)

(N1 = 22)
Cimpetency Chi Square Degrees of Level of
Cotegory. Vrlues. Freedsm, Siznificance
1 TRSTE 2 .05
E 2.330 2 05
5.530 2 .05
5 1-2\-35 2 '\)5 ’
€ 3.690 2 .05 -
4 0.433 2 WI5
5 3.55 2 .05
9 2.2l . 2 .05
10 1,76 2 .05
11 3.123 2 .05
12 0.13 2: .05
13 1.564 2 .05
15 1.40 2 05
16 So ’35 2 01.5
17 ‘0N.372 2 .5
18 0416 2 .08
19 L‘-os'i 2 .05
20 L.35 2 .05
21 2.5% 2 .5
23 2.9 2 .05
2% 3.73 2 +75
2€ L.79 2 .05
27 1.45 2 «U5
26 3.1 2 .05
29 2.0 2 .5
30 3.19 2 .J5
31 2,7 2 «35
32 1. 37 2 .05
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and the hypcthesis was ~cecepted Jor thoese thot
were lower than the criticsl value of £.99., On
thie t~sis, the hypothesics wes =ccented for
3C (SC, ) out of the 33 competencice, This
nuniber is «Zoctly the szrm. cs - th-t -I the students
tna supervisors prir discusscd in 5S.cticr 4.3.7 but
the competencies for which the two ny (ihi ses were
pccerted differ. bpelow is a list of the
competencics for which hypothesis e¢iriit wes

rccepted:

1. hnowledre of learning theories rolovint to

to tesching in two 1l-n u ges.

2. 4bility to speck Enzlish -nd the purils!
notive language or the Kigerin 1l ngurge

teing used in educntion flucntly.,

3. +bility to resd English =nd the rolevont

ILigeri~n langu~ge fluently.

4. Ability to write English -na the relevint

lFigerien lrengu-ge fluently.

5. Abilit. to distinguish beilwe:n st naird ond
locsl verieties of both Zngliss (e.¢. Fritish,

Jmerican nd Kigerirn knglish) ol ihe one hand,

¢nd the vrrieties of the Nigeri n lipgurge (e.g.

&
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11.

209
Kk neo versus bokoto 'l-~usa dinlects,

hriowledee ¢f the sound systo.i, _Iruner,
voc:tulnry of Erglish ~nd th- relcvint
Ficeri=n 1 ngurr¢ =8 Ewel - pareille,
£bility to r~ssist pupil: in leé 1rirng the four

langu=zge skills of listenir, sroiking,
recding ~nd writing in Enclist nd th-

relevint Nigerisn l:in_ unae.

Lbility to cpply tesoching techinicuce

approprizte to bilingu-l cduc-ticn pupils (i.c.

-pupils le:rning scheol work in tuo lengu~ges).

knowl:dre of the historicnl cevelopment of
the English l1l-ongu=2ge -nd kn:wl.d_¢ of the
historic~1l development of thi Lijcrisn langurge

used in Scuertion,

knowledpe of Sociolinguistics (i... the study
of the use of 1l nguige in _cci 1y, Includine

1'nguzze chonge :nd loncunve in _ducation).

knowledce of the functions cf 1 niurpe in the
classroom, i.e. for expressing hnowledge

lesrnt by pupils.
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1.

16.

17.

16.

19,

20,

210
Knowledge of how children leors thlir native

langunges wrd ~ny othir l-nrurge,

Knowlicdize of the dilficultics childrer zre frced

with: vhern lerrning through ncther lansusge.

Ability to develop ~ctivitice te denl with

languzge : roblems.

Ability to help children inter ct successfully

with children from many other cultures,

Ability to help pupils cvercomc culturzl
preblems in learning through En; lish and =

Nigerian langucge sometimes nct their own.

Knowledge of child-re=ring practices in order
to understznd learrners' betizviour: in the

classroom,

Ability tc identify the cultur~l similarities
and differences among the various ethnic groups

Knowledge of the effects of cultursl snd
socic=cconomic factors on the purils' general

development.

Akbility tc identify cultur=lly-relevant

materials.
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25.

26,

27.

28,

211~
Ability te evoluete existing meterials end

adrpt them to meet pupils' snecific needs.

£bility to tranelstc n-terisls from English

tc the Nigerian l-nzu-.¢ us=2d in (cue-tion,

Ability to tesch subjoct matter in both

English 2nd the relevont liicri-n languages.

knowledige of methods for attining tilingunl
educ~tion objectives, c¢.:.
(i) providing meaningful educ tion in two
lzngu~ges.
(i1) preparing children to switch to English
completely =s medium of instruction =t a

l=ter stage in primary cduc:ztion if need be.

ibility to determine the educ-ticrzl readiness
of the pupils to learn in a given leénguzge which

is not his/her mother tonguc.

Ability to utilize continuous zssessment 2s
part of the overall educationel eveluation of

the child.

Ability to assess learners' strengths 2nd

weaknesses in their first "nd scecond languszge.

Ltbility to eveluzte le2rmers' progress, using

varicus kinds of tests.
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29. Ability to assess the effectiveness of his/her

own tcaching tochriques,

30, Ability tc utilizc lo:-1 comuunity human
rescurces such 28 prr.nis, various occupaticnal
grours to stinulaete effcctive lesrning and the
compunity procticel involvement in pupils?

education.

37. Ability to expl-in th¢ oljectives, goals and
procedures of bilingu:zl educztion to perents

and other commupity members.,

32. Ability to share with other tcachers and
procfessionals the methods and techniques that

have been used successfully in his/her schools.

33, Ability to explerin current issues #nd policy in

bilinguel educction.

Synthesis

Of the 3C ccipotencies for which hypothesis
eight was sccepted, 13 belcng to the lenguage
category. » comuon phenomenon between these two
groups is that they toth work dircectly with grade
twe teachers , whilce the tutors trz2in the teachers
and supervisc thelr teaching proctice, the supervisors

supervise the trained ones on the job.



L.3.170 Sub-hypothesis Nine

The sub-hypothesis reads: Therv is no significant
difference between the perception of Grede Two College
tuters and ATC lecturers of the compotencies,

Similnr to other hypotheses tested so far,
the Chi-square values indic-ting differences between
the two grouss were presentea for esch of all of the
33 competencies snd significence weg determined at

the .05 level. The hypothesis was occepted for all

“the competencies in which the Chi squere values were

less than the criticnl value of 5.99, On this basis,
the hypothesis was accepted for 30 (90.9%) cut of the

33 competencies, Of the nine paired groups

.considered so far, three pairs have registered

agreement on the same number of competencles, 30.
See Sections 4.3.7 and 4.3.9 for the other paired
groeups. However, the competencies for which the

hypctheses were accepted differ, Delow is a list of

.the 30 competencies for which hypothesis nine was

accepted:_'f
i. Knowledge of learning theories relevant to  ’

teaching in two languzges,

2. Ability to speak English znd the pupils’ native
language cr the Nigerian language being used in

education fluently.
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Ability t~ read English and the relevant

Nigerizn lengusge fluently.

Ability to write English =nc Jie relevent

Nigeri-n l:nrurse fluently.,

Ability to distinguish betueen strrdsrd and
local varieties of both Engiisn (e.p. eritisn,
Americen and Nigerian English) cn the one hand,
and the virieties of the Nigerizan language (e.g.

Kanc versus Sokoto Hausa dislects).

Knowledge of the sound syster, grcmesr,
vocabulary of English and the relevent Nigerian

language as much as possible.

Ability to assist pupils in lecrning the four
language skills of listening, specking, reading
end writing in English and the relevent Nigerian

language.

Ability to zpply teaching technigues appropriate
tc bilingual educztion pupils (i.e. pupils

learning school work in two lcngus ges).

Kncwledge of the historicesl development of the
English languzge and xknowledze ¢f the historical
development cf the Migerinn languzge used in
education.

s
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1‘].

13.

15,

1€.

17

18.

20.

216
Knowledce of Sociclinguistics (i.e. the study
of the use of langusze in socitty, including

langucge chence end langunse in Iduczticn).

Knowledire ¢f the functicas »f lengu~e in tre
classrooi., l.¢. fur erpre.:-:.. knowledge lezrnt
by pupils,

Knowledsze of how children lczin their native

langusges and sny other langusace,

Kriowledge of the difficulties children 2re faced

with when learming through >nother lznzuage.

Ability to help children interact successfully

with children from many other cultures.

Ability to help pupils overceme cultural
prcblems in learning through Enclish and a

Nigerian language sometimes not their own.

Knowledge of child-rearing proctices in order to

understear? lesrners' odehzvicirs in the classroom.

Atility to identify the culturcl similerities
and differences among the vericus ethnic groups

in Nigeri=,

Ability to identify cultur~ily-relevant materials.
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2L.

25.

26.

27.
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Abtility to evoluate existing acterials and adapt

them to meet pupils' specific needs.

Atility to translste materials from Ernglish to

the [Ni:erizn lengutge used in education.

Ability to tezch subfec: nztter in bocth English

and the rclevant Nigerizr langusages,

Knowledge of methods for =2ttzining bilinguszl
educatior: objectives, e.r.
(1) providing meaningful cducztion in twe
langurges,
(11) preparing children to switch to English
corpletely as mediun of instruction at a

later stage in primary ecucsation if need be,

» .
Ll . L]

Ability to determine the educzticnel readiness
of the pupils to learn in a zZiver language which

is not his/her mother tocngue.

Ability to utilize contirucus essessment as
part of the overall educztional evrluation of

the child.

Ability tc assess learners' streretns end

wezknesses in their first and second language.
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28, Ability to evaluate lesrners' progress, using

various kinds of tests.

29. Ability tc assess the effectiveness of his/her

cwn teaching techniques,

3C. Ability tc utilize locul commuity human
resources such as parents, various occupational
groups to stinulnte effective lerrning and the
community practical involvement in pupils'

education,

317. Ability to explain the objectives, goals and
procedures of bilingual education to parents

and other community memderc.

32. Ability to share with other teachers and
professionals the methods and technigues that

have been used successfully in his/her scthools.

Synthesis
Of the 30 competiencies for wviiich hypothesis nine

was accepted, 13 belong to the category of language.
A common characteristic of these two grcups of
subjects is that they are both teacher trainers;
while the tutors trzin grade twou tezchers, the
lecturers train NCE students some <f whom have been

grade two teachers before enrclling for the NCE
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course and who may still end up as primary school
teachers, headmasters or supervisors after their

training.

1;.3.11 Sub=-hypothesis Ten

The sub-hypothesis reads: There is no significant
difference between the perception of primary school
supervisors and ATC lecturers of the competencies.

This hypothesis, like all the other
sub=hypothesis, was tested by considering the
Chi square value for each of the 33 competencies.

The hypothesis was accepted for those that were lower
than the critical value of 5.99, On this basis, the
hypothesis was accepted for all of the 33 (100%)
competencies surveyed. This is the only pair that
registered an overwhelming agreement on all of the
competencies. It should be pointed out at this
Juncture, that these two groups were the most
experienced professionally and most advanced in age.
The 33 competencies for which hypothesis ten was

accepted appear in Appendix A. L oon
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Obtain:d Chi Square Valu.s in which no

Significont Differences wars Found Among
ATC Lecturers 2nd Primery Schocl Supervisors.

(N1 = 31) T o (N2 = 15)
C:mpeten:yI_ Chi Squnars Degrees of Level of
Crterory. Talues, Freednm, . Significancea.

1 0,97 2 .05
2 108 2 .05
3 2,99 2 .05
b 1,50 C 2 .05
S 1.93 2 05
€ .75 2 .05
7 1,50 2 .05
8 1,09 2 05
Q .18 P .05
10 0,27 2 .05
14 0,78 2 .05
12 242 2 .0g
13 1.98 2 .05
15 0.55 2 .05
16 L .90 2 .05
17 0.36 2 .05
18 3,27 2 .08
19 5,83 2 .05
20 1.50h 2 .05
21 1,67 2’ . .05
22 13 2 .05
23 3.30 2 .05
2l 1.54 2 .05
25 2.55 2 .05
26 2.1h 2 .05
27 740 2 .05
20 LISty 2 .05
29 3,52 2 .05
30 .33 2 .05
31 e 20 2 205
32 03,80 2 .05
33 2425 2 .05
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four reflect the culture category; three reflect the

pedagogy category and the remaining one reflect the
school-community relations category. The fact that
agreement was not reached on as many as 12 competencies
could be a reflection of the non-exposure of these
subjects to bilingual education and cultural studies.
Moreover, it would be recalled that the groups were
heterogeneous as they had vérying educational,

professional and linguistic backgrounds.

Table 4.44.1: Chi square values, degrees of freedom
and level of Significance Among Teachers,
Students, Tutors, Supervisors and
Lecturers

Competency Chi Square Degrees Level of
Category Values of Significance
Freedom
Language:
9 33.07 8 .05
11 18.75 8 .05
13 21,00 8 .05
14 37.06 8 .05
Culture
15 21.35 8 .05
18 33.47 8 .05
19 15.10 8 .05
20 19.31 8 .05
Pedagogy
25 21.41 8 .05
28 24 LY 8 .05
29 20,31 8 .05
School=-
Community
Relations o
32 18.61 8 .05
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L.4.2 Competencies Revezlirn; tignificant

Differences /mong Teachers and

Etudgnti

P T % 4 .3 Mebl1es | | / T e T e z .
Data presented wn Table L.4.7 indicate that
cignificant cdiffererices were found cn 8 (2L.2%)

wpetencies wrien the teacher znd student groups were

e,

paired. Of thecse eight competencies, three were unique
to the language categery; two reflected the culture
category; ancother two the pedagcgy cetegory and one
belonged to the school-community releticns category. a
summary of respondents' ratings tc the 8 competencies
appears below:

Competency 1: Knowledge of lezrning theories

relevant tc teacning in twc languages.

L Chi square value of 6.29 was significant at the
.05 level when these two groups were compared. A greater

+

percentage of disagreement as tc the importance of the

ct

ra
L.

-

competency was found amcng the teachers; as 61,7%

O

of the primary school teachers considered the competency

5 a

W)

grcup perceived it

essential and 30 of this same
desiratle skill. Aimong the NCE -tudents 73.0% rated the
competency essential and 26.0x considered it desirable.
The lower agreement level registerecd arcng the teachers

could be attributed to their lirited educaticnal
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backgrcund especislly zs bilingfusl education is

not included in their progrzire cf studies. o

Corpetency S; -rowladez of t histcoricel
Ve Lopl=.1 = ths f_..'.g:.is'!']

lzngusge =nd <ncwledee of the
nisteric:l de elopment of the
Figerier laniurge used in

education,

Ferceptions of tris co.yetency revealed that
a low level of eazreemert cn tie essential scale
was registered among the studernt group with only
14 .14 rating the skill as s cruciel skill. OCn
the other hsnd, the agre~..rt level was higher
amcng the teacher group #¢ !..2 considered the
skill essential, thus rezic<tering about 30
difference between the two ;rcups. The level
of agreement is closer Letlwieen the two groups on
the desirzbility scale witk 47.0. of the teachers
rating the competency desir:tle wnile 55.6% of
the students rated it desir:tle. On the whole, a
combined curulative percentz, ¢ of 75.6¢ revealed
that among the two groups the coppetency was

rzted as essentizl or desirzchle.
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Competency 13: Krowledre ¢f .he difficulties

cnildren are faced with when
learning thicugh 2ncther

5
+<2Ngus

E€a

/ Chiesquare value f 12.¢f wes sigrificant
at the .05 level indicetin; differences in
perception emong the two arcujs in their rstings
of trhis competercy. The :tudent group was in
greater agreement in their rating ss £0,8¢ of them
reted the skill essential, 1lhe teacher group,
with 2 lower educaticnzl backpiround, registered
a lower agreement level with' ¢1.6% rating it as
crucial;y Orn the desirability scale, 21.7% cf the
teachers rated the skill decirsble vnile a close
percentage of 17.2% waz registered among the
students. . contined cumnulative percentage of
Q2 .45 was revealed among these twoe groups on beth

the essentizl ané desirzspility scales.

Competency 18: Atility tc icertify the cultural
sicilarities end differences
ern~ng the varicus ethnic grcups

ir Nigeria,
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& <id snispre velue of 25.50 wes significant
at ths ,0% level indicating difiererces in
percepticn zong the twr grours in their ratings
of thie couurezer.cy. The teacher group was in
greater agreerent with 74.6¢ ratirg the
compcisney esscntial while only 33.7%
of the stucents considered it as a crucial skill.
On the desirzability scale, L6.9% of the students
rated the competency desirzsble while only 20, 3;
of the teacners perceived it as a desirable skill. On

the whole, 2 conbined cumulative percentage of 85, L%
was registered ameng these twe groups on botn the

essential z2nd cdesirsbility scales,

Competency 2C: Abiiity to identify

culturslly-relevant materials.

Significent diffefrences were found anong the
two groups -n their ratings of the ecompetency as
a Chi sguere vzlue of 13.77 was significent at the
.05 level, Disagreement as to the importance of
the competericy was found among the students with
only 33.3%: having perceived it as essential anc

Lk S5 hoving roted it as desirsble. Additionz1ly,



227
22.2% of tnis group rated tne skill as not
essentizl, The teachers were in grezter agreement
with €2.7% a-ving considered the competency as

essenti 3. heving Jusied 1t es cdesireiie,
£ coutined cunulative percentage uf 79.7% on borin
the essentio.l and desiratle sciles was recorded

for this conpetency.

Competency 25: Atility to deternine the

educational readiness of the
pupils to learn in e given
lenguage which is not his/her

mother tongue,

Ferceptiorns this competency were
significantly cifferent emong the two groups
Cni sguere = 13.69 p .05). Retings of the
competency revealed that the student group wess in
greater agreetert with 69.7% rating it as
essential and 33.7% rating it as desirable,
Among the teachers, 45.9Y rated the competency
essentizl, and 31.7% rated it as desirable. Thus,
2 combined cumulative percentage of 86,6 on both
the essentiz1l and the desirabliity scalcs vas

registerea for this competency.
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Competency 2¢: aAbility t» assess the effectiveness

of his/her own teaching techniques,

/ lcwer giread of response, between the
easenti:l ol cesir«tility scales was indiczted
in the two groups ratings of this competency.

A Chi squarce v lue nf 14.05 was significant at the
.05 level indiceting differerces in percepticn
emong the twe groups. An overwhelming agreement
was found aucne the studgnt grrup when S1.0%
considered the competency as essential and only
§.0% perceivec it as desirzble. Nf the teacher
growp, 76.U% rated the competency a crucial skill
and 8,3 perceived it as dcsirable. Overall, a
combined cumulative percertace of 95.M was
registered ior this competency ameng the two

groups.

Competency 32: £bility te share with cther

teachers anc professionzls the
nethods and techniques that
have been used successfully in

his/her schrel.

A Cni squzre value of 13.9 was significant

at the .05 level indicating differences in
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perceptinn arong the two grours in their ratings

of cthe competency. When compared with the
teachers, students were in greater disagreement
in their rstirgs of this cumpetency, with £9,3.
of the stuwient group comnsgidering the compelency
essential snd LO,0% considering it desirable.
Greater agreement was noted amung the teachers ’
as 75.0% rated the competency essential and only
12.7% considered it a desirsble skill., A combined
cumulative percentage of 96.2% was recorded on the
essential and desirability sczles,

In summary, comparisons conducted at the ,CF
alpha level on the 32 competencies revegled
. significent differences in perceptions un §
competencies when primary school teachers and NCE
studentg were compared. 4n inspection of the
data (percentage of response) indicates a higher
spread of response amung the NCE students, The
NCE student group was in greater disagreement in
their ratings to the competencies when conpared
with the teachers. This could be attributed to
their different educational backgrasunds as zome
had trained as Grade Two teachers while cthers
nad cbtained the West African School Certificate

before entering for the LCE cuurse. Table k.h,2
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dericts the B cempetencies in which differences

were noted,

Tewle L. L.2: Significent Chi Square Values,
Lerrees uf Freedonm and Level of
Sigrilicence arong Tezschers and
Stucaents., ’

Competency | Chi Square | Degrees Level of
Categcry Values of Significance
Freedun :
Language _
1' 6.25 2 - 105
g 18.71 2 . 05
13 12,68 2 .05
Culture )
18 25,54 2 .05
20 - 13.77 2 .05
Pedagogy | !
25 13.69 2 .05
29 - 14.05 2 .05
_ : O
School-
Communi ty
rnelations _ |
32 13.8 2 .05
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b.h.3 Competencies Revealing Significant

diferences ~nong Teachers and

Totors

iitle .....3 present:z those competencies i

Jhicr, sifpriifcent qiflerences were found when
tecterd at the 0% level ¢f confidernce.

r

Differences were noted on 10 competencies; three
in thhe language categorv; foir in the culture
cetezory; one in the arez of jedagogy vinile

the remzining tvo were unique to the
schicol-conmunity relaticns category. Thuz=, when
primzry schocl teachers and Grade Twe Celleve
tutors were compared, aireement was fouhd on £3
(69.6/) out of the 33 competencies., & summary
wf respendents' ratings of the ten competencies
in which significant differences were reve=zled

follows:

Coumpetency L: Ability t~ write English ancd the

relevant l.igerizn language

fluently.

A Chi scuare vazlue of €,CY indicates
significant differences in trhe ratings of the

twn grouns on this cocpetency. A higner sireac
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Table /3.4 03: Significant Chi Scunre Values, Desrees
of Freedow, end Level of Significsrce
Awong Teachers znd Tutors

Coupetency Chi Sqgusre Degrees Levégr}%
caterory LodugE of Jlgniiicance
rreedom
Languzge:
H £.09 2 .05
S 11.50 2 .05
1y BETNEE 2 .07
Culture
15 8.08 2 | .05
18 3.58 2 LO5
19 7.15 2 .Q5
20 7.87 2 .05
Pedagogy
26 . . 6.5¢ 2 .05
School-
Community
Relations
32 10.2% 2 05
33 6.09 2 05
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cf respense found among the primary school
teachers than amang the Urade Two Collepe tﬁtcrs
could be ztuributed to the teacners' lower |
educaticnal backgroana. aApong the teachers,

- 67.85% corcivercd this competenc: escential, while
30.5% rated it desirable. Similarly, €56.2% of
the tubtors rated it essential and 31.8% rated it
desifable. A Eombined CGumulative Percentage of
98.6% was recorded on the essential and

desirability scales,

Comipetency 9: Knowledpe of the histeorical
| develupment of the English languape
and knowledge of the historical
development of the Nigerian

language used in education,

A Chi square value cf 11.50 revealed
significant differences in the ratings 6f the Two
groups on this competency. Plsagreement was
- evident among the’two-groups in their ratings of
this competency. For example, only ¢.5% of the
tutors perceived the competency as a crucizl .
skill, while Lb.2¥ Qf the teachers considered it
essentizl, 2 difference of =zlmost 35%, Cn the

desirability scale, 66.7% of the tutors considered
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it decirable while 41.05%¢ of the tezchers judred

it gesirab.e.

Compctency 1l Ability teo develon zctivities

o cdeel with lancusge precblams,

A Chi scquare vzlue of 14.£1 snuwed a p
sigrificent difference in the perception of the
two groups. The two groups were in relatively
greater sgreenent on tne essentizl scale as 77.65
of the tezchers rated the cumpetency as crucial
while 72.7¢ of the tutors rated it essential.
Ceriversely, 22.7% of the tutors rated it desirable
while 17.2% of the teachers considered it
decziravle. / combined cumulative mercentage of
95.8Y wes reccrded cn beoth the essential and

desiratility scales.

Competency 15: Ability to help children interact

successfully with children from

many wuviner cultures.

A Chi scuare velue cf 8,08 indicatea
significznt differences in the ratings of tue two
groups on this conpetency, The higher spread of

resporce fourd amcng the tuters than the teachers
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ceculd be =ttributea to the veried educsational
cuzlificzticrs of the tutors. Jor example, wnile
7€.7% ¢ *he teachers considered this conmpetency
ezsenti:1, oniy L5.5. of the tutors rated the

R T ; S -3 =
competency =g = cruciel skill. 4#ilsc,

-\'.,ﬂ

S 0f
the tutocrs ccnéidﬁred the ccmpetency desir:ble,
while ocnly ..3% of teachers considerec it
desirable. ¢ Contined Cumulative pércentage
of S€.8% was recorded on the essential and

desirability sczles,

Competency 1€: Ability to identify the cultural

similzsrities and differences
among the varicus ethnic groups

in Nigeriza.

A Cai saouare volue of 6,58 revealed
significent differences in the ratings of the two
groups con this competency. Zimilar to competency
1€, 2 hizgher spread cf response was found among
the tutors itnan among the teachers. ror example,
while 74,66 o©f the teachers considered this
competency essential only 27.3% ef the tutors
rated the ccocmpetency a crucial skill. Also 5C.0%
of the tuters judczed the competency decsirzble

while 20.3%. of the teacners reted it desirable.
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£ combined cunulative percentage of 91,.8% was

recorded on both the essentizl and desirability

scales,

competenc; i¢: Knewledge of the effects of

culturzl snc suvciu-economic
factors on the pupils' general

develupnent,

A Cini sguare value of 7.15% was significant
at the ,05 level when these two gruups were
compared, /A greater percentage of disagreement as
to the imrortance of the cumpetency was found
among the teachers es 51.%% of Fhep considered
the competency essential.and 36.2X of the szme
group perceived it as 2 desirable skill. Amcng
the tutor group, 36.4 rated the competency
essential and 31.8) cunsidered it desirable.
Cverell, e ccﬂbineg curulative percentage of
B€.3% revezled that among these two groups the
competency wsg rzted as zn essential our desirzble

skill,

Competency 20: Ability to identify

culturzllyerelevant materials.
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A ki square value of 7.87 was significent
at the .05 level when these twe groups were

cempared. A greater percentage of disagreement as

to the i.pcrtznce of the competency was found
ziong the tutcrss 47 &) of the tufors considered
the conretency essential and 28.6% of this same
group perceived it as 2 desireble skill. Ameng
the teachers 62.7% rated the competencybessential
znd 20, 3 considered it desirable. The combined
cunulative percentage on both the essentizl and

desirability scales was 8L L%, .

Competency 26: 4bility to utilize continuous

assessment as part uf the
overall educational evaluation

of the child,

A Chi square value cof 6.59 was significoint at
the .05 level indicating differences in perception
zmong the.two groups in their retings of this
competency. A‘higher agreement rate was registered
among the teachers as 80.3% of them considered the
competency essential, while 6£.2% 4f the tutors
considered it a crucial skill, Cnly 18.2;% of the
tutor group rated the competency desirable znd

i . . O e (RPN S N Y
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similerly 1€.4% of the teachers perceived it as

a desirzble skill.

Conpetency 32: -bility tu share with other

tezcherns 2nd prefessicnsls the
methnds 2nd technicues that heve
been used successfully in his/ner

school.

14y

Significrnt differences were fuund among the
twu groups in their ratings of this competency as
the Chi sqguere velue was 10.26. Dissgreement zs to
the importance of the competency was found among
the tutors with only 5%.1% bhaving peirceived it zs
essential and 36.4% having rated the competency es
desirable. The teachers were in greater agrecument
with 75.05. having considered the competency us
essential and 12.7# having Judged it as desircble. On
the whole,r cornbined cumulative percentage of 91.8%
revealed thzt among the two groups the competency

was rated as ¢n essential or desirable skill.

Competency 33: ibility tu explzin current issues

and policy in bilingu=l education,



239

Ferce=tions of this competency were
sirnificontly different znong the two groups
\hi squere = 6,04, p¥€.05). Eatings of the

ccrpetercy revealed thzt beti: grouns were

close in tnoir Lerceutionsof this conyetency
with €1.75 cf the tecchers rating it as essuntial

ani €1.9% ci the tutors rating it 2s crucial,
Similerly, 2.6 of the tutors reted it s
desiratle «rnd 2€,7% of the teachers rated it as
desir:hle, £ ccabined curulative percentage cf
85,3 wne recoraed fer thesé two grcups on the

Essential and desirability scales.

summary

Cemporisons conducted at the ,C5 alphz level
on the 33 competencies revezled significant
differercesz in perceptions on 10 coupetencies vhen
primary :cnool teacners and Grade Two Collegze
tutors were compszred. An inspection of the date
(percenta~e of response) ircicrtes = higher spread
cf respons: zmceng the Grade Two College tutors,
The tutor grcup was in grezter disagreement in
their retings the competencies when comp=ared

with the teachers.
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Loh.i Lorpetencies Revezling Signilicint

ifferences Arong Teachers and

Supervisors

¢ « 4l preserts tnose competenciec in
whics sierificsnt Ziffercrces were fourd when tested
at *ne (7 Jevel of cuenficdence. Differencuc were
noted or. © competencies; #f these three were in the
laniince categerys two in the culture category; two
in the vedscogy categery; and the remaining two
in the arez of school-camzunity relations. Thus,
when teachers and supervisors were compared in
their rutings to the conpetencies asegreement was
fouw'd on 24 out of the 33 competencies. A suﬁmary
of respondents' retings ty the nine competencics

in vhich differences were revealed followe:

Competency €: Knowledge cf the sound systemn,

grammar, vocabulary of English and
the relevent Nigerian languzge as

much as pessible.

A Chi square vzlue of 31.6%¢ was sigrificent at
the .05 level when these two groups were compared.
L greater percentage of disagreement as to the

importance cof the competency was found among the
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teachers; €P.% of the teachers consicered the

competency essentisl znd 26.2. o1 this same gioup
rerccived it as 2 desirable skill. Jroneg the
supervicors, 86.5¢ rated thec concatency essential
ond €.7% considered it desir :Ll-. ke combined
curulztive percentage of £%.1. a3 recorded for

toth the essentizl and desirsbility sceles:

Conpetency 9: Knowledge uf the histeoricel

develupment cf the Ln-lish language
and knowledge of the nistcerical

development of the Mipcrisn

language used in Edvcotion,

Signifiéent differences were fcurd among the
tvo greups in their ratings of tn. caijpetency
with 2 Chi squars value of 6.2,. Ferceptions of
this conpeténcy revenled that 2 woderste level
cf ag;eement on the essenti=l 5c$1¢ wes found
smong the supervisors as 60% of tnew reted the.
competency as a crucial skill and LU r@teé it as
desirable. Conversely, only Li.2% of the teachers
considé%ed_zﬁe skill essential. T wrs with this
group thet a greater degree of diszgreement was
found with L1.0¢ of the teachers n~2virg rated the
coupetency as desirable and 1.8 Luvire considered

(T

=
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it not essential. The cumbined cumulztive
percentage for both the essential and cdesirability

scales was 52,9

-

Conpetency 11: rnovledze of the functiuns of

langusce in the cl=assrcem, i.e.
for exrressing knowledre learnt

by pupils.

A Chi square value of 7.84 was significunt
at the .05 level indicating differences in
perception among the twu groups in their ratings
of this cumpetency. VWnile 76.3% of the teachers
considered the competency essentizl. only L6.7%
of the supervisours cunsidered it #s5 =z crucisl
skill; LO.0¥ of the supervisors rzted the
competency desirzble and only 16.3%! ci the
teachers perceived it 2s 2 desirable skill. The
combined cumulative percentzce for the twu scales

under consideretion was 95.15.

Conpetency 15: Ability tu heip children interact

successfully with children frum

many vtrher cultures,
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Sigrificent differences were found smong the
two groups in their ratings of this ccmpetency
with & Chi square value of 7.36. Discgreement as
to the importuznce of the competency was found
arong the supervisors, with only 4G.7. having
perceived it as essential and 53,3 beving reted
the competency zs desirable., The tcachers were in
greater agreement with 76.7% having consideresd the
competency as essentizl and 186.3% having judeged 1t
2s desirable, The cembined curulative percerntage

for both scales was 93, %%,

Competincy 18: Ability te identily the cultural

similarities and dififerences
amung the various ethnic groups

in Migeria.

Perceptions of this conpeterncy were
significantly different among the two groups (Chi
sguare = 15.62, p €.05). A hicher spread of
response, between the essent;al and oesirable scales
wes evident am#ng the teacher group when compared
with the supervisors. For exemple, 74.6# of the
teachers considered this competency & crucizl
skill and only 33.3 of the supervizors Judged it

as essential. Conversely, L46.7% of ithe supervisors

i
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perceived it as desirzble and 20G. 3;: of the teachers
Judred it zs desirable. Three cof thc tezchers did
not resgond t» this competency. The corbined

curul-tive percentage for the two sctles teing

Conpetency 25: Ability to determine the

educationzl recciness cof the pupils
to learn in 3 given lonpuage which

is nut his/her nothuer tongue.

£ Chi sguare value of 16.€ wes significant at
the .05 level indicsting differences in perceptien
among the two groups in their ratinge of this
competency. Vhile U5.9% of the tezchers
considered the cumpetency essenti.l, LC.0% of the
supervisors rated it as crucialg 3.3k »f the
supervisors rated tre competency desircble and
only 31.1% of the teachers perceived it as e
desirable skill. The combined cumuluztive

percentzge for the two sczles wos £9.17,

Competency 28: Ability tu evalunte lecrners'

progress, using vericus kinds of

tests.
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Signific:nt differences were iowe€ among the
tvo grours in their retings of the -onpetency with

= Lbl scusre value of 11.59. A ai.her spres

2
=

9]

response, betiveen the ¢ssenti~]l and the desir-bility
scr les, wes cvident smong th:e Tescne=¢ vihnen

compared with the supervisors. “or .»rmple, 81.7%
of thc teachers considered thi< conjetency 2

crucial skill and 73.0% of the supervicors judged

it =s essenticl., On the desir:bility scale, 26.7%
of the surcrvisors cunsidered the ¢kill desiroble
and 18,3 of the teachers perceived it es desirable.
f combined cumulotive percentage of £2,1% was
recorded on both the essential a2nd desirsbllity

acrles.

Corpetency 30: Ability to utilizc licc:1l community

human resources sucn 2: parents,
various sccupation=} groups t»
stimulate effective lezrming and
the community pr-zticsl involvement

in punils' educ~tion,

A Chi squere value cof €.85 was significent at
the .05 level indicating differences in rerceptim
among the twe groups in their ratinge 1o this

competency. VYhen compesred vith the tezchers, the
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supervisors were in grester dissgreenent in their
ratings to this competency, =2s €6.6% cf this group
considered the cumpetency essertial oné 26.7% .f
considered it desirsble. Higher =grecnent was noted
nuong the tetchers s 77.4% r-2=1 te competency
essintial and 27.0° consider.d it © desirable skill,
The cumbinea cumulative percent=ce of 98.8% for

both scales wes overwhelming,

Competency 31: Ability to expl-ir. the okjectives,

gozls and procedures of bilingusl
education to prrente ornd other

community rembher:z.

Ferceptions to this competency were
significantly different ~mongs th. ti¢ grouups with
a Chi snuare value of 6.65. 1h. supervisors were
in greater disagreenent with eact other in their
retings to this cumpetency; 53.3% of this gruup
considered the¢ competency essenti-l znd LE. T
Judeged it s desirable, A nigher level of
agreement was found among the teschers =s €5.6%
considered the competency a2 crucizl skill and 32,8%
perceived the skill as desirzble. Toe combined

curulative percentsge for both sc-les was 96, 3L,
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cumn s

When teachers and supervisors were compared
gignificont diffcrences wore found on nine
corpetencies when tested »t the .G glpha level,

-

heeults froo thoc compearisons incivoted that
teachers and suyerviscrs vwere in cureement on 24
competencies, i.e. nou significrnt differences were
fourd on 24 of the 33 cumpetencics. The summary
table indicotes thot the superviscr:s were in
freater disagreaient In their percapiions than the
teschers,

Table L.L.4: Significant Chi 3quere Vslues,

Degrees of I'reedon, znd Level of
Significance Amony Teachers and

Supervisors
Lompetency Chi Sgquare| Degrees level of
Category Values or Significance
Freedon
lenguage:
6 31.67 2 .08
g &. 20 z .05
11 7. o0 2 05
Culture
15 7. 36 2 .05
18 15.82 2 .05
Pedagogy
25 16.16 2 .05
28 11.56 z .05
School-Community
Helations
30 £.5& 2 .05
31 €.£¢ 2 .05
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L.L.S Competencies Revenlin: Significant

s -

Differences Arong Tesnol.re snd

Lecturers

Teble 4.0, presenté those conpetencies in which
sigrificent alffoerences were [ownd anong tezchers
and educstors when tested ot the .05 level of
confidence., Sigrificant differercces were noted un
& competencies; 9, 11 and 13 ir the langunge
category; 15 and 1€ in the culture crtepory and
37 in the school-cominunity relations arez. Thus,
when teachers and &ducmators were comparced in their
retings of the competencies agrezrent was found on
27 cut of the 33 competencies. L sumnary of
respondents' ratings ©f the six conpetencies in

which differences were indiczted follows:

Competency Y: Knowledee of the historical

development of the Znzlish language
end knowledre ol ths historical
deve lopment of the Ligerisn

language used in cducation,

Perceptions to this competency wers
sipnificantly different snong the two groups (Chi
square = 11.45, p€ .08)., Retings ¢f this competency

revegled that & higher spread of response, between
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the essentizl and desirzbility sczles, was
evident snong the lecturers. Fer excrple, only

€. 7 »f the lecturers considerea this competency a

crucial skill, while €1.3 Judred it #s desirzble.
~monGE the Tt chet group, cis e~ o1 wi's less
evident with U4l .2 considerinug it -~ essentisl skill

and 81.0¢ r=ting it as desirzble. Cl:c combined

cumulative percentage for the two scrles was 850.4%.

Competency 11: Knewlcdioc of the functions of

lznguage in the clessrcor, i.e. for
expressing knowled e lecernt by

rurils.

A Chi square value of ¢,97 w.s cipnificant at
the .CS level revealing differenccs in perceptions
smong the two froups in their ratings of this
competency. The teachers were in gzrecter agreement
vitn one another in their r-tirzs =s 7€6.3¢ of this
group considered the comretercy esseriizl and 16.9%
considered it desirsble. A lower level of agreement
wzs found among the lecturers 2s 5C.0% considered
the competency a crucial skill and LE.7% perceived
the skill as desiradle. A combinec cumulative

percentzge of BL.3¥ was registered or the two scales.

te
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Competency 13: hnowledge of the difficulties

children 2re faced with when
learning thruugh another language.

A si_...Zic-nt oni squere voiluc of £.€3 was
recorded on this corpetency when the twe groups were
compzred. [he lecturer's ratings of this competency
were split tetween two sceles with 77.45¢ rating the
skill essentiel =nd 22.6§ Jjudging it as desirable.
Among the teachers, the ratings were more widely
spread witn 61.€% considering it essential; 21.7%
considering it desirable and 16.7% judging it as not
essential, A combined cumulztive percentage of 82, 3%

was recorded for the two scales,

Competency 15: Ability to help children interact

successfully with children from many

other cultures.

Sigrificant gifferences were fourd among the two
groups in their ratings of this competency with & Chi
square value of 15.07 . Disagreement as to the
importance of the competency was found among the
lecturers, with only 35.5% having perceived it as
essential and 5L.8% having rated the competency es

desirable, Additionally, G.7%¥ of this group ratecd
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the skill as not essentizl. The teachers were in
greater agreenent with 7€.7¢ having considered the
competency esser.tizl and 18.3 having Jjudged it =g

desirable. A ccertined cunul=tive vercentage of BE.

- . - - -~ . i
WoE recoract on Tne twe scules.

Competency 18: Avility to identify the cultural

similarities =nd differences among the

verious ethnic groups in Nigeria,

A significent Chi square value of 156.09 et the .05
level revealed differences in perceptions zmong the two
groups in their ratinge of this competency. Greater
disagreenent 55 tu the impertance of this competency
was found zmong the lecturers with only 29.0% hzving
considered it essential and 46.4% heving reted it
desirable. Conversely, the teachers were in greater
zgreement with 7L.6X having Judged it as essenti=zl and
2C.3¢ having rztezc it as desirsble. A combined
curulative percerntage of 88.8% was recorded for the

two scales.

Competency 31: Ability to explain current issues and

poiicy in bilingual educstion.
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A Chi square velue of 6.36 was significant at the
.05 level indiceting differences in the percertion of
the twe groures of this cumpetency. A higher spreac
of respcns<, betwecrn the essenticl =nd desirability
scales wzE CLOLnY Tmong the lotturars when compered
with th2 tcachers. For zxazmrlc, €F.5¢ of =he
lecturers ccnsidered this skill = crucicl skill anc
U1.9% of the tewchers judged it essertizl. Conversely,
LB . k¥ cf the teachers perceived it as desirzble and
only 32,87 of the lecturers perceived it zs desirable,

An overwhelming combined cumulative perccntzge of

98.9% w=as recorded fur the twe scales.

Sumuary

Comparisons conducted at .05 alpha level on the
33 competencies revealed gignificant differences in
perceptions on € competencies when teachers and
lecturers wcre compezred. An inspection of the date
(percentage of resvense) indicates equal spread of
responss zmcrz the two grouns, The lecturer group
was in greater disagreencnt in their ratings of the

competencie s when compared with the teachers.
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Table L.h.D: Significant Chi Squere Valuss, Degrees
of Freedom, and Level of Significance
Among Teachers and Lecturers

Competenc - Chi Squar‘eJ Degrees Level oI |
Category Vrlues of Sigrificence
Pavedo '

Lengusge:

9 11.45 c L5

11 8.97 2 .08

13 £.93 2 .CE
Culture

15 15.07 2 .Co

16’ 18.09 2 -CS '
School-
Community
Relirtions

3 £.36

4.:.6 Competencies Revealing Significart

CALIrenoed sleliag o tWeenl) o and

Tutors

Table L., .6 ﬁresents ﬁhése competencies in which
significent diffepences were found when tested ot the
.05 alpna level of confidence. Differences were noted
on competencies L, B, 11, z2nd 1L in the longuage

category; 2% in the pedagogy cotegory znd competency . 33
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in thc arca of Schosl=Community Relations. Thus, when
stulents 2yl tutors were comparel in their ratings of the

competanilies sgreenent wag found on 27 of The 33

£l

competencice. 4 suwoory of respondints' ratiize to

C CON EEa— " .- B - . . N P - i o - - . -
Tae Bl CLLToNoLeliog 1l valll L ¥ YOG wWere

. L "

reveszled foilowo:

Competenicy L Ability tu write English and the

relevant Nigerizn language fluently.

A Chi sguere velue of 25.80 indiceted significant
differences in the ratings of the twa groups ¢f this
competency, & higher spread of response wes found
among the students on the 3~-peint scsle when compared
with the tutors. For exsmple, 66.7% of the students
considered the competency essential and 29.3% rated
the competency as desirable while L.0% Judged it as
not essentisli. Among the tutcrs, Zheir ratings were
spreat between two scales only, with 68.2% considering
the competency essential and 31.0x reiing it as
desirable. & combined cumulztive percentage of

96.4% was recorded on both the essential and

desirarility scales.

Competency ©&: Knowleage of the seund system, grammar,

vocabulary of English znd the relevant

Kigerian language as much &s possible.
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A sigrificant Chi squzsre v-zlue of 25,50 =t .CH
level was revezled for this competency vhen stuzents
and tutors were compared. 4 hizher spre=2c of
response was Ifound zmong the students on the 3-zcint
sczle el i el Witk th. fv*ad , thiz coul:i be
attributcd 1o the differences in educational
backgrounds. For example, 60.7% of the students
considered the competency esscritizl and 20.3% reted
the skill as desirable, while 3.0% rated it as rnot
essentizl. JAmong the tutcrs, their rotiass were
spread between two scales only, as 72.7% considered
the competency essentisl and 27.3% r-ted it as
desirable. A combined cumulative percentage of S5.6¥

was recorded on both sczles.

Competency 11: Knowledge of the functions of language

in the clsssroon, i.,e. for expressing

knowledge learnt by pupils.

A sigrnificant Chi square vclue os €.55 at the
.05 level was recorded for this competency when
students and tutors were compered. Tutors were in
greater disagreement in their response when compcred
with the stucdents. Among the tutor group 5L .4%
considered the competency essential 2nd L5.8¢ judged

it as desirable. Among thec students 71.1x ratec the
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competency essentizl and 2€.2% considered it
desirzvole. TIbree students did not respond tc this
competency, 4 coabined cumulative rercentaze c¢f
98.4 wos recorde? ©Omn  the twe scales heing

considercc.,

Competiency 14. Ability tc develop activitics to

aeel witn language gproblems,

Wnen tested at the ,05 level,differences were
also noted on this competency when the two sSroups
were comcered. The Chi sjuare value was 3£.91., A
higher lev:1l of agreement was found among the students
as an overwhelming 91.0% rated the competency
essentizl and 7.04 considered it desirsble. Among
the tutors, 72.7% reted it essentiszl and 22.7%
considered it desirable. This high asreement rate
is evident in the combined cumulztive percentagce of

98.2 reccrded on both scales.

Competency 29: iAbility to assess the effectiveness

of his/hcr own teaching techniques.

A significent Chi squere vealue of 11.5 at .0
level wzs revealed for this competency whnen students

and tutors were compared. IZtudents were ir grester
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agreencent in their response to uwnls competacy when
cempered witn the tutors. Among the students 91,0%
considcersi the competency essential =nd 9.0 jucged

it =&

mn

iezirable. Arong the tutors B5.7: roted tae
competency essential and 9.5% considered it desirable.
Cre tutor did not respond to tais competercy. 4

combined cwr.ulative percentage of 90.4% wes rccorded

for both sczles.

Competency 33: Avility to expl=in current iscues

and policy in tilingual educztion.

» significant Chi square vzlue of 6.45 at the
.05 level wes recorded on this competency when
students and tutors were compared. A higher level
of disagreement was found among the students as 57.0%
rated the competency zs essenticl and 34 .0% rated it
as desirable. /imong the tutors 61.9% censiderec it
essenticl z2nd 28.6( rated it as desirable. {ne tutor
did not respond to this competency. A combined
cumulative percentage of 88.6° was recorded on the

two scales.

Sumnma

Compzrisons conductecd at .05 alphz level on the
33 competencies reverled significant differznces in
the perceptions of the two groups of this competency.

e
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L.4.7 Cempetencies hevealing SigniTicant

Lifferences Among Students and

Supervisors

Dets presented 4m Table 33 indiczte that
significint ciffercnces vwere found on threc
competencies when these two groups werce compsrcd.
Only one competency, 5 reflected the area of language,
one, 28 wss unigue to the pedagogy Aarez and
competency 30 in the category of school-community
relations. Thus, when students and supervisors
were compared in their ratings of the compctencies
agreement wos found on 30 of the 33 competencies,
Below is £ summary of the three competencies in which
differences were revealea when tested at thes .05

alpha level of confidence.

Competency 7: Ability to assist pupils in lezrning

the four languege skills of listening,
spesking, reading and writing in
English and the relevant Nigerian

language.

An obteined Chi square value of €.23 was
gignificent at the .05 level when these two groups
were compared in their ratings of this competancy.

¢

The supervisors were in greater agreement in thelir
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retinges ¢ this competency. The supervisers were
in greaicr agreement in their rstings when compered
with Tic student group. Among the suprervisor group,
86.7% considered the competincy essentizl and 13, 3
Judged 1 s cu~ivkloe, fuorg the students, 77.8%
rated tune corpetency essentisl and 22.2% considered
it desircbi.. Onec student did not responc tc this
competency. »~ compired overwhelming cumulztive

percent=ze of G9.1% was registered on the two scecles.

Competency g@: Ability to evaluate learners' progress,

using various kinds of tests.

A Chi squere value of 13.58 was significent at
the .0t level when the two groups were compzred in
their ratings of this competency. Among the student
group 72.05 reted the competency as essential while
20.0% ratzd it as desiramble. Similarly, among the
supervisor group 73.3% rated the competency essential
end 26.7% reted it as desirstle., A coubined
cumulstive percentage of 88.2% was recorded on the

two sc=les.

Competency 30: Ability te utilize local community

hunan resvurces such as parents,
occupational groups to stimulate

effective learning and the community
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practicel involvement in pupils'

ecucation.

in obtoined Chi squere vzlue of 6.L9 was
signilizsrt ¢t the .05 level when tnese two groups
were corprred in tncir roetings of this competency.
The surerviscrs weré in greotér diszgreeient in their
response to this competency when compared with the
students, Among the supervisors €6.6% considered
the competency essential and 27.7% Jjudged it =zs
desirztle. 2mong the students 75.8 considercé it
essential and 23.2 rated it 2s desirable. AaAn
overwrelming cumulative percentage of 92.1% wis

recorded for the twe sceles,

Summary

Vhen students and supervisors were compared,
significent differences were found on only three
competencies when tested at the .05 level. Results
from these comparisons indiczted that students and
supervisors were in agreement on 30 conpetencies,
i.e. no significent differences were found on 30 of
the 33 competencies. This reveals a2 relatively high
agreement rate compered with other pairs considered

so far,
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Teble L.,L4.7: Signirficent Chi Zguare Values, Degfrees
of Freedom, and Level of Sigrnificence
Zmong Studernts and Supervi.irs,

Competency Chi Squere | Degrees | Level of
Crtezory Veluee of Significence
Frecdor

Langunge;

7 £.23 2 .05

Pedogogy

28 13.58 2 0%
School-
Community
hel~tions .

3¢ 6.L3 ) , O

L.L.8 Competencies Revesling Sisnifizant

Differences Among Students and

Lecturers

Dute presented in Trble L.L.6 indicate thet
significont difierences were found on only twe
competencies when these two groups were compnred.

Une commpetency, 14 was in the 2res of language; cnd
the cther 1% in the culture cztegory. Thus, when
students ~nd lecturers were compared in thelr ratings
of the competenciss agreement was found on 37 of the

33 competencies. Below is £ summsry of the two
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competencies in which differences were revenled when

tested st the .05 level of confidence.

Competency 1L: fbility to develop =zctivities to dezl

wits lingu.ge problems.

An obtuired Chi sgquire vilue of 6,85 wns
significint ot tne ,05 level when these two groups
were cemparec in their ratings of the competoncy.

The students were in greater agrcement in their
response wnen comp2red with the lecturers, Amcrg
the student groups 2s mony as 91.0{ considered the
competency cesentisl and 7,04 roted 1t as decsircble,
Among the educztors 76.75 considered the compctency
essenticl and 23.3% rated it as desir-ble. The
combined cumulative percentage was overwnelming, i.e€.

96 .45,

Competency 15: Ability to help children interact

successfully with childrer from

mzny other cultures.

A Chi scuere value of ©.65 &t .05 level wos
significznt when these two groups were compared in
their ratings of the competency. The lecturers

were in grecter discgreenent when compared with the
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students., Among the leCturers, 35.5% considered the

competency essentinrl and SL4.8% judged it as desiresble.
smong the stucdents, 65.05% considere<d the competerncy
essenti~l ~nd 31.0% r=ted the skill as desirable.
The cotbircd curulrtive perewntoage w-s Sh. 6%,
Summary

When students #nd lecturers were compared
significant differences were found on only two
competencies when tested a2t the .05 level., Results
from these comparisons revealed that students =nd
lecturers were in agreement on 31 competencies, i.e.
no sirnificsnt differences were found on 31 out of
the 33 items. It should bte noted that both the
students and the lecturers were selected from the
same trairing institutions. It is possible that
as a result of interactions during and outside
lectures, students' thinking has been influenced

about these and other issues.
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Significant C
0of Freedom,
~tionig NCE

i~ <

Tatle «.b4.8: hi Sgurre Valu

and Level of Si

¢s, Degrees,

nificonce

Students ond AIC Lecturers

crpateacey Cal Squs Digrees Level of
Cetelor V= lues of oignificonce
LEx .
14 6,865 2 <05
4 -r;‘n_ng.‘i‘ “l .
15 6.65% 2 05

L.5.9 Conpetencies Revealing Signific
1 2 £l

ant

Differences smong Tuters and

Supervisors

D-ta presented in Toble L.4.9 indiczted that
significont differences were found on only three
competencies when thesc two groups were compured,
Crly one competency, i reflected the ares of

language, 13 0. remaining

2L were unicue to the pedzgogy category.

1,0 couwpetenicies, 22 and

Below is

a sumnmary of the three competencies in which

(S o

differences were reveelec wnen tested

level of confidence.

the ,085
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Competenicy 1Ls Ability to develop zctivitiecs t¢

dez1l witk languzge probtlens,
. Cni square velue of 7,36 wzs signific nt ot
the 75 Yoel ~hen thoegc tvwo Froupns were conpered
in tneir rotings of the competency. The superviesors
were in gr .ater disagreement in their resconse when
compared with the tutors. Among the supervisors,
33.3 considered the skill essentizl and £5.7% reted
it as desircble. Among the tutors,72.7% considered
the competency essentizl and 22.7% Judged it as
desirsble. 4 combined cumulative percentage of

97 .24 was recorded for both scales.

Competency 22: Ability to translate materials from

English te the Nigerizn language used

in educstion.

iAn obtained Chi square velue of 7.93 was

significant at .05 level waen thios: two groups were
compared in their perceptions of this competency.
The tutors were in grezter disagreement in their
response when compared with the superviscrs. Among
the tutors £9.1% considered the competency essentiel
and 40.9¢ roted it 2s desir-ble. Among the
superviscrs 73.3: Judg:cd the skill zs ess:zntizl end

26.7% rated it os desir=ble. The combined cumulative

tor
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percentzge was totel (100%) cs the rotings of the two
groups were spread between only the twe scales of

essenticl ~nd desirsbility.

Competency 2..: Knowlesdre of tre methods for attaining

kilingu~l ecucsrtion objectives e.g,
(i) groviding nmezningful education
in two languages:
(ii) preparing children to switch to
krniglish completely s medium of
instruction gt 2 later stage in

primary educstion if need be.

A significont Chi square violue of 6.40 =t .05
level was recorded for this competency when the two
groups were compared in their perceptions. A wider
spread of respcnse was found =mong the supervisors
when compared with the tutors. For example, 73, 3%
rated the competency ac essentiz2l and 6.7% judged it
as degir=ble; 20,0, conasilo ol 1t att o zasentianl.
Among the tutcr group the ratings were spread
between two scales only; for example, 72.7% considered
the skill essenticl and 27.2% rated it as desirchle.
A combined cumulative percentage of 91.8% was

registered for the two scales.
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Sunmhery

When tuterz cnd supervisors were compszred
sigrnificnt differences were found on threc
competencies when tested 2t the .05 level, Results
from thege comrrricrone indic-ted th~*t tutors and
supervisors were ir sgrecrent on 30 competencies, i,e,

no signific nt cdiff.rences were found on 30 of the

33 competency itzos.

Table L.4.9: Cignificant Crni Square Values, Degrees
of Freedom, and Level of Signifiacnce
Among Tutors snd Supervisors

Competency Chi Squere Degrees Level of
Category Ve lues of Significance
Freedom

Language:

i 7.368 2 .05
Pedagcegy

2z 7.93 2 .05

2L &.L9 2 .05

h.4.10 Coupetencies Revezling Significant

Differences Among Tutors and

Lecturers
Drita prescnted on Te3le L.4.10 indicste that

significnt differenceg were found on only 3
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competencies,when tested at the ,05 level. One of

these competencies, 14 was unique to the language
category; one, 19 reflected the culture category;
and one competency, 33, fell under the area of
schoul-community relstions. Thus, when tutors and
educators were compared in their ratings of the
competencier agreement was found on 30 out of the 33
competencies. A summary of respondents' ratings of
the three competencies in which differences were

revealed follows:

Competency 14: Ability to develop activities to

deal with language problems.

A Chi square value of 7.98 indicated significant
differences in these two groups' ratings of this
competency. A higher spread of response was found
among the tutors than among the lecturers. For
example, 72.7% of the tutors considered the skill
essential; 22.7% r:ted it desirable. aAmong the
lecturers the response was spread among two scz2les
only; thus, 76.7% considered the competency essential
while 23.3% reted it &s desirable. An overwhelming
combined cumulative percentage of 100% was registered

on the two scales.
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Compecency 19. Knowledge of tne c¢ffects of

cultur=l znd socio-~economic factors

on the pupils' generel development.

siznifis-nt Thi squ-re v-lue of 5,96 at .05
level was indicrted for this competency when the two
gEroups wer. compored. The tutors were in greater
disagreement in their perception of this skill than
the lecturers. For example, 36.L¥ of the tutors
rzted the skill essential; 31.8% reated it as
desirsble. Among the lecturers, L8.4% considered the
competency essential and [5.2% rated it as desirzble.
kL corbined cumulative percentzge wf 89.1% was rccorded

on the two sceles,

Competency 33: Ability to explain current issues

and policy in bilingual educstion.

A Lhi square value of 7.65 2t the ,05 level
indiceted cigrnificant diffcreaces i the two groups'
ratings of this competency. Among the
lecturers, 67.7% rated the skill essentizl, 25.8%
considered it 2s desirszble and 6.5% judged it as not
essential, S&imilarly, esmong thc tutor group 61.9%
considered the competency essentialy 28.6% rated it
as desirzble. £ combined cumulative percentage

of B6.9% was recorded on the two scales.
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Synthesis

Wnen tutors and educators were compared
significant differences were found on three
competencies when tested 2t the .05 level. Results
rom these comparisons indicated that both groups
were in agreement on 30 corpetencies, i.e. no
significant differences we-e¢ found on 30 of the 33
items. It should be notec that disagreement on their
ratings of the 3 competencies clustered around two

s7ales, the essential end desirebility scales.

Table 4.4.10: Significent Chi Square Values, Degrees
of Freedonr, and Level of Significance
Among Tutors and Lecturers

Competency Chi Squire | Degrees Level of
Category Valu. ; of Significance
Freedom
Language:
1L 7.9 2 .05
Culture
| _
19 5. e IV 2 005
School-
Community
.+ Relations
33 7.65 2 .05




Table L.4.11
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Summary of Total Significant and
Non - Significant Responses to Each
Competency by Teachers; Students, Tutors,

Supervisors and Lecturers.

(N = 230)
Competency Chi Square Degrees of Level of
Category. Values. Freedom, Significance

1 12.01 8 <05

2 11.50 8 .05

3 11.03 8 .05

4 9.095 8 .05

5 6.753 8 .05
6 7.7L45 3 .05
T 8.290 ) 05
8 9.545 8 .05
"9 33,07 8 « 05
:.--' 6.269 8 ¢O5

*11 18,75 8 .0
12 2.828 3 .05
*13 21,00 8 «05
*1L 37.06 8 .05
*¥15 21.35 8 .05
16 7.850 8 .05
17 9.504 8 .05
*18 33.47 8 .05
*93 15.10 J .05
*20 19. 31 8 .05
21 L. 0U6 8 .05
22 8,209 6 <05
23 12.35 8 .05
2l 10,35 8 .05
*25 21.41 8 .05
26 13.09 8 .05
27 3,009 8 .05
*20 i 8 .05
*29 20,31 8 .05
30 14.79 8 .05
3 10,50 6 .05
*32 18.61 8 .05
33 9.871 3] .05

# Indicate .significant differences.
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4.5.1 Summery

In this chapter, the analysis of the data was

-

summarized under four major areas: (a) background
information abhout the respondents; (b) analysis of
within group agreement by each of the five groups on
each competency; (c) testing of the main and
sub-hypotheses; and (d) competencies in which
significant differences were found among the five
groups.

Tables 4.1.1 through L.1.6 reveal the character-
Istics of the subjects, while Tables L.2.1 through
§.2.11 reveal the level of within gruup agreement by
the five grcups. The highest level of within group
agreement was registered among the lecturers whe
agrzed on a totel number of 17 bompetencies while the
lowest level of within group agreement was registered
by the tutor group with a total of 11 competencies.
The main hypothesis tested in this study was accepted
for 21 out of the 33 competencies,zs Table L4.3.1
indicates, Most of the competencies for which the
main hypothesis was accepted belonged to the language
category. Table 4.3.2 through 4.3.11 present the
data used for testing the ten sub-hypotheses, The
highlight of this aspect of the analysis was the
acceptance of sub-hypothesis ten for all of the 33
competencies. The Chi square analysis showed that
there was no significant difference in the perception

LR e

PR



- 27Y
of the supervisor and lecturer groups for all
of the 33 competencies. It would be recalled
that background information of these two groups
revealed that they were the most experienced
professionally. The results of the paired
groups revealed that the range of competencies
for which other sub-hypotheses were accepted
was between 23 and 31 thus indicating that
agreement was reached on these number of
competencies. The analysis also showed that
greater agreement was reached by the five groups
on most of the language competencies and followed
by the pedagogy competencies, Thus, most of the
competencies on which significant differences
were found were the culture and school~community
relations ones. On the whole, combined cumulative
percentage on the essential and desirability
scales was high for all of the competencies,
indicating that a majority of the competencies'
were either rated essential or desirable by most

of the respondents.
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Chapter 5 '

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

-

5.8 Introduction _
Thls chapter includes a summary of the study,

with a discussion of the problem, the hypotheses,
procedures used in the study and a summary of the
findings. Conclusions drawn from the study and
recommendations based on the findings and

implications for further research are presented,

5.1 Summary
The need for this study evolved from recent

observaticns regarding: (a) the unsuccessful
implementation of the primary bilingual policy
stated in the National Policy on Education (1981)
resulting in primary school teachers employing
ineffective teaching strategies (Shaplin and
Shaplin, 1969; Ala, 1983; Afolayan, 1984); (b) the
non~existence of a bilingual teacher education
competency package; (c) the non-inclusion of a
bilinmual teacher training course in teacher
preparation programmes in this country; and (d) the _
need for teacher trainers themselves to be trained
as specialists in bilinpurl teacher education.

Implicit in these observations was the need for
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government to formulate a bilingual teacher
preparation policy. Of crucial importance was
the delineation of specific competencies for
preparing this new category of teachérs.

In response to the fore-going observations,
this study was developed to achieve two purposes:
first, to identify the essential competencies for
training primary school bilingual teachers; and
second, to develop a bilingual teacher
preparation programme .

The study tested one main null hypothesis and
ten sub-hypotheses meant to determine the extent of
agreement by five groups of respondents on the
importance of the competencies.

Review of litergture related to this reseérch
focused on aspects such as teacher education in
general including training models; bilingual teacher
education and recent findings on language use in
education, The literature reviewed provided useful
insights that helped in developing the research
instrument. ' '

The study finally utilized a sample of 230
respondents drawn from primary schools and NCE training

institutions from Zaria and Kanec; of these respondents, 62 were
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primary school teachers, 100 were NCE students, 22
were Grade Two College tutors, 15 were primary
school supervisors amnd 31 were ATC lecturers. Data
were collected from respondents' ratings of a set
of 33 competencies on an author constructed rating
instrument. A total of 230 usable questionnaires
were received and subjected to data processing

and statistical analysis. The statistical tool
employed to analyze the data was Chi-sguare. The
data was used to test both the main hypothesis and
the sub-hypotheses. Statistical significance for

each competency was determined at the .05 alpha level.

5.2 Findings
S.2.1 Demographic Information

The biodata of the respondents revealed that
there were more males (56.5%) than females (L3.5%)
among the five groups combined. The sex
distribution observed in this situdy is by no means
representative of the sex distribution of teachers
and students in the whole educational system. It
would be recalled that the final survey was carried out
in Kaduna and Kano states where female education is
only gradually gaining ground, so this could have

accounted for the higher percentage of males observed.
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Moreover, a higher drcp-out rate has been reported
among female students in some reports of studiesg
carried out in this part of the country (for
examplc, Abdulsalaam, 1988). This trend can be
attributed to socio=cultural factors which
include early marriage and poor financial support
for female education., It would be worthwhile to
investigate this issue in cther states, Bendel

' State for instance, where both meles and females
are given equal educational opportunity and where
government, for many vears, made efforts to
promote female educaticn by awarding university
scholarships to all irls who qualified for
university education.

Th

o

age distribution of the respondents
showed that a2 good number of them (L7.83%) weré
between 21 and 30 years. This result could be
attributed to the foct that a majority of the
respondents were NCFE students end primary school
teachers who were only bepginning their career as
teachers, This finding is in line with a
previous study carried out by this researcher
seven years ago, in which one of the problems
.militating against effective training of primary
school teachers was immaturity which often

resulted in truancy durinc teaching practice
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(Imasuen, 1981). A hifher arc range was noticed
amony; the tutors, supervisors and lecturers.

The data on educationzl qualification revealed
that a majority of the subjects (56.0%) had obtained
the Grade Two Teachers' Certificete. This finding
is attributable to two factors: first, only Grade
Two teachers who had successfully completed the
Grade Two course were selected to participate in
the study; and second, a mzjority of the NCE
students (67.0%) had cbtained the Grade Two
Teachers' Certificate prior to enterins the NCV
course, This trend is in keeping with the
recemmendation of the Ashby report (1960) which
recommended the establishvent of a post-Grade
Two course for holders of the Grade Two Teachers'
Certificate as a means of providinz opportunity
for them to develop academiczlly and progress
professionally. This findin- is of utmost
relevance in this study whose focus is partially
the improvement of the primary School teacher
performance, It should, however, be pointed out
at this juncture that btecouse of this limited
educational background of a majority of the
subjects (56.09%), the iwerall ratings of thc
competencics should b. considercd with cnution.

The data under consideration further reveals
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that only (26.9%) of the subjects used for the
study had obtained a university depree. These
subjects constituted only 26.9% of the total
number of subjects. Thercefore, if the subjects!
percepticn of the competencies were expected to be
influenced by their level of c¢ducation, it would
be seen that only a negligible percentare of the
subjects had obtained a fazirly high educational
qualificotion., One of the arguments for
including practising Grade Two teachers and NCE
students in a study of this nature is that they
are likely to be the beneficiaries of the
pregramme developed from the package of competencies.
Moreover, the findings have rightly confirme«d the
need to expose these different caterories of
teachers, students and teacher trainers to
bilingual teacher education.

The data or demographics further revealed that
a majority of the subjects (58.2%) had taught for
less than 10 years, This result is in keeping
with the status.of a majority of the respondents,
most of whom were primery school teachers and NCE
students, The data on the nature of the subjects’
bilinpuality revealed that a majority of them
(75.65%) could speak more than three languages.

This finding confirms the assumption that these

[ .
Ky L3 . .
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categorics of subjects, who themselves are
bilingual, would benefit from a bilinsual teacher
preparation programme and would sympathise with
bilingunl children's learning problems if thcy
acquire the right type of skills in the coursec
of their training. The finding further confirms
the fact that bilingualism is the norm in mzny
Nigerian/African communities. A discussion of the
significant findings on the structured items
follows next and this will take into consideration
overall perceptions of the five aroups as well as

the ratings of the paired groups.

5.2.2 Perception on the Competencics

Within group analysis revealed that the
highest level of apreement was evident amongz the
lecturers, as high agreerment was reached on 17
(51.1%) out of the 33 items. On the contrary,
greater disagreement was registered among the
tutors as agreement was reached on only 11 (33.3%)
of the total number of items. A further
examination of the results of the structured
items indicate that there were 21 (63.6%) out of the
33 items on which arreement was reached when the
five groups were compnred, i.e. Chi squarc volues

indicated no significant differences in perceptions

T
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among the five groups. On this basis the main

null hypothesis of this study was accepted for
21 items. Additional descriptive analysis
revealed that supervisors and lecturers registered
the highest rate of agreement in their ratings of
the competencies as total agreement was evident
on all the 33 (100%) items. Therefore, the
tenth sub-hypothesis was accepted for all of the
33 items. As the data on respondents biodata
discussed in the previous section revealed, these
two pgroups of respondents were the most
experienced professionally.

Cumulative percentapges revealed that there
were 13 (39.3%) items considered essential, i.e.
there was high agreement on thesc number of items
on the "essential" scale. An examination of the
summary table (4.2.12) shows that when the two
value scales "Essential" and "Desirable" were
cembined, cumulative percentage of well over
85% were indicated for 27 (81.8%) of the items.
Thus in terms of importance a majority of the
respondents perceived the competencies as cither
essential or desirable skills for preparing
bilinfual teachers. A discussion of the five
groups' perceptions of the items according to

category follows next:
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5.2.2.1 Lanruage Competencies

The summary table (4.2.12) shows that the
langune competency that was rated highest by all
the five pgroups combined was item 7: "ability to
assist pupils in learning the four lanruare skills
of listening, speaking, re~ding and writing in
English and the relevant Nigerian lanrusge", This
rating shows the importance attached teo full
bilinmualism by the respondents, It is worthy to
note that full bilingualism is the roal of some
bilinmual education programmes revealed in the
literature (Fishman and Lovas, 1970; Gaarder,
1976). Some Nigerian scholars have advocated this
type of bilingsualism for Nigerinn primary school
pupils (Awobuluyi, 1979; Awoniyi, 1982; and
Afolayan, 1984). This finding is in keeping with
those of other studies for example, Migdoil (1976);
Fallis (1976) and Mir de Cid (1976) in which full
bilingualism was rated high by the respondents.
The implication of this finding for bilinsual
teacher education is that since many primary
school teachers have been trained in ESL methods
only, they have to undergo retraining in order to
acquire relevant skills necded for helping
children to develop full bilinsual skills., Fresh

students have te acquire both oracy and literacy
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skills in the two languages and 2t the same time
acquire linguistic skills that would help them to
recognize and deal with problems of second
languare learning and with helping pupils to
develop their first langusse skills. They will
also need to know something about the structurc of
the second language and be able to contrast the
structures of the two languages in question; such
a skill will help them to diagnose, understand
and deal with pupils' L2 learnihg prdblems.

The next highest rating in this category was
recorded for item 8: "ability to apply teaching
techniques appropriate to bilingual education (i.e.
°.pupils learning school work in two languages).
This item which addresses bilingual teaching |
techniques was rated essentizl by 80% of the
respondents. This indicetes the high importance
attached to this competency which requires the
teacher to be able to teach content bilingually.
The implication of this finding for bilinguzl
teacher education is that in addition to being
fluent in the two languages, they have to learn to
use the two languages in the academic domain.

Thay also have tc understand the nature of
code~switching and accept it as a normzl

dnteraction process among bilinpuals. In developing
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this skill, it would be a useful practice to

teach trainees bilingually in the training
programme as a means of mastering the technique,
especially as teachers tend tc teach the way they

were taught. This implies that training

~instruction should be given bilingually by the

training staff who themselves must have mastered
the technique toc bhe able to employ it,
Two of the items that relate to the study

of Sociolinguistics in this study were items 5

~and 10. Item 5 required the teacher to be able

to distinguish between standard and local
varieties of English and the relevant Nigerian
language and item 10 which addressed the issue
of language use in society directly., These two
items which are closely related to ability to
function effectively in the two languages were
poorly rated; an indication that the subjects
were not aware of the relevance of Sociolinguistics
in bilingual teacher educztion. These items are
designed to familiarize teachers with variation

in the first language and sensitize them to

cross-cultural differences in communication patterns,

a skill which can help teachers overcome .
negative attitudinal reactions to

the use of a Nigerian language in education.
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Collectively, they should help teachers to

see language both as a powerful affective

symbol of group identity and as an instrument
-for learning.

Item 12: "knowledge of how children

learn their native languages and any other
language" was also poorly rated, Like the
Sociolinguistic items, this Fsycholinguistic

item is critical to the learning of languages.
Comparing the rating of this item with that

of the language development item, i.e. No. 7,

one would have expected the rating of both of
them to be similar because a teacher needs a
knowledge of Psycholinguistics to be able to teach
children to attain full bilingualism. However, the
~differential rating shows the limited knowledge
that some of the subjects have about the
~ relationship between the two competencies.
Psycholinguistic theory postulates that the
language teacher should acquire formal knowledge
of the structures of the two languages and be
familiar with the acquisition processes for first
and second language., Hence, Miller and Cordasco

(1976} suggest that the bilingual teacher preparation
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prbgramme should include courses in Linguistics,
Contrastive Analysis, Sociolinguisties and

Psycholinguistics, in order to understznd learners'

motivation for learning the language. This information
provides a useful background knowledge for -thc dilingual
teacher who should be concerned with not only usiog

language but also teaching language as a school subject.

5.2.2.2 Culture Competencies

Compared with the language competencies, the
culture competencies were poorly rated, Item 15
"ability to help children interact successfully
with children from many other cultures" was ratcd
essentidl by only 60.9%_of the respondents,
indicatlag that it was percelved as only moderately
important. The relatively low rating of this item
could be attributed to somwe subjects' lack of
knowledge of the need for cultural awareness in a
bilingual education setting. It should be nuted
that both items 15 and 16 which deal with cultural
problems in learning situations have been identified ;
as useful skills that biiingual teachers should
acquire, if they are to perform maximally in
bilinyual environments (Zamora, 1976; Anderson,
1976). Similar to the other culture items, NWos 17,

18 and 19 which deal with kncwledge of child-rcoring
¢<® |

IR 7 T I
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practices; ability to identify cultural similarities
and differences; and knowledge of the effects of
socio~cconomic factors ~n pupil achievement were
all poorly rated. Item 20, too, which relates to
identifying culturally-relevant materials was alsc
pooerly rated, In a study of this nature, one cannot
overstiress the importance of sensitizing the
bilingual teacher to culturc issues, especially as
they affect pupils' behavicur and aschool achievement.
If teachers arc properly prepared, they are likely
to see cultural pluralism as an asset that could aid
pupils' learning. Rivera (in Cordasco, 1976: 242)
puts this point thus:

The promise thet the bilingual
bicultural programme holds for bridging
cultural barriers and lifting
achievement levels is being realized.
Culturally different children are
learning to recognize and value each
other's cultural volues. They will
be at the vangpuard of the cultural
pluralism movement when they reach
moturity. This is the hope all of us
see as a pcssibility of fulfilment
in a school where its educators are
dedicated to fulfiling the goals
established for a bilincusl
bicultural curriculum.

The aforementioned cobservations have implications
for bilingual teacher preparaticn, It implies that

bilingual teacher trainees should be prepared to

ts
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ract’ effectively with culturally different

»ns and should be knowledgeable and sensitive
ifferences in life styles so that they do net
udge culturally related behavicur. It is
eved that an understending of cultural
erences can have sicnificant effective
1Isequences in teachers' classroom practices and in
titudes they communicate to their pupils directly
indirectly. A bilingual teacher preparation
gramme should, therefore, emphasize working
osely with parents and the community especially
reinforcing educational efforts of the school,
thermore, cultural knowledge would help teachers
‘sulgct relevant instructional materizls, to
.1li1ze appropriate classroom procedures and to
llect cultural information from pupils and
'source persons. Similarly,cultural awareness and
msitivity should enable the teacher to recognize
(ltural influences on himself, which could explain
ich of his own thinking and behaviour. Hence,
oike and Saville-Trcike (1982) suggest inclusion
ethnography of communication which teaches~
thods for observing and describing classroom

teraction in the training programme.
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o 5.2.2.3 Pedapgogy Competencies

- Apart from the language items, the pedagogy

atcnes received the next highest rating in the study
0r(Fig.h..?.‘lZ). The finding corrcborates Rodriguez!
pr(1980) finding which revealed that effective
clbilingual teachers had acquir«d pedagogy competencies
ix&n their training programme 224 sc exhibiteld
Fiﬂgdagogic flexibility in the classroom, Cclléctivcly,
Ole competencies are basically those of appropriate
lassroom management and inst~ucticnal technigues;
utdey involve using veried methods and activities for
COonstruction., They require the trzinee tc know the
ontent of what they are going to teach and be able
o impart it tc their pupils and at the seme time
icquire appropriate assessment technigues for
reerforming in bilingual settings, Item 29: "ability

s¢0 assess the effectiveness of his/her own teaching

cbechniques" received the highest (84.2%) roting of

111 of the 33 items. The importance of this skill

'hich the teacher would have to resort to throughout
is/ner teaching carcer has also been stressed in
the literature (Flanders 1970; Fanselow, 1977; Gage
1978; Saville and Saville-Troike, 1982). It is
gratifying to note that most of the subjects
perceivedthe need to tra2in the bilingual student

in sclf-evaluation techniques with a view to
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modifying his/her own teaching behaviour. A number

of techniques for training students in
self-evaluation have alsc been identified in the
literature (See for example, Smith, 1971;
Larsen-Freeman, 1983).

Next in this group is item 21: "ability to
evaluate existing materials and adapt them to meet
pupils' specific needs," which was rated essential
by 80.3% of the subjects. Closely related to this
skill is item 22 which is concerned with
translating materials from one language to another.
These skills are of utmost relevance to the
bilingual teacher who may have to grapple with the
problems of inadeguate materials, especially since
most of the existing ones were written for English
medium only learning situations., The skills
presuppose that the bilingual teacher would not
only be capable of identifying pupils' specific
needs through the use of diagnostic tests, but should
also be able to match instructional materials with
jdentified needs. If the training programme
provides the right kind of exposure and experience,
the skill could be very valuable for solving some of
the learning problems identified in the primary
school.

The three items, 26, 27, and 28 that deal with

the use of various kinds of tests for determiping

s
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educational readiness and achievement were well rated
too. These skills are of great relevance even now
than ever before that the new education system is
incorporating continuous assessment zs part of the
pupilt's overall assessment. It should be pointecd
out, at this Jjuncture, that :hildren would have to
be tested in the languages in which they were
taught. This has far-reachineg implications for the
bilingual teacher preparatio programme as efforts
would have to be made to train teachers to prepare
different kinds of tests in two languages. The |
present national common entrance examination which 1s
set exclusively in the Enflish language may have to be
reviewed, | _ |

Ttem No 25 which relates to determining the
educational readiness of pupils to learn in a ’
language that is not their first language received
only 55.9% rating on the Yessential” scale. This
skill, which the bilingu:sl teacher needs greatly
in dealing with childrer in both transitional and
maintenance programmes, should be given adequate
attention in thc training programme, In a
country like Nigeria where children from different
.socio-CUltural backgrcands are sometimes mixed
together in the same -lassroom, children's

language ability is bound to develop differentially
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and the teacher must be prepared to streamline

children according to their language ability,

5.2.2.4 School-Community Relations

Competcncies

The first of the four items in this catcgory,
item 30 which deals with community involvement in
bilingual programmes, was fairly well rated by
70.8% of the subjects. The relevance of this
skill to the bilingual education teacher,
especially at this beginning stage when the
teacher would need to develop new and intercsting
materinis, cannot be overemphasised. It would be
recalled that one of the strong points for the
Ife Primary Project reviewed earlier in this
study (2.5.2) was the collection of new and
useful materials from the community. This skill
would be equally nceded by the bilingusl teacher
and should be explicitly developed during their
training. This view is corroboratcd by
Modiano's (1973) study in which rural teachers
succeeded in getting community members involved
in their children's education and thus enhanced
learning achicvement.

The remaining three items in this category

received only moderate rating on the “"essential®
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'scale, Collectively, £§ey addresé.the iséue of |
educating parents and teachers on the goals,
j objectives and matters relating to bilingual

- education, From evidence cited in the literature
(e.g, UNESCO, 1977), the two languages can have
a number of different roles and purposes
depending on the wishes of the communityj; for
example, the mother tongue cculd merely be
_tolerated or used for only affective and cognitive
support, or employed to varying degrees as a :
‘medium of instruction. So, the bilingual teacher
trainee should be prepared tec give talks ound
- interact with parents and colleagues regarding
the value of Bilingual Education. Therefore,
these school-community relations competengies
should be explicitly.acquired in the training
programme, especially now that individuals in
Nigeria are only beginning to realize the

Importance of bilingual education.

$.3 TImplications of Findings for Bilingual

Teacher Education

It was the contention in this study that a
package of competencies unique for training

bilingual teachers would emerge at the end of



o~y 295
this study. While the competencies presented

in this study were not meant to be an
all=inclusive list of items, they nevertheless
served 8sa mucleus for the development of a
bilingual teacher preparation programme. The
implications of these findings for bilingual
teacher education in this country could be
summarized as follows:
1. A new teacher preparation programme in
+ which trainees' language skills in the two
languages are developed needs to be |
established. 1In addition to developing
language skills, trainees in the new
programme would have to learn about
language use in education., - o € 
2., Students in the new programme have to be
trained to teach all releﬁant primary school
subjects in two languages both
simulfaneOusly and successively. This
implies that they should be able to teach
content exclusively in either a Nigerian
languzge or English or use both of them
in the same lesson if the situation so
demands. .
3. In addition to teaching content bilingually

or monolingually, the étudents have to learn
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to teach the relevant Nigerian language as a

first or second language and at the same

time learn to teach English as a Second

Language (ESL methods).
Students in the new programme have to be
trained to develop new bilingual instructional

materials and adapt existing ones to meet the

specific objJectives of the recommended

bilingual programme. This skill is of

crucial relevance especially as there is

| likely to be different kinds of primary

school bilingual programmes in this country

for some time to come, so trainees would have

"~ tc be prepared to respond to the needs of

children in both transitional and maintenance
programmes. | o

The students have to acquire new skiils for
testing children in two languages either
bilingually or monolingually for placement
and promotion purposes. They have to learn
to construct and evaluate diagnostic,

achievement and proficiency tests in both

- TESL and Bilingual Education. In this researcher's

opinion, it is pedagogically sound to test pupils
in the language{s) in which they were taught, and
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for teachers to do this effectively, théy'have to be

trained to do so.

Students in the programme would ﬂave to develop skills
that sensitize them to children's language and affective
needs, especially as some children under their care would
be learning in a Nigerian ianguage that is not their
mother tongue,

Trainees have to be prepared to effect smooth transition
from the Mother Tongue to English or any other language
as specified by the goals of the BE programme. Of
crucial importance, in this regard, is the teacher's
ability to respond to children's language needs during
the tranéition period to avoid educaticnal trauma and
culture shock.

The trainees would have to be explicitly prepared to
deal with children from different cultural, linguistice

and socio-economic backgrounds. The heterogeneous nature

' :of Nigerian primary school classes could make such great

9.

demands on primary school teachers that those who have
not been adequately prepared to handle such complex

situations could further compound the already existing

- learning problems.

The students would have to dévelop skills that -

“help them to interact with colleagues, parents and
. ¢ommunity members on matters relating to bilingual

. education and bilingual education policy. The existing

language policy stated in the NPE (1981) has generated a

~ lot of emotive arguments especially among minority language

speakers., Students in the programme would have to

“#y
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be sufficiently prepared to discuss the issue

professionally and contribute intelligently to
discussions about the topic.

10. In order to acquire a realistic academic and
professional experience, the students have to
acquire campus-based theoretical knowledge
and field-based professional experience. This
would enable them to see the relationship
between theory and practice in actual learning
situations.

On the basis of these findings and their
1mplicatibns for bilingual teacher education,

a number of recommendations are made.

5.4 Recommendations

In the light of the aforementioned observations
the following recommendations are made:

1. The bilingual teacher preparation programme
developed at the end of this study should be
tried out in a pilot training situation with a
view to determining its strengths and weaknesses.
The outcome of the pilot programme could be used
in developing full bilingual teacher training
programmes in established institutions, possibly

across the nation.
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Attempts should be made to redesign existing

teacher education programmes to include
bilingual education courses meant to produce
highly qualified bilingual education experts
who would train others at lower levels.

This would preoduce a multiplier effect which
could help in providing adequate numbers of
this cadre of teachers for both primary and
adult education levels.

The results of this study should be
disseminated to the relevant government organs
concerned with teacher production and quality
control in matters relating to teaching
improvement at the primary level. _

For the purpose of ascertaining which
competencies or cluster of skills are needed
for teaching bilingual children in different
environments, this study should be replicated in
othef parts of the country., The results of
such studies could be tried out in piloet
training programues. | )

The instrument used in this study should
undergo needed revisions to add, delete, or
modify competency items in order to affirm its

reliability.
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There is a need to run workshops and organise
conferences to provide teachers and other
interested staff with up-to-date information
about bilingual education, o >
Since bilingual education is fast gaining
grounds in other parts of the world and the
phencmenon assumes different dimensions in
different countries, it is recommended that
personnel connected with bilingual education
in Nigeria could undertake educational tours
to familiarize them with bilingual education
trends and practices in other countries.
The goals and cobjectives of bilingual education
in the primary school should be clearly defined
in the National Policy on Education in a future
revision and attempts should be made to
speclfy the types of programmes that should
be established in different parts of the
country. Such unambiguous specification of .
bilingual goals and procedures would help
to curtail the present confusion obser§ed in
many primary schools.   .| o o
If and when bilingual education teachéfs are
trained and posted to schools, attempts should

be made to identify outstanding ones among
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them with a view to determining the

characteristics that make them successful.

Such information should be fed back to bilingual

teacher preparation programme planners in order
to improve training procedures.

At both the national and state levels,
governments could establish data banks for
collecting useful information from linguists,
sociolinguists, demographers and other related
workers to provide in-put into bilingual
teacher education programmes,

It vould be a worthwhile venture to redesign
existing teacher preparation courses to make
them competency-based taking cognizance of
the characteristics and advantages of
competency-based programmes delineated in this
study. o

Going by fhe findings of this study, every
primary school teacher in this country should
be trained as a bilingual education teacher,
therefore efforts should be made to educate
other subject teachers on the relevance of
bilingual education in the primary school,
Bilingual teacher trainers and supervisors

should be properly trained in staff development
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institutions to prepare them for their

teaching and supervisory roles.

5.5 Further Research

Although this study was mainly concerned
with surveying essential bil.ingual teacher
competencies, and the development of a primary
bilingual teacher preparation programme, other
related areas have come to light which reguire
investigation. Therefore, urther research
could be focused on the following areas:

1. A study of selected primary teacher preparation
programmes could be undertaken with a view to
aseessing the effectiveness of the products
of such programmes. The results of the
study would show the mismatch between teacher
training and actual needs of the programmes'
beneficiaries.

2. A study of primary :chool teacher language
needs could be carried out using classroom
interaction analysis. The results of such a
study would shed s-me light on the role and
characteristics of the effective teacher and
would add to the growing literature on
teaching effectiveness.
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A study of the effect of medium transition

on the educational achievement of primary
school pupils could he undertaken. Such a
study could include observation of the
teacher's role in effecting a smooth
transition from the first language to the
second language. |

A comparison of the educational outcomes of
transitional bilingual programmes and
maintenance bilingual programmes could be
undertaken. The outcome of such a study
would provide useful insights that could
help in the review of the current medium of
instruction policy.

Teacher preparation programmes in some parts

of the world have adopted the competency-based

teacher education model., A study could be
carried out to evaluate the effectiveness

of this training model in a multilingual
society like Nigeria, o

The language needs of primary school pupils
cculd te studied with a view to tailoring
teacher preparation programmes to meet these

specific needs.
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- Chapter 6

A MODEL BILINGUAL TEACHER EDUCATION PROGRAMME

6.1.C0 Introduction

As stated earlier (1,5), there were two.
major goals in this study: first, surveying
essential competencies needed for the preparation
of primary school bilingual teachers; second,
developling a training programme based on insights
derived from this study as a whole. This chapter,
which focuses exclusively on the second goal,
comprises the following components:

1. A review of the NCE Programme.

2. The training model,

3. A Bilingual Education Studies (B.E.S.)
syllabus.’ | -

4. A course implementation plan.

6.1.1 The Nigeriﬁ Cerfificate in Education
Programme '
In this section, the NCE programme 1s
reviewed with g view to obtaining insights into
its curriculum amd to identifying any deseripancies in
terms of this study's objectlves. The programme
has been reviewed by a few scholars, among whom

are Taiwo (1972); Afolayen (1978, 1982, and 1986)
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and Agboola (1986, 1987). According to
Afolayan (1978), the NCE programme owes its
establishment to the Ashby report of 1960
which expressed concern about the plight
of Grade Two teachers for whem there was
no provision for further education in the
system. The commissioners condemned "a
system which leaves the Grade two teacher
with little opportunity for further
formal sudy" (Ashby Report, 1960: 16).
In response to this observation, the
report recommended the establishment of
a Grade I teachers' course to upgrade
the professional and academic skills of
grade two teachers, but instead of a
grade 1 course the NCE programme was
established. The NCE programme was,
therefore, established for three main
reasons: (i) to upgrade the professional
skills of primary school teachers; (ii)
to fill the teacher vacancies in
post-primary institutions and (1ii) to
strengthen the staffing situation

in the primary schools.
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The entry requirements into the NCE programme are
the Grade two teachers certificate and the West African
School Certificate, For commercial and Technical
subjects, the RSA, City and Guilds and Federal
Government Craft certificate are considered. The
duration of study in the regular NCE course is
three years while in the NCE by correspondence
NCEce) it is five contact sessions of ten weeks
each spread over five years. The curriculum of the
NCE programme comprises Education and General
English as core subjecis, a minor and twoe teaching
major subjects as well as teaching practice which lasts
for twelve weeks. The teaching practice is conducted
twice, first in the second year for six weeks and next in
the third year for another six weeks, Students are
expected to spend twelve hours a week on teaching practice.
Education as a core subject includes history, philosophy,
. sociology, psychology and principles of education
and it is designed to provide necessary theoretical
background knowledge on which to base practice., In
addition to Education, all students are expected
to study General English which is a "Use of English'
course with a lower status than education but
which is designed to improve students® *a».
communication skills in English language.
Furthermore, each student is expected to study two

major teaching subjects which they are expected to
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teach after graduation, The contents and methods
of teaching each subject are taught in the same
department.

A majority v the A,T.Cs prepare their
students for ftezching at the Junior Secondary
School (J.5.8.) level; while eighteen out v-. . _
of fifty-two to be specific, include Primary
Education Studies (F.E.S.) geared towards primary
schoel teaching in their curriculum (Agboola 1987:
23). Below is the schedule of subjects and time
allocation of the regular NCE programme in ATC
Zaria and Kzno.

Hours per week

Lecture/Tutorial for

3 Terms
First Year
Foundations of Education ) 8
Educationzl Fsychology
Curriculum and Instruction 8

Teaching Subjects (Science/Lrts) 10
General English

Second Year

Foundations of Education
Educational Fsycholugy

Curriculum and Instruction

Teaching Subjects (Science/Arts) 10
Ceneral English 6
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Third Year

Founcztions eof kducation 8
Educztional Fsychilogy
Curriculutr =né Instructica 8

Teaching Subjects:

Science 12
Arts ' 10
General English €

The curriculum and structure of the NCE by
correspondence is slightly different from that of
the regular NCE course.' In the NCE by correspondence,
lectures are given during the contact sessions.uhile
Teaching Prccetice tekes place during the .
correspondence term, which is the nine mopfhs
between the contact sessions. Since itslmajor
vbjective is tu impruve the professional expertise
of practising primary schocl teachers, an additional
subject: Primary kducstion Studies (P.E.S.) is a
compulsory major subject for all students. The .
major sub-components of the P.E.S. include:
Foundations of Pre-Primary and Primary Education,
Primary School Administration and Primary Language
Arts. One of the objectives of the language
sub-component of the F.E.S. according to the 1987

Handbook,is to familiarise students with the concept

_"’.
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of Bilingualism and the implications of this for the

teacher (Tseja and Turton, 1987). However, an
examination of topics included in this subecomponent
indicates that the focus is on ESL Methods. Nothing
is mentioned about teaching content either in the
mother tongue or bilingually.

The foregoing review reveals that the NCE
programme is more specifically geared toward
preparing teachers for the J.S.S. level which is
in keeping with one of its objectives, but the
other objective of preparing teachers for
leadership positions in the primary school is only
being partially met by the few institutions
offering P,E.S. Moreover, the P,E.S. is not fully
meeting the needs of its beneficiaries,so there is
a need to redefine the goals of the NCE programne
to reflect present day realities. The present
researcher is aware of a recent attempt by
the Institute of Education, Ahmadu Bello
University, Zaria, in March, 19688 to review the
NCE curriculum and efforts made to include primary
methods, but no attempt was made to include
Bilingual Education Studies (B.E.S.), a very
crucial component that would prepare the NCE
primary school teacher to teach effectively in the
primary school, In order to take care of this

observed discrepancy, this study includes an NC
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teacher preparation model and a B.E.S, syllabus,
both of which are designed to equip the NCE product
to function effectively as a bilingual primary school
teacher, Both the model and the syllabus are based on
the findings of this study,

4

6.1.2. The Training Model

The training model is based essentially on the
insights derived from both the literature review and
this study's research findings. It 1s an attempt to
provide a framework for the implementation of a
bilingual treining programme. The model emphasizes
the interdisciplinary nature of the training of
bilingual teachers by showing the relationship
between the various elements of Language, Linguistics,

applied Linguistics and Education,

6.1.3 Purpose of the Model

In proposing this model, the researcher has the
following purposes in mind: |
1. It should serve as a blue-print for implementing
the bllingual education policy stated in the
Nationazl Policy on Education (1981), as it 1is
believed that one of the preliminary steps in
implementing the policy successfully is preparing
competent bilingual teachers {(Adeyanju, 1983, 1986;
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Aminu, 1986). Therefore, the
model provides a structure for
the development of both
pre-service and in-service
bllingual teacher preparation
progrénme,so that both primary
school teachers apd teacher
trainers themselves could benefit
from a programme developed from it.
It should help curriculum specialists
in perceiving the essential
variables necessary for lmplementing
a Pilingual teacher preparation
policy, when one iz formulated.
Hence, the model showé the various
steps that sheuld be taken in
translating such a policy from
statement into reality. It is hoped
that by presenting the relationship
between the various elements in the
model, currie¢ulum planners would be
able to visualize the problems
involved in developing a

bilingual teacher preparation programme.
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3. To direct attention ifBresearchérs to fhis
aspact of teacher training as a means of -
improving the quality of teaching performance,
For example, research efforts could be directed
towards competency evaluation with a view to
developing a scheme fur training teachers towards
the 1deal; identifying lanpuage needs of bilinpual
teacher trainees; evaluztion of the comprehiensive-
ness of the B.E.S. components; deterwmining the
relationship between related professional
disciplines and the Bilingual/Bicultural
Edﬁcation component; and evaluation of the
bilingual teacher produced from the programme.

In sum,the purpose of the model is to draw the
attention of the relevant arencies amnd in;ividuais to
different aspects cf the rrogr~mme, hopine that they
would pool their efferts topether to imdrove primary
school education in general throu, h incorporating
bilinmual teacher prepar-ti~n comnonents into exlsting

tencher preparation programmes.

6.1.4h Characteristibs of fhe Model

The model is intended a2s = general conceptual
framework for primary bilingual teacher preparation.
It includes the various elements that should inform

the implementation of a training programme. Hence,
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it could be described'as comprehensive, though by
no means exhaustive. It 1s based on the principle
of interaction, in which case major relationships of
the various componentg are clearly indicated by the
direction of the arrows (Fig. 6.1.,2). The principle
of interaction implies that it'is necessary to take
into account a number of elements and their
interaction in the implementation of the programme.
The model also assumes that the knowledge |
underl}ing bilingual teacher preparation is
multidisciplinary, hence the need to involve relevant
professional disciplines to.provide necessary
theoretical and przctical knowledge.

Implicit in the development of the model is
thé.underlying premise that the ideal bilingual
teacher should acquire certain personal qualities
which include intelligence, adegquate level of
education and emotional maturity (Strevens, 1977).
It is hoped that exposure to the right kind of
education and training will equip the trainee with
these qualities. Additionally, the trainee would
be expected to acquire relevant competencies which
enable him tc maximize learning and improve his

professional effectiveness. 1{**‘
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6.2.1 The Bilingual Education Studies Syllabus

The B.E.S5. syllabus, which is based primarily on

the competencies identified in this study, lies within

a2 larger training matrix, as shown in the model (Fig.

6.1.,2). It is basically a Methodology course in which

students are taught the rudiments of bilingual teaching

and classroom panagement techniques. In addition to the

B,E.5 course, students would be expected to take other

relevant courses in other departments as shown in Fig.

€.t2. It has five major components: language, culture,
pedagogy, curriculum studies and school-community
relations. A sixth component: practicum which is aimed at
providing practical experience in bilingual teaching is
included as part of the course. Students would be

expected to write a comprehensive exposition on the

objectives, structure, organization and administration of

bilingual educatlion programmes. The major objectives of
the course are: _ _ _

1., to prepare the NCE student to teach content bilingually

_ in the primary school; o |

2., to prepare the student fo teach monolingually in either

o the MT or English in the appropriate class of the

 primary school;

.3. to equip students'toldeal with problems of medium

" transition in the primary school;

'ﬁ; to prepare students to adapt and develop relevant
instructional materials for meeting bilingual children's
learning needs;

5. to expose students to bilingual classroom management

techniques;
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6. to sensitize students to cross~cultural issues
observed in the classroom and how to deal with
them including the problems of learning in the
Mother Tongue ;

7. to provide students with the opportunity to
practise a variety of techniques;

8. to provide students with sufficient theory to
understand the implications of choices that they
make ;

9. to provide students with an understanding of the
resources available to them e.g. local resource
persons, libraries, professional organizations and
professional literature; and

10. to prepare students to interact successtully with
community resource persons with a view to promoting

BE objectives.

An attempt was made to spell out instructional
preocedure and student performance but these are by no
means exhaustive. Provision is also made for continuous
evaluation of teaching outcomes with a view to providing
necessary input for programme improvement. It is
pertinent to point out, at this Juncture, that since
the syllabus is primarily intended for teachers who
should begin by appreciating the complexity of bilingual
education, the theoretical implications of the techniques
presented would have to be clearly explained.

Furthermore, trainees should be trained to generate
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technenes (Stevick 1972) for improving
teaching performance. Stevick (1972) defines
technemes as "small variations in a technigue
which result in improving the appropriateness
of the technique for learners, either by
challenging the faster pupils or by helping
the slower pupil.” In conclusion, the
researcher is aware that bilingual teacher
education is far too complex for a single;
syllabus to provide ultimate solutions to all
problems, so, it is hoped that the needs of
trainees and the experiences of other trainers
i would dictate modifications before adoption for

use.



318

6.2.2 AN BILINGU .

Subject Topic Content JMWMMMMMWMMW.\ Procedure | Materials mw«ww:wm .
roaumm.]ﬁ._.emm outcomes
ittt | == fal— e A oo Sl bl s LR e TH |
0S¢ © se, sion n Cw-}per cally]
Education Eﬁn@.ﬁuw (b) General students should -« | 2, Lecture | tional mﬁ.p«l the !
BEducation (BE) survey of be able te: 3. Assign-~ | materialsjcourse. |
BE philosophy (1) Define BE ment
from the point
of view of
language use in
education,
cogni tive,
psychological,
and cultural
developments of
children .
]
Bilingual | Language and Survey of At the end of the |1, Lecture. Ditto Ditto
Education language use in course, students 5. 1
Bducation education should be able to:|<* - 255~
focusing on: (i) identify the mwoa _
(a) Brief relationship d.mmﬂdm
historical between L0k
overview, language and
(b) BE policies in education.
various (1i) Discuss
countries, relevant BE
(c) Role of policies
instructional |(iil) Identify the
media in problems of
, education instructional
(d) Problems of media in
instructional educational
media in attainment.

education.
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Subject |  Topic Content Performance/ Procedure Materials Evaluation
Behavioural osm
- Objectives comes
Bilingual | Types of BE 1. Discuss various|At the end of the |1. Discussion| Relevant |Ditte
programmes, types of: BE lecture(s) 12. Lecture textbooks. .
Education programmes students showld: =
relating their |4. Demonstrate 3. Group work
practices *» knowledge of to allow
laid down goals different types for a
and objectives.| . eof BE thorough
Focus on programmes. mmwuds of
eﬁmumuwwogumnﬁ_ relevant
Maintenance 2. wwwwwwwm sl literature
programmes. weskness of on M_..m
2. Identify the transitional topic.
types programmes
prevailing in and the
Nigeria. problems pupils
3. Discuss Mﬂwawmnﬂmtwg
advantages and transitiof
disadvantages eriod
of each type. P g
Psycho- Language 1, Definition of ([At the end of the |1. Discussiong Relevant Ditto
lingui- Description language lectures, students |, 1. .ture instruca
stics 2 Characteristics should be able to:|~" * *ional
= - 1. Define language|3. Assignmentq materials.
g e in terms of its
NEEREE communicative
functions.

2.

Discuss methods|
»f documenting

children’s
language and the
content and form
of children's

language.
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TSubject

above in a BE

programme.

Topic Content Performance/ Procequre Materials| Evaluation
Behavioral of
Objectives Outcomers i
3. Methods of
identifying
children’s
language
disorders and
how these -
affect learming .
Paycho-  |Overview of | 1. General survey |Students should: (1. Questioning |Relevant | To follow
lingui stics] language of language and textbooks
mT learning acquisition 1. MMMMM%MWMMMG&S Discussion A
aorLeN. L1 and L2 2. Lecture
. Individual acquisition. , .
1 vasiation in 2. Show sai 3. MWMM% work:
WMMW.MN@ understanding observations
H.HON.HMBO@ of 12 learning of how
g, and how these children
ng B affect primary learn L1 and
(i) lsnguage school L2 working
1 aptitude education. in groups.
Mu: ___oﬁ.aﬂo:ﬂ
iil) age in
language
learning
. Language
interference
Implications of
1, 1] and 1ii

2
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Subject Topic Content mdmoﬂamsnm\mmzm<uocﬂmH 4 Procedure Materials Tvaiuation
Objectives of
outcomes
Psycho- Early 1. mwwwm of early Students ghould: 1., Discussion. mem<msw To follow at
1ingui~-| language anguage - jnstruct-|the end of
atics |learning learning. 1. Identify: (a) the 2. lecture. jonal the lecture.
goals of early language Assignment materials
2. The role of Jearning; and
language in (v) the functions of
primary language in primary
educaticn. education. ]
WW%%OI NHHW_.MI 1. WQHE&MOH of lSstudents should: 1. Lecture. MQHMMNSW To follow
=il Lo am:| = bilingualism: i pefine bilingualifm &% 2. Direct BXEhogS
Its individual a vm<nrcwwdmzwmﬁwo observation
nature versus group problem. of young
and bilinpualism. children
3 acquisi- Discuss how children 1earning
tion 5. First language| acquire the first WO :
acquisition. languare . 1an/uafes.
3 3. Second Ianguoge Identify situations in
learning. which the second
}. Simultaneous lanpuage 18 learnt.
acquisition of Distinguish between
two languages simultaneous and
in childhood. successive
5, auccessive acquisition of two
acquisition of Hmumcmnmmmmsn nwm»
two languages process O acquiring
in childhood. the second language-
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Jl
Performance/Behavioural Procedure |Materials Evalua-
Subject| Topic Content Objectives tion of
_ outcomes
-
Psycho=|Effects off 1. Bilingualism Students should: 1. Discussion.|Relevant To
WWMWMHI wWwwumcm MMWQWMM me 1. Discuss the_ development 2. Lecture. wwmwwsoﬁ foXlow
acquisit of bilingual children’s
guisition 1 aktlls + wu ) 3, Direct materials.
of language anguage = - 8 "SakIng observation
skills. cognizance of ! _ of young
intertanguage children
2. Bilingualism 2
and the 2. Discuss the effect of
emotional bilingualism vis-a-vis
development of socio=-economic factors
the child. in the emotional adjustment
3. Bilinpualism of the bilingual child.
and educationall 3. Identify the trend of
attainment. educational attainment of
li. Bilingualism the bilingual child.
and cognitive |L. Discuss the advantages and
development, disadvantages of
bilingualism on the
cognitive functioning of
r the bilingual child.
Sncic=- | Lanpuage |1. Language Students should be able to: 1. Lecture. 1. Relevant } To
linpui-| functions function 2. Micro- text- follow
stics |in the as an 1. Discuss various uses of teaching books.
classroom. instructional language in the classroom. to teach 2. A mini !
s medium (oral 2. Demonstrate how the specific classroomy
and written). teacher can help pupils to skills or a
2. For interaction overcome language problems such as practice
HM with teachers in classroom instruction. identifying labora=
and peers. learner's tory.
listening
~ problems.
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Subject Tepic Content Performance/ ———— T — o—y—
Behavioural tion of
Objectives outcomes
[ 3
3, Problems of f
' ineffective *
communication.
., Factors that
contribute to
compunication
gaps.
Socio- |Language - Students should: 1, Lecture 1. Relevant | To
Hﬂ%ﬂ:ﬁi L wwmﬂﬁdmw mMm 4n |1- Demonstrate a  {2. Micro- textbooks | follow
T ociety focusi working teaching |2. A mini
w:. i) lan Mm knowledge of to teach classroom
nnmmusm mmcmm Sociolinguistics specific or a
home mmwamm. and its skills practice
community etec implications such as laboratory
ke for BE. identifying
“.H.—.Kuu MM@IN‘H.GO’W& " o Hnmmﬂ.ﬂu.u..ﬁ. learners
different listening
wuuwwwwwoﬁog for varieties of a problems.
ge use given Nigerian

iii) language
change according
to geographical
locations.

iv) Communicative
competence as it
affects the
teacher and

pupils.

language and
rationale for
deciding on a
variety for
formal
education.
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ISubject] Topic Tontent wmw.moamuow..\ Procedure Material Evalua- |
avioura tion of
Objectives outcomes|
Socio- |The role . Bridging the tudents should be |1. Discussion |Relevant To
lingui~j of the gap between ble toz 2, Lecture instructional|follow
stics ﬂaﬂ:ﬁ. - NMMMOW_»E 1. Discuss the rolel, , 4.9 materials
i - rough >f the MT in -
primary the use of the sitacation classroom
education Mother Tongue. L * observation
. . Identify the of pupils
” WanManmn = problems of MT learning in
facilitating medium of the MT.
learning in instruction.
the MT.
. Attitudinal
and other
probhlems in
learning in the
MT.
Socio- | The role of . Reasons for Students should be | 1. Discussion {Relevant To
lingui<4 English in learning in 2 |able to 5 Locture instructional follow.
stics WMMMMMow ! second Hmnmﬁmm:_. Tdentify the 5. dctosd materials.
o . Protlems of problems of Y elnASroos
teaching and learning in a observation
learning in a second P w“_. =
second language! language and wmmwumsmmué
how to cope
. mw.wwmwaunﬁa ﬁﬂwwgmmm English.
identified in PODIENS.
2 above.




325

Subject Topic Content Wmﬂ%owam:QW\ Procedure Materials Evalua-
ehavioura tion of
Objectives
Socio- |Code~switching|Reasons for Students should be| 1. Discussion [Relevant To
lingui-]in the teaching and able to:, 5 LAGAINS instructionali follow
stics classroom Jearning in two 1. TIdentify th * materials.
languages " s WH . 3. Actual
simultaneously. TERDGENS. XOE: classroom
switching codes observation
2. Problems of at the primary "
code-switching level.
in primary 2. Discuss the
education. problems
3. Coping with associated with
the social classroom
problems of code-switching
classroom and how to deal
code-switching. with them.
Culture |Definition 1. Definition of Students should: 1. Lecture 1. Relevant To
and types culture. 1. Write a »€sumé |, — instructional] follow.
of culture 2. Different on different = SCUSS1on Imaterials.
) types of types of 3. Assignment 2. Locally
cultures cultures collected
) existing in materials
3. Identifying Nigeria. exemplifying
MMWMWMWW#»@ 2. Observe certain certain
and 2 cultural cultural
wnwwmﬁm:omm practices in practices.
the immediate 3. Films and
environment and mwwnmm on
QHWOEN their culture.

observations in
groups.
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to school
learning.

story telling.

Ccalturc Toric Content Performance/Behaviou-|Procedure Materials Evaluation
ral Objectives of outcopes)
Culture Manﬁpwwnmn 1. Theories of Students should: 1. Discussion. 1. Locally To
on of cultural collected | follow
ncwwwumu MH%MmMm:bmm versus| 1 * Mwwmwuwm mwwmmwmw& 2. Lecture. materials.}
problems eficiencies. 3, Field work:
and their |, pegcription of Samd 3n Rigeria: . 1 m&mmmsm
effects on | “° e 2. Discuss how to & suEvey & ERVPOONR
culturally- cultural
learning 1 deal with children
pluralistic from different behaviours
environments. cultural of people in
3, Problems of backgrounds. MMMHWMMMMMMﬁm
WMWNWMmumsMMW 3, Identify culture and later of
school adjustment shock sipnals those in
g oroblems .2 often manifested other
wmuﬁsmﬁw dmmmm in class. enviromments.
.a withdrawn and
3 manifesting
non=verbal
communicative
signals. .
Culturej Chilc~ 1. Child-rearing Students should: 1. Lecture. Relevant To
rearing practices in 1. Misciss chilld- 5. Micro- textbooks follow
practices Nigeria rearing practices teaching to w:a 11
and helr highlishting i) in their own demonstrate ocally
implica- differences. snviromarnts specific oowpmodmu
wwmwwwwoﬁ 2. How these ii1) in other skills e.g. materials.
learning affect school communities. the imparting
>e learning, iii) Demonstrate a of knowledge
stressing the knowledge of the to young
teacher's teacher's role | children
role. in relatine these through
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and socio-economic
problems.

parents involved
in their children'
education e.g2.
organizing open
day during which
parents come to se
their children's
work and discuss
with the teacher.

7

d
,_

Subj Topic Content Performance/Bebaviou= Procedure Materials Evalua-~
% ral Objectives .on.w.mumﬁwmr
Culture|Identi-~ 1. Factors to consider Students should: 1. Discussion. |1. Pupils To
fying in selecting texts. follow
cultura- instructional materials. 1. mew.mmemmoao Ty, JEUITE, 2. Relevant |
1ly 2. Samples of culturally- saterials 3. Assignment. ™" wouMd)owm
relevant relevant materials currently used ]
materials. versus samples of in ao:oo%u
foreign materials. ointing out
3. Adaptation of existing Pheir strengths
materials to meet and weaknesses
pupils' needs. )
Culture]Effects 1. Effects of cultural Students should: 1. Discussion. |1. Relevant
of and socio-economic - textbookal
cultural factors on language L MMWM&WMMSSO£ b . Pmo&ﬂdm. 2. Locally-
MMM»oI 2 %No.mw&mn&m of Sul Baca.. HIC ket o o
e o 1R1€ tal ot & " socio-economic Visits to materials,
economic paren Supp n problems as they some homes
factors language achievement, affect children's fnllowed by
. on 3. The teacher's role learning. classroom
language in helping children 2. Discuss methods discussion.
earning. overcome cultural of getting
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ﬁi Procedure

a model for
pupils to
emulate in
interacting in
a culturallya
pluralistic
classroom.

‘Subject Topic Content -~ Performance/ Materials |Evaluation
e Behavioural of
ObJjectives ocutcomes
Culture{Helping 1. Knowledge of Students shouid: 1., Discussion. _mmumwmaﬁ MOHH
children _ individual - : textbooks ollow
.. interact with differences. 1. UmaMbMdnmwwwH 2. Lecture.
’ children from 2 : certaln SK1i.l5 1§ 3 pemonstra-
other . Knowledge of e.g. acceptance Tion
_ basic human of children's *
cultures. X -
’ needsg e.g, viewg; providing
igve, opportunities
acceptance, for puplils to
belongingness, demonstrate
self=- individual N
actualization differences in w
et.c. and how a mini-teaching H
these can be class or a .
developed in a micro.teaching
BE classroom. lesson.,
3. The teacher as

-
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stories, oral/aural
drills; short
written texts
focusing on
certain language
signals.

2.

dealing with each
problem.

Observe young
children and
identify first
and second
language errors.

Subject Topic Content Performance/Behaviou- Procedure Materials Evalua-
ral Objectives tion of
Pedagogy| Language |1. First language Students—should: 1. Discussion. | 1. Relevant |To
teaching methods. 1. Destinstrate 9. Lecture textbooks.| follow
methods 2. Second language . language teaching 2. Local
methods. , Kk 3. Demonstra-
skills in actual resource
3. Acquisition of the teaching tions. netarials.
WnHNMMMWWM MMMHWM situations, first 4. Observa-
L. Implications of < on campus and tions of
* Hmmmc e use for later in the primary
mawmoﬂm< Lavionite primary school. schools
gt pridgh nguage > Tdentify the kinds both
&mw w wm omm. of literature that private and
children's children should be LEA schools.
g exposed to in order|
literature, drama — to develop their
ard role playing. language skills.
Pedagogy| Develop=}1. Identifying Students should: 1. Discussion. | Relevant To
ing & learners' language|, Identify possible |2. Lecture textbooks. follow
activi- problems. ‘ * <
ties to 2. Identification of WMMMMMNMQW#OUHmBm 3. Assignment.
deal activities to deal| v s I
WEEN vith language children and list
language problems, e.g. activities for
problems. dialogues, short
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“FESbJect

terminologies,
paying attention to
learning load and
transfer effects.

of poorly translated
materials.

Topic Content Performance/Behavioural Procedure Materials Evalua-
ral Objectives tion of
Qﬁdogmn
Pedagogy{Teaching 1. How to teach social|Students should: 1. Lecture. 1. Relevant | To
subject studies bilingually textbooks|{ follow
content in primary class s wﬁwﬂuw Mmmowwmm plan 2. Discussion. including
bilingually three. mw od<omma=m 1esion 3. Practical primary
2. Criteria for Soid Fe Mg Kog i demonstra- pupils®
deciding the aspect iven lsneuase e tion. and :
of the lesson: m ) d .:mcmw .m. teachers'
"Different - ABLIPEROn O texts.
Occupations in occupations mcmr as
Nigeria" to be Jumbering, mining,
taught in either WWuoxmaHdsHsm in the
wmeMmecmud NL or ndw the nemes of
ngiisn. tribes and towns where
they are found in
Enlish. d
Pedagogy | Translating|1. Translation Students should: 1. Lecturc. vcﬁpuwr&mxdm To -
materials techniques bearing and other follow '
fron in sind that direct 1. Translate some . 2e vﬂmmwummp relevant
English to translation is ﬂmammpmww from English APpiaite materials.
relevant sometimes not 5 wm d . N i tion.
Nigerian feasible. ‘ n o% ﬁwmw% an
language(s)] 2. Identifying the Mchqmzos ma coul moam
role of loan words dMWBWMOHMMMoM "
and locally-coined |4 pigcuss the effects
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Subject | Topic Content Performance/Behavi=| Procedure Materials Evalua-
oural Objectives Mpma of
3, Application of 1 & 2
in primary school
subjects e.g. science
subjects and
Tf Mathematics.

Pedagzogy] Methods [1. Identification of BE Students should: 1. Lecture. 1. Relevant To
attain- |z, mwmmmwmmwmbﬁg in |!- Demonstrate the |2, Discussion. SEEtIOOkE « | FoLlow
ing BE the L1. skill of . |3, Microteaching|?: Loc2lly
objec-= |3. Teaching children in bili smu,w m:m to ﬁﬁmﬂunump
tives mixed language, 1i.e. 12 RENEY demonstrate WRarSab.

L1 and L2. £ the skills
k. Teaching exclusively in 2. Hnmwwwh% .Smm discussed
the L2. ﬁu.mw il under
5. Identifying problems of ﬁwémﬂ_ﬁo: content.
medium transition. ) :

Pedagogy| Asses- [1. Goals of language . {Students should: 1. Lecture. Relevant To
sing ! assessment in a BE 1. Demonstrate 2 ‘Discussion: dmxﬁgo.xm and| follow
learners programme. Enouled £ h lanuage
language 2, Methods of assessing ﬁ:aﬂ mﬁmm OHH OWl13. practical testing
compe- langzuage needs in L1 e wwxmw mu Demonstrationd mechanical
tence and L2.focusing on mm._.mwu_.snmrm g devices e.g.

the four language De & m tape
skills in each of the [2° x:%ww PMM MH recorder.
SO Sngiagen, how to test

pupils

literacy.
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.mﬁ&umo& Topic Centent Performance/Behavioural | Procedure Materials |Evalua=-
ObJjectives wwmwomm
. 3. wmmoﬁﬁbﬁuon of °* skills in L1 and L2.
.ansuage
Assessment
Battery
currently being used
in other parts of the
world and how it can
be adapted to meet
local needs. - NE—
Pedagogy| Evaluating 1 Developing test items|{Students should: 1. Lecture. Relevant |[To..
: learners' to evaluate both 1. Develop locally 2. Discussion. textbooks |follow
progress content and language. relevant tests based
using 2.. Identification of on. hietr knowledse of 3. Practical
various existing tests and standardized dmmmm work.
kinds of neo=-piagetian tests =
2. Utilize these tests
tests. and how these can be with 11
adapted to meet real learners
local needs in a BE wmaamdoﬂaHMMHMmpua»w%
and reliab Y.
programme. sl
Pedajgogy} Contimuous| 4, Existing policy Students muozwnm 1. Lecture. National |To R
s regarding contimious |4, Identify the problems| 2. Discussion. toliey el
programme its implications in Nmzmwmmmmwpzm 3. Field work [Educa-
a BE programme. spsessimant B to find out [tion and
2% Need to test content BE ORraNDe how other
knowledge in the Pk i contimous |relevant
' assessment |materials.
problems and is currently
being
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Subject Topic Content Performance/ Procedure .xﬂmmmwmwm Evalua-
Behavioural o tion of
Objectives outcomes
specific language } implications of conducted in
in which it was conducting a the primary
taught including tfinalt examination] school.
conducting at the end of
bilingual tests. the primary school
3. Danger of career,
assessing
learners in .
English only,
. for example the
i problem of the
national
common entrance
examination.

Pedagogy] Determining 1. Construction Students should: 1. Lecture Relevant To
educational and evaluation {4 practise 2. Illustration| beXtbooks follow
readiness of of diagnostic, constructin of the
pupils to achievement and different & different ™
learn in a proficiency kinds of Kipds of —
gilven tests in BE. tests in a tests.

language.

2. Criteria for
determining
readiness to
learn in a
second language:
a mixed
language or in
the MT only.

mixed language,
. in the MT and
[ in English,
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Subject Topic Content Performance/ Procedure Materials Evalua-
Behavioural tion of
_ Objectives puteones.
Pedagogyl Tratning in | 1. Techniques ef Students should: 1. Lecture Relevant To
“MwwmmﬁH¢5 self-evaluation. 1. Develop a self-| 2. Discussion textbooks follew
i ; 2. Identifying evaluation .
n a HE specific skills rofcrma and 3. Practical
teaching pe P a a demonstration
context that help . practise using .
* teachers to - it In a
- improve their -microteaching
| teaching - lesson (i) wi
performance. wmmﬂ group and
3. Pupils® role in wau with real
evaluating ~learners.
teacher
performance,
BE Designing a | 1. Foundations ef {Students should: [ 1. Lecture Relevant To
| B cutim | mesn ™™ [1. critigue a e f 2. Discussion | pIEiTISy eneTeteN
studies 2. Various 3. Practical B T
* components of a 2. Discuss the demonstration
a0 gads | ghiE,ef e
: and objectives ~ components.

(ii) selection
of learning
experiences and
content.

(iii) teaching
procedures

(iv) Evaluation
of outecomes.
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Subject Topic Content Performance/ Procedure Materials Evalua-
Behavioural tion <f
Qbjectives
BE Implementing| 1. Assessing the Students should: |1. Lecture. Relevant To
Curri- a BE n,E.-.uncHi. in 1. Discuss ways of|2. Discussion textbooks follow
culum curriculum terms of implementi in groups
Studies learners' needs. Hhe nﬁa.ﬁnumi. =
. Strategies in BE
curriculum 2. Identify
methods of
implementation. evaluating
. Evaluating outcomes.
outcomes. 3. Suggest
. Innovation based| possible
on learning innovations.
SULEONes. _w. Discuss danger
of too
frequent
curriculum
revision.,
Sthool- | The Role . Identification | Students should be| 1. Discussion Relevant To
Communi+| of the of areas of able to: 2. Lecture »umwﬂzogodm”_.‘ follow
ty Rela-| Cemmunity in co-operation 1. Identify areas - materials.
tions the Imple- between the in which the 3. Group work
mentation off  commmity and | commmity could] RP."E°
a o gua co-operate with
programme . primary school. the school. co-operation
. Strategies for 2. Discuss
mm Mwnﬁu..m% e strategies for
= getting the
involved in a communi ty
EE programme. involved in
schocl

activities.
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Subject Topic Content Performance/ Procedure Materials Evalua-
i Behavioural tion of
Obdectives == gutcomes
School- | Exploiting 1. Identifying Students should: 1. Lecture. 1. Relevant | To
Mw_uﬂww-wu Mdoﬂﬂ..ﬂhdww %o Wmﬂﬁnﬂww 1. Identify local |2. Discussion. textbooks | follow
tions |promote relevant to e s Atk s 3. Field work: | °° romtmﬁ.
learning school learning.  oirkegaiie -
‘ places that visits to materials.
2. The Role of could be people and

Parents Teachers visitad or places of

Association centacied for interest.

(PTA) in tapping local

identifying BE resources.

FODOUTCES. 2. How te use the

3. The roleof local PTA effectively

artisans and for achieving

community elders BE objectives.

in promoting

learning o>f

local crafts and

skills in a BE A

programme.
School- | Giving Giving talks to: Students should: 1. Lecture. Identified Howw
omm - lks un ourc f w
SR e state | 1+ Bducatars. 1. Practise giving|2. Demonstra. el 040
tions of the Art’ 2. Parents and 8 .M tion.

vf BE. community nﬁﬂﬂbw y i

members on the HERETS_JEINS

'state of the a Nigerian

Art' of EE. language vr

Special mwmuumw om e

attention should] oy ° °

be paid to goals,
objectives and
and procedures
of BE.
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- — — o

Subject Topic Content Performance/ Procedure Materials Evalua-
Behavioural tion of
Objectives outcomes,
Practie ]| 1. Practical |1. Mini and Students ohiould: 1. Lecture. Relevant ukeo
cum Experience microteaching. . » instructionalj follow.
. 1. Observe actual |2. Discussion. naterials.
2. A BE 2. Observation of lessone; . 3. Group or
proyeck. MwmmMMooa 2. Observe "~ individual
BCELIAG . bilingual projects.
3. Observation of children in and
children. outside of
j. Field work. school;
3. Engage in mini
and micro
teaching

practice in
preparation for
full teaching
experience.
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6.3.1 Course Implementation Plan

In the course implementation plan, an atfempt
is made to distribute the topics according to
sessions taking cognizance of the fact that
certain areas must be covered before students
proceed on teaching practice. On close examination
of the plan, it would be observed that certain |
subjects such as SBociolinguistic theory and
Psycholinguistic theory spread over three sessions;
this is because the researcher is of the opinion
that such crucial subjects need thorough study, and,
50, should be given adeguate attention throughcut
the course. It is hoped that, like other relevant
components of the programme, the B.E.S. programme

.will spread over the whole period of three years
for the regular NCE course and five years for the
correspondence course. FPFurthermore, no attempt |

is made to allot number of lecture hours or credit -
- hours to each subject/topic because such a
s decision depends on a number of extraneous
factors such as the status accorded the B.E.S.
programme; the number of courses compulsory
during the whole programme period and the staffing
situation of each institution; all of which are
beyond the scope of this study. It is believed that
a flexible plan, such as the one suggested here, is

more easily adaptable in a new programme like the one

"F proposed in this study.

. [
B -
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6.3.2 A_Suggested Course Implementation Plan

Year I

Philosophy of BE

Language ani Educestion

Types of BE programmes
Psychedinguistic Theory I

1. Languesge description

2. Overview of langusge leerning

3. Early language learning

Sociolinguistic Theory 1
1. Language functions in the classroom

2. Language variation

Cultural Studies 1

¥ Definition and types of culture

2. ldentification of cultural problems and their
effects on learning

3, Crnilderearing prectices api their implicaticns

for scrhool learning. s

Pedagogy 1

Language teaching methods.

Developing activities to deal with language problems.
Teaching subject content bilingually.

Translating materials from English to relevant
Nigerian languages.

Methods for attzining EE objectives.



~ 3Lko
Curriculum Studies I: '

1. Designing a BE curriculum,

Scheol-Community Relations I;
The role of the community in the implementation of a

BE programme,

Year I

Psycholinguistic Theory II

1. Bilingualism: its nature and acquieition

2. Effects of Bilingualism on the child's coverall

development,

Sociolinguistic Theory II
The role of the MT in primary education
The role of English in primary education

Using L1 and L2 simultaneously in the classroomn

Cultural Studies II:

1. Identifying culturally-relevant materials.

2. Effects of cultural and socio-economic factors on_.'

language learning.
:_3. Helping children to interact with children from

other cultures.

Pedagogy I1I .
1. Assessing learners' language competence

2. Evaluating learners' progress using various kinds
of tests.

pap

-

: _-.}r .
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3. Continuous assessment in a BE programme ,
j. Determining educational readiness of pupils to
learn in a given language.

5. Training in self-evaluation in a BE teaching context.

Curriculum Studies 1I:

Implementing a pE curriculum,

Schocl;Community Relations II: |

1. Exploiting community resources to promote 1earning;

2. Giving talks on the state of the Art uf BE.
Teaching Practice.

Year I1II . W

Advanced Psycholinguistic Theory
1. Problems of teaching/learning bilingually based

on students' actual teaching experlence.

Advanced Cultural Studies: _ .
Cultural problems observed during teaching practice and
suggested solutions. |

Development of culturally-relevant materials.

Pedagogy: = : L
Problems of teaching 11 and L2.
Problems of continuous assessment in a BE programme as

observed in actual teaching situations.
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Curriculum Studies:

Evaluation of a BE curriculum.

School-Community Relations:
Practicum.

Final Practical Teaching.
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Appendix A

Institute of Education,
Ahmsdu Bello University,
Zaria. o _

1L4th April, 1987,

Dear Teacher/Student/Tutor/Lecturer/Supervisor,

As you are aware, much hes been said recently
about using the child's Mother Tongue or the
Nigerian lznguage of the wider community to teach in
the primary school and English at a later stage.
This practice is referred to as bilingual education
(i,e. learning in two or more languages). The aim
of such a practice is 10 help the primary school
child to learn effectively in a language in which
he is fluent. In deoing this, we believe that the
primary school teacher should be properly trained
t0 teach content or subject meatter in any of the
two languages as the need arises. Such a teacher
is & bilingual education teacher.

As our contribution to this innovative practice,
we are conducting a survey aimed at identifying
the abilities/competencies that such a primary
school teacher needs to acquire in order to do his/
her job effectively., We therefore, request you to
complete this questionnaire as truthfully as you
possibly can. The information thus gathered will
certainly help us to plan a2 bilingual teacher
training programme, It will most definitely not in
any way be used against any individuals. As you can
see from the items in the questionnaire, you are
not at all required to give any infermation about
your private life., However, if you still prefer
complete and strict confidentiality, you need not
write your name on the questionnaire. This will
be relevant only if you need a2 summary of the
findings of this study.

Thank you very much for giving so much of
your time.

.. Yours faithfully,

Enc: Questionnaire.



386

BILINGUAL TEACHER COMPETENCIES FOR PRIMARY
SCHOCL TEACHERS 1IN NIGERIA: OPINION SURVEY

Instructions

Below is 2 list of bilingual teacher competencies

or skills that we think a Nigerian primary school
bilingual teacher should acgquire in the course of
his/her training. A bilingual teacher is one
capable of teaching in two languages i.e. English
and a Nigerian language. For each item listed below
please circle the answer which best shows your
feeling about the necessity for the knowledge,
ability and experience required by bilingual

teachers in terms of:

3 = Essential Competency {(i.e. most necessary for
a teacher using twe languages to teach).
2 = Deslirable but not essentiasl for a teacher
| using two languages to teach.
1 = Neither desirable nor essential for & teaéher

using two languages to teach.
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The Effective
Bilirguczl
Teacher should
Demonstrote:

Essentizal
Competency!

Desirable
but not
Essentizal

ot
Desircble
nor
Essential

A -

1.

ARTSTTAME
L'...-.J'\..'\ J
|

Vo Ll

- ek e d

Knowledge of
learning
theories
relevant to
teaching in two
languages.

Ability to
speak English
and the pupils'
native language
or the Nigerian
language being
used in
education
fluently.
.r:.ilA-:..J «C 1\-(.1.:
English and the
relevant Nigeriac-
language fluently.

Ability to write
English and the
relevent Nigeri:n
language fluent.y.

Ability to
distinguish
between standard
and local
varieties of both
English (e.g.
British, Ameri:an
and Nigerian
English) on the
one hand, and the
varieties of “he
Nigerian lang:age
{(e.g. Keno versus
Sokoto Hausa
dizlects).

(3]
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The Effective
Bilingual
Teacher should
Demonstrate:

Essentigl
Competency

Desirable
but not
Essential

Not
Desirable

nor
Essential

6. Knowledge of the
sound system,
grammar, vocabulary
of English and the
relevant Nigerian
language as much as
possible.

. Ability to assist
pupils in learning
the four language
skills of listening,
speaking, reading
and writing in
English and the
relevant Nigerian
language.

Ability to apply
teaching techniques
appropriate to
bilingual education
pupils (i.e. pupils
learning school work
in two languages.

. Knowledge of the
historical
development of the
English language
and knowledge of the
historical
development of the
Nigerian language
used in education,

10, Knowledge of
Sociolinguistics

(i.e the study of the
use of language in
society, including

language change and

language in Education).

¢-2
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-

The Effective
Bilingual
Teacher should
Demonstrate:

Essential
Competency

Desirable
but not
Essential

Not
Desirable
nor
Essential

1.

12

13.

0.

B.
15.

16.

Knowledge of the
functions of
language in the
classroom, i.e. for
expressing knowledge
learnt by pupils.

Knowledge of how
children learn their
netive languages and
any other language.

Knowledge of the
difficulties
children are faced
with when learning
through another
language.

Ability to develop
activities to deal
with language
problems.

CULTURE COMPETENCIES

Ability to help
children interact
successfully with
children from many
other cultures.

Ability to help
pupils overcome
cultural problems in
learning through
English and a
Nigerian language
sometimes not their
own,
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The Effective
Bilingual
Teacher should
Demonstrate:

Essential
Competency

Desirable
but not
Essential

Not
Desirable

nor
Essential

17,

.

19.

20,

21.

e 4

23.

Knowledge of
child-rearing
practices in order
t0 understand
learners' behaviours
in the classroom.

Ability to identify
the cultural
Ssimilarities and
differences among
the various ethnic
groups in Nigeria.

Knowledge of the
effects of cultural
and socio-economic
factors on the
pupils' general
development,

Ability to identify

culturally-relevant
materials.

PEDAGOGY _COMPETENCIB3

Ability to evaluzate
existing materials ¢rd
adapt them to meet

puzils' specific nee¢cs.

Ability to translate
materials from Engl:'sh
to the Nigerian
language used in
education,

Ability to teach
subject matter in :oth
English and the
relevant Nigerian
languages.
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The Effective
Bilingual Teacher
should Demonstrate:

Essential
Competency

Desirable
but not
Fssential

Not
Desirable
nor
Essential

2h

25,

Knowledge of
methods for
attaining bilingual
education
objectives, e,g.

(1) providing
meaningful
education in
two languages,

(ii) preparing
children to
swltch to
English
completely as
medium of
instruction at
a later stage
in primary
education if
need be.

Ability to determine
the educstional
readiness of the

- pupils to learn in

g given language

‘which is not his/her

- mother tongue.

26.

27.

Ability to utilize
continuous
assessment as part

. of the overall

educational
evaluation of the

~¢hild.

Ability to assess
learners' strengths
and weaknesses in
their first and
second language.
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The Effective
Bilingual Teacher
should Demonstrate:

Essential
Competency

Desirable
but not
Essentigl

Not
Desirable
nor
Essential

28,

29.

30.

31.

32.

Abllity to evaluate
learners! progress,
using various kinds
cf tests,

Ability to assess
the effectiveness
of his/her own
teaching
techniiques

SCHOOL-COMMUNITY
RELATIONS

Ability to utilize
local community
human resources such
as parents, various
occupaticnal groups
to stimulate
effective learning
and the community
practical
involvement in
pupils' education.

Ablility to explain
the objectives,
goals and procedures
of bilingusal
education to parents
and other community
members,

Ability to share
with other teachers
and professionals
the methods and
techniques that have
been used
successfully in his/
her schools.
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The Effective
Bilingual
Teacher should
Demonstrate:

Essentizal

Competency] but not

Desirable Not

Desirable

Essential nor

Essential

33. Ability to explain
current issues and
policy in bilingual]
education.

o

Additional Comments:




3%
PERSONAL_INFORMATION

7. What is your official status?
Please tick whichever is the most applicable

to you,

a) A primary school teacher

b) An KCE student

¢) A Grade Two College tutor

d) An ATC lecturer

e) A primary school supervisor

f) Any other; please specify below

2. What is your highest academic qualification?

a) Grade Two Teachers' Certificate

b} N.C.E.

¢) B.E4A.

d) M.Ed.

e) Ph.D,

f) Any other, please specify.
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3. What is your feaching experience?

a) O=l years

b) B5-10 years

c) 11=15 years

d) 16-20 years

e) 21-25 years

f) 26-30 years

g) Above 31 years

L. Which of the fecllowing age groups do you

belong to?

a) 16-20 years

b) 21=30 years

c) 31=40 vesrs

d) }1-50 years

e) above 51 years

5.1 How many langueges do you speak?



5.2

5.3

EUI"
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Please list them in order of proficiency

Which of them can you read?

Which of them can you write?

Are you a language specialist?

Have you had training as a
primary school teacher at any
stage of your education?

FE

=~
D
0

=
(o]
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8.1. TIf you are a student, what is the name of

your institution?

Advanced Teachers! College, Zaria

Advanced Teachers' College, Kano

NCE by Correspondence

Male

Female

Flease send completed questionnaire to:

Mrs T.T. Imasuen,
Languages and Publications Division,
Institute of Education,

Ahmadu Bello University,
Zaria.
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Appendix B

Interview Schedule With Subjects for the Pilot

Study |
1. How did you find the questions on the

(a) Straightforward

|

gquestionnaire? '{?
Sl

{p) Difficult

(c) Strange . M

2. Which of the items on the questionnaire do
you think should be changed, reworded or

deleted? : HT
{a) Changed L
{b) Reworded
(¢) Deleted

3. Why? - a - E

4. What problem did you encounter in completing

the questionnaire? I

. illI

5. About how long did it take you to complete

the questionnaire? i
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€. Do you think that the questionnaire

addresses the issue of bilingual teacher
competencies comprehensively?

Yes No

{(b) Give reasons for your answer,

7. What modification or improvement would you

recommend in the guestionnaire?




