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THE PURPOSE OF ENGLISH LANGUAGE TEACHER
ASSSESSMENT IN THE ENGLISH-SPEAKING PRIMARY SCHOOL IN
CAMEROON

Introduction

English medium education in Cameroon

Following independence from Britain and
France, West and East Cameroon decided to
cometogetherdespitedifferences in culture and
language (over 250 Home Languages ({RL),
addition to severdhgudrancassee Alowbwede
1998, Kouega 1999), not to mention English and
French). All legal constitutions have always
upheld French and Eligh as the two official
languages of the countiyr practical as well as
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Training of primary school teachers in
Cameroon

Teacher trainees for primary sdhmxeive a
different training from secondary schoaihees
(see Appendix 3). They recdiebveen one and
three years of training depending on their entry
qualifications. Holders of four GCE O Levels or
the French equivalent, the Brévet Elémentaire
du Remier Cycle (BEPC), are trained for three
years. Those with six GCE [evel papers,
holders of areacher Grade Two Certificate or

political reasons (see Kouega 2002, Bobda 2004).those with one GCE A Level spend two years in

In addition, all government documents should
be in both English and French and as well as
being the languages of government, tieeglso
the languages for education, the media,
commercentracommunication and wider
communication.

ESL Young Learners must be prepared to

training, while those with two GCE A Level
papers in one session or holders tloé
Baccalauréat cover the programme in a year.

All three categories graduate as Grade One
teachers of general primary. The government
changed its policy to one of training only Grade
One teachers in 1996. So now, only Grade One

access not only the transactional and practical graduates are employedthy state and private

sides of Englistas in EFL.butin additionthe
whole range ofskills, abilities, cognitive
processesand the cultural nuances of the
language through space and time. English

schools. In the state sector a few Grade Two

and Three teachers still exist because they had
already been employed before the new policy,
when all graduates used to be employed by the

speaking Cameroonians, at school, are required state Every graduate applies to teach in his/her

to study the whole curriculum in English and

own area of origin. I f

learn French as a second official language area of originanother area that is in need of a

(Appendx 1).

The general goals in learning English for
Angl ophone pupils are
(Appendix 2) of the syllabus. These are the
themes which should, in theory, guide the
teaching of English to the pupils. In 1998 Law
No. 98/004 of 14 April was passed organising
the Cameroon educational system into two
subsystems, Endlispeaking and French
speakingAr ti cle 15 (2)
educational systems shaltegst with either
maintaining its specificity in methods of
assessment andrce i f i cat i onhed
final examinations that the differences in the
subsystems are apparent, but in classroom
assessent both systems are the same
(Appendix 4).

st
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teacher may offer to recruit the candidate. As for
the private schoglshey do not follow the
sta¢eded
particular gecifications.

Both state and private teacher training
institutions follow a common curriculum and
take the same final examination. With regard to
English language, pservice teachers are not
taught anything about language assessment
sathey dheyt chvarsomep genegal aspeais on
statistics and mathematics. In other words, even
though they are trained in language methods,

| this ¢does noh Ingludei gpecific assessment

approaches. For the most part, they seem to be
aware mainly of traditional assessment and know
little alout childfriendly or learnecentred
assessment approaches.

In Cameroon, most primary classes have only
one teacher who teaches all the subjects (across
the curriculum).Opportunities for irservice
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training and teacher development are sparse andlot of anxiety, stress and fear in many primary

intermittent, in most cases just once a year. The
training and staff development follow the

school children in Anglophone Cameroon.
Ngoh (2000:167) in describing some of what the

transmission model and the sessions are hardly primary pupil has to undergo says:

evaluatednor are implementation of training
monitored. Assessment does not seem to be a
favourite theme or topic oken to provide
teachersvith support and guidance, despite the
chall enges of t he ofnew
6sequencebd (see bel
examination at primary school level in the
present contextao).

Assessment and examination at primary school
level in the present context
At primary level, national examinations are
operated and run centrally by the Ministry of
Basic Education. There are no Key Stage
national tests during primary scheal is the
case in other countries such as the UK, New
Zeala and the USA. National assessments take
place only at the end of the primary school cycle.
Directions for schoolbased assessment are
given in a document published jointly by the
Ministry of Secondary Education and the
Ministry of Basic Educatiohhese @tectives on
assessment do mtifferentiate between primary
and secondary levels.

The highly centralised

nature of the

ow

Pupils in primary school areware of
examinations. They have been informed and
they know that if they do not work hard they
will fail their terminal .and their, promotiqn

BAmiTatioRs® rfgﬁur[}ast are Folliget yre?oeat
theclass and ih 2oMé& é]xttreme &db€ could be

dismissed frorachool

Promotion from one class to the next is a
major issue. The completion age varies as a
function of the number of years that a child may
be asked to repeat. A child might pass in terms
one and two but not be promoted to the next
class because he/she did natsga term three.

At the end of the primary cycle two national
examinations are taken. The Common Entrance
Examination is taken by children who aspire to
enter secondary, commercial, vocational and
technical schools while the First School Leaving
Certificde Examination (FSLC) is taken by all
the pupils to gain the primary cycle certificate.
Those who do not progress beyond the primary
school level would require the FSLC for most
jobs and apprenticeships.

In 1995 during the National Education

educational and assessment system is reflected incqrym an atempt was initiated to plan a policy

the general functioning of primary schools,
where for the most part the teacher ésdntre

of all activities (Ngoh 2000). The teacher is
perceived as aauthority that pupilhave to
listen to and pay attentido at all times. So,
apart from the fact

on Anglophone education in Cameroon (see
Tambo 2000). The Forum saw the birth of the
ONational Syllabuses for Espgeking Primary
School s {[2000).C%hie the genetal
curriculum policy is clearly stateden it comes

t hi@dssesknheRhe dewsdblis & rebhdrkadle’fdf S € N C €

can cause fear in children, the class arrangementits yague and unclear policy. Assessment is left

may wién the social distance between the pupils
and the teacher. Most teaching tends to be
teachercentred and veers towards lecturing or
transmission. The classes are makddy and
pupil numbers generally range from about forty
to sixty in state schools buaiore in some
church schools, making both teaching and
assessment a stressful experience for both
teachers and pupils.

Experience shows that not only puyplst
their parents especiallytend to value
examination and test positions very highly.
Parents r@ known to have withdrawn their
children (particularly girls) from school after
they fail consecutively in  promotion
examinations. Other children, particularly the
older ones, drop out of school rather than repeat
a class with younger children. Assessimiets
to affect pupils in different ways, and causes a

28

to t he di scretion of
Syllabuses for Englispeaking Primary Schools
in Cameroondé 2000: 18):

ASSESSMENT STRATEGIES

Although language skills are interrelated and
cannot be taught totally in isolation, they
should be tested separately. Therefore aural
tests, oral tests, reading tests and writing tests
should be done independently. The teacher
should use a variety of tests dssess
different competencigs[such as] multiple
choice [and] essays. The teacher should not
forget to assess the mastery of pronuncjation
stress, rhythm and intonation by the pupils.

NB The aforementioned [...] assessment strategies are

not exhaustivihe teacher should feel free to
complement them.
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For a syllabus spanning seventeen pages, Research problem

guidance onassessment is the mere four The present study is interested in investigating

sentences quoted above. The teacher is why teachersarry out classroom assessnrent

requested to ofeel f rEadiish {egsons dhere | ake noelyn tw@ natiohak

suggestions. In addition, the curriculuis ca  examinations for primar school pupils in

for affective and participatory methods that Cameroon, buthey are nonetheless bombarded

enhance critical thinking, but there is neither wi t h 0s®quenceo. Apart fr

a core document on assessment, nor any pre next level, it is not clear why teachers assess.

service training in Young Learner assessment Why do teachers carry out classroom

or any form of assessment, so it is not assessments in English lessons?

evident how teachers shouldldel these The researdr is also intested intrying to

guidelines, despite there having been chart a way for teacher development

suggestions that teachers should re programmes with regard tpractices and

conceptualise the notion of assessment. underying assumptions concernigfassroom

In practice 4 new Gassessmer_wt of Errwﬁalliﬂnguag6 Anglo honewa S
developed cai(Apped]dix m)g@qéaﬁgrgoﬁlasnnbﬁ ysc'Plo _é _|c§} of
bS®quenceo - for mal Hrﬁn ry sc oolﬂa_ssessmen% as ¢ont|nuo%s
assessamt which comes up at particydariods asbess Enﬂuﬁ_ 1S o‘fonﬂ’oﬁ’u it Ratiett “are
and dates during the academic year: the aware of the implicationsencethe need for
cumulative score determines alpuipis r’ 0 mot(?aCher development: :

pups — p A RuPhber of studies have been carried out

to the next clas§he assessment policy was a on the purpose of teacher assessment (see

way of reducing mass failures, repetitions and Sebatane 1994. Haikins and Rixon 1997
schooldropout. It was assumedathonly one T '

X ¢ ¢ di dTorrancei and Prﬁ/r 19%§eaDickin and .
examination a t1erm ' YGarlin@r 200(5,9Va(1qge26 ,-R#kins G NETOS
potential nor abilitythis quasshift of erstwhile Clarke 1998, Lynch 2001, and Cheng et al 2004)
assessent was probably an influerimem the but not all have been concerned with the

theoreical framework of the syllabusee : . : :
Appendix 5) underlying the new English '::%6;32;29 of primary English language in an ESL

speaking primaryschool syllabuses The
theoretical frameworKocuses among other Methodolo
things, on oOimproving ﬁﬁpﬁngaﬂgd¥re§b§n8eﬁtse standar dsao,
ominimizing failuresod, The k#nfl€ thdt PatiiphtedCir® fliRgedutetie ¢ Y
based assessment me t h o glissflonnair® (ApfendiX tafas nsatleCUp ofd S
these for a Opar 4Gippsy m prinbry §chool iteBehedsSHore thé RURtH West
1994 pose a huge challenge to teachers. For province (NWP) and South West Province
example, how are they tocanceptualise the SWP). As pointed owtbovei n 6 Tr ai ni ng
purpose of assessment grimay YAodlltedchdrsNirhCa rColoun’ 65,€ 9 9 % ¢
content for certificatthemvereGladea edttheds WRhdRath&ndfuk N d
omastering course cont Beihg Grade 2. TeaRHING ©xXpdriéhded spanPdd e a r
at the bottom but experience anul earlier from 3 to more than 11 years, with the majority
research S'[Udy (Tante 2000) indicate differently. of the Sample having taught between 6 and 10
The certification and achievement functions of years, showing the study sampleinvased of
assessment would seem to be the order of the teachedevek)pment programmes Constam|y
day to the neglect of the improvement of pe abreast with new issues in the teaching,
Iearning function. Teacher assessment, it can be |earning and assessment of Eng“sh |anguage_
seen, has mampallenges, sometimes complex, Moreover, the teachers represented all 6 primary
and fafreaching consequences on young schoollevels, to find out if there were any
learners. differences ithe purpose oteacler assessment

Bearing in mind the foregoing literature, practice.
then, this article investigates why teachers carry  Convenience nerandom sampling was
out classroom assessiseim English language chosen for the sample selectidmecause

lessonsn Cameroon. In order wordshat is  teachers wanted a tip from the researcher and
the purpose of teacher classroom assessment inhjs assistants before taking part in the research.
English lessons To avoid this unethical research conduct, only

respondentsvho did not ask for tipsvere
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included in the sample. Agairwas difficulto
convine the teachers about the benefit of this
research for learning. Furthermore, the

researcher was supported by Cohen et al (2005)

whoargued that this method of sampiggalid
for a small scale research projbere no
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research assistants, the areas from which they
originated were also taken into accounsudls,
they had a friendly rappavith therespondents.

The questionnaire opens  withthe
demographic and professional background
information of the respondents. Next, the

attempt to generalise was desired. Such a samplequestionnaire is divided into four parts and a
can prove adequate where researchers do not general section. Before Part 1 (whinrers the

intend to generalise their findings beyond the
sample in question. Moreover, Pryor and Lubisi
(2002) llwamn 2009 anStloeir empirical
studies on South Africa and Namibia applied
similarsampling techniques. In the absence of
generalisabilityf the research results, | wanted
the research to be representative of the school
typesteachers and pupils.

270 guestionnaires were distributed to the
respondents but 8 were deemed unusable
because they had not been completed to any
useful standard. Consequently, 26&5 the
sample size of the respondents. From 12 schools
in the North West Province 8 teachers were
drawn from each of the schools giving a total of
96 teachers. Still in the North West Province, 8
schools had 7 teachers drawn from each of the
schools making a total of 56 teachers.

Meanwhile, 5 schools from the South West
Province supplied 8 teacheliading the sum to
40 respondents. Another group of 10 schools
provided 7 teachers from each school giving a
total of 70 teachers. The reason why the number
of respondents in one area is bigger than the
other is because the NW Province (Bamenda
Central) hasnore schools (91) than the SW
Province (Buea Urban) (64 schools) and the
former is a more populated town.

present study), there is a textbox talking about
the meaning of assessment, kinds of
assessments, and results of assessment. Part 1
seeksto find out why teachers carry out
classroom assessments in English lessons. For
this question there aaghtchoices which could

all be ticked (Appendix 6, Part 1) The
instrument also seeksot gather information
aboutwho is provided with assessment results, if
the assessment purpose of assessment influences
assessment activity, if respondents agreed that a
the end of the year children should be assessed
formally at the end of each term and whether
results from assessment activities are useful to
the respondents.

Data analysis and findings

The data for this study was analysed using
percentage distributiomith the missing values
noted and explanations given. The results were
then crosgabulated.

Item 1 of Part 1 asked teachers to give
reasons whyhey carried outssessments
English lessons. There was also provision for an
open response questigAppendx 5, Part 1,
Question 1). Results gmesented in Table

Table 1 : Reasons Primary teachers carry out
assessments in English language lessons

As for the type of school that respondents
came from, state teachers were by far the
greatestmaking up 162 of the sample. Mission
and private schbteachers accounted for 50 in

% of all those
who

each school type. State teachers were the
greatest number of the sample representing the

state majority in education (62 state schedls,

Responses Frequency | nswered the
questionnaire
valid 1 Promotion 176 67
exam
2 End of erm

172 66

exam

mission schools and 40 private schools in the
research area).

3 Information on
DODPEI 08
achievement

136 52

Research instrument - Questionnaire
Due to the fact that the locations of the research

4 To form part of
A OAAT OA
progress

136 52

were far apartthe Anglophone provinced0
research assistants were trained to help with
administering the questionnaires. They were

5 Feedback on
planning for
teaching and
learning

135 51.5

selected on the basis of their education. They
spent a Wwole morning learning about the

6 Information for
administrative
purposes

127 48

research, how the questionnaires were to be

7 Mativation 125 47

distributed and what to say to respondents with

a question or a worry. While choostheg

8 Information to

parents 119

45
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The first two responsdbge promotion exam (1998: 15) conceptual approaches to classroom
and end of term exam, dominate as reasons why assessmemwhi ch i s oO0convergento
respondents assess children. They do so for Pedagogic identity was next with feedback on
summative purposes before any other reason. plannng for teaching and learning with 51.5%.
The next reasenconcern information on pupil I nformation on pupilsd ac
achievementfollowed byr ecor d of pedagogid puwpose and had 52% of the
progressThe nformal trend of assessment is respondents. The third pedagogic purpose was

shown in fifth position with feedback on to form part of a ,record
planning for teaching. The last three purposes which was 52% of the respondents. This
do not seenvery important to teachersince reminds us of the divergent approach (Torrance
the percentages are low (information for and Pryor s 1998: 15) .
administrative purposes (48%), motivation Learning identity (assessment for learning)

(47%) and information to parents (45%)). had a lowpercentage of feedback on motivation
Assessment is not as important for providing (48%) but a high percentage manning for
information to parentsior is it considered as a  teaching and learning (51.5%) which calslal

high factor for motivating pupils. occu under this identity. Here assessment is for
To encourage he respondents to freely educatior{Lambert and Lines (2000: 5).
express their thoughtsan open response Question 3, Part 1, asked to know whether

question was askew give their own reasons the purpose of assessment influences the kind of
why they carried out assessment in English assessment activityable Zhows the results.
language lessons. Five of the respondents In Table 2can be seen theeffuencies of
mentioned reass which are importantor how much assessment purposes influence the
them: choices of assessment activities. Purpose of
assessment always influences 101 (38.5%)
teachersd choices of asse
teachers often come under a similar influence;
1 It helps to make lazy teachers sit up as 99 (37.7%) are in#uced sometimes and 9

well as lazy and slow pupils (Class 3 (3.4%) of the sampled teachers are never

teacher). influenced in deciding between the purpose of
assessment and choice of assessment activities.
A teacher who is well versed with assessment,
therefore, should not have any problem with
assessmenpurpose, but would spend time
1 To enablehe pupils work harder (Class contemplating assessment activity.

5 teacher).

1 To create competition among pupils
(Class 2 teacher).

1 To measure the attainment of the
children to find out how much they
have acquired (Class 4 teacher).

Table 2 : Assessment purpose influencing choice of

1 To enablgupils to regardducation as a assessment activities

source of employment (Class 6 teacher) Percent of all

. . R F those who

These reasons mentioned for assessing are esponse requency ' answered the

the sameaasmentioned elsewhere in interviews questionnaire
with the teachers. The pupils also kntve valid | 1. Always 101 385
reasonswhy they are assessehd there are > Often 38 145

effects of assessment on them which they

probably do not know are aggravated by the 3. Sometmes % ST
teachergTante 2009). 4. Never ° 34

In terms of the classification system of Rea Total 241 94.1
Dickins (2001 he t eacher sd r es p o n s Bisingvauglyp.7%h e
examined underthe different identities of After a statisticalescription of the findings
classroonbased  assessment.  Bureaucratic of Part 1 of the questionnaire about the purpose
purposes such as promotion exami end of of assessment in English language Esi$ds

term exam were mentioned by the largest important to analyse the risun the next
number of teacher67% and 66% respectively. section, with a view to language teacher
Another bureaucratic identity was information development.

for adminigtative purposewhich was 48% of

respondentsand information to parents was

45 %. This is similar to Torrance and Pryords
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Discussion

In-service training and teacher development

The main problem of this study was to
investigate the purpose of English language
teacher assessment in the Englsaking
primary schoal in Cameroon. From the
findings a number of suggestions and
implicationsmay be drawn with regard te in
service training and teacher development.

E”[D Vol. 13 Winter 2010

Formalcontinuous assessment whichlead to
the award of marks gradescan be used in
summative assessment and secondjoiog
informal continuous assessment which is
designed to monitor and encourage learning
progress need to be distinguished.

Without help from teacher trainers and
teaber developerst will be very difficult for

teachers to know what continuous assessment is

Teachers lack the requisite competence, ability )| about in full and how it works between
and skill in language assessment. They areformal and informal procedures. This would

expectd to assess without any -depth
knowledge of what constitutesssessment.

greatly help in knowledge acquisition of teachers
because many of them ard familiar with a

Teacher conceptualisation of English language sjgnificant number of the concepts dealing with

assessment is very limited; at best mainly y

traditional methods and procedutié®ere is the
dire need for a teacher development program

assessment .

Teacher so

language classroom assessment would also be

up-graded, through teacher development

which aims at keeping teachers up to date with programmes SO that in the short,teachers
the literature of English language assessment for would not percee anything to do with

Young Learners (YLs). This is primordial

assessment as meani

ng

especially because some of the teachers lackkind of formal assessment but the teachers

constant cognitively development.

Teachers have a restricted undeistgnof
assessment; they neeekédrnvice training and
teacher development short programmes which
would keep them abreast of innovations and
how to adapt them to their contexts. They lack

would bear in mind that the type of assessment
for learning is an egoing process. It has no
precise dates on the calendar like the
0 s ®q u eThix eib .definitely reduce the
hatred and fear for assessmespecially by
those pupils who are weak. It should be

adequate knowledge about conceptual issues remembered that much can still be done with

such as the role, feedbgoltrpose and function

assessment inthe classrodre s pi t e

of assessment. Teachers would be better jf there is the belief that assessment o s

practitioners if they tried to explore different

ways of assessment whose purpose is not always
convergent. For example, informal assessment through appropriate strategies, should emphasise

to different things or directions of the child.
Teacher developers and teacher trainers,

(divergent) does not seem to have a place in to in-service teachers and trainees that better,

these ¢ acher sd pedagogy
instructionabriented classroom assessment.
The findings of the study indicate a-te&nted

and examinatiecentred pedagogy. The system
is topdown, with teacherentred attitudes to
the benefits of assessment even wtien
teachers have the best interestsiiimd. The
resuls from the data suggest a momutine
and ritualised attitude to assessment because
the purposes serve a summative function
(6s®quenceod) . The
assessment serviiog learring, improvement or

mBré éxplicit! Written febdbacl@ dhould be made
in order to hlp the pupils especially as they
begin to understand the written language. Such
feedback can be helpfulgopils inrefering to
when confronted with similar language again.
Moreover, teachers could be made to
understand parental role in supporting the
ch | dés progress. Some
feedback to help the child at home when the

onl

,0s®que

par

feedback is complete and makes sense. Teachers

diagnosis. Using different strategies, such as prajsing or what theupil has to watch out for.

seminars, workshops, coaching, and

The aim too could be for language improvement

observations, teacher developers and teacher gnd monitoring.

trainers should endeavour to explain to beth in
service and pigervice teachers that there are
many purposefor assessment and ththese

Moreover, teachers could reflect on their role
in encouraging the competitive unfriendly rivalry
amongst pupils (see opamded question: Part

influence the choice of assessment activities. Itis 1 Question 1) and hawachers themselvas

the purpose that brings in the difference
between omgoing or daily assessment, that is

formative and formal assessment or summative.

32

inadvertently abetting sucdhehaviour from
pupils.This is a deeplngrained cultural factor
and change in this situation is a complex matter

dat geedtd R Yided Yrefdedback tHatittsho@id bed f
explicit, transparent and state what the teacher is

)
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but gradual efforts must be started to educate Sabatane 1994; Pryor and Akwesi 1898)

the teachersn the negative effect afch things think and express their minds and thoughts.
on the children. Teacher notion of assessment would need to be
Teachers have to be supported througletn re-conceptualised if learners are to improve,

and teacher development programmes to be progress and perim in English language as
abreast of government polioy assessment. It described in thePreamblé (2000:1), as well as
is very important for teacher development their practice, bearing in mind contextual
programmes to dispel from teachers the variables.

apparent comfion between the curriculum and This studyset outto investigatevhy teachers
the assessment guidelines. This is because thecarry out classroom assessmintEnglish
assessment guidelines talk of Continuous lessonslt also attempted to makeggestions

Assessment (CA)ut in practice continual for teacher development programmes in
assessment is encouraged instead in the form of assessment taking into cognizance the beliefs,
0Oseqgaence assumptions and practices @ameroon

The guiding policy on assessmkas to Anglophone primary school teachers with regard
encourage assessmédat learning not only to English language classroom assessment. The
assessmeuwfflearningwhich seems to be what  findings have shown that fdret most partthe
the O0sequ®nced6 does. | purposehoé assessment practised by teaclers ine r

development, teachers have to be conscious that English lesson i® a s s e soBemteunctat i on 6,
instructional assessment in the classroom hardly,0 as s e foerdairctat i ondé (see
constitutes legitine purposes of assessment. and Lines 2000: 5) The @ucational
The emph&pdnsesed®n malkes devaoprheatr(psocess) of pupils is not
stick mainly to what they are used to, that is immediately in the coeptualisation of teachers
collecting evidence through summative means of so much as educational product. In order to
test. Presently, a trial phase is going on in improve the competence and skill of teachers
Englishspeaking primary schools which make some suggestions have been made for teacher
promotion to the next class automatic for the development and training, which should initiate
first two/three years. However, teachers would reflection and flexibility in the way that they
need to be reriented to perceive assessment as conceive and practice classroom assessment in
part of the teachinigarning process, not seeing the English language classroom.
it only as the product of teaching.
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Appendix 1: Distribution of subject timetable inprimary school

Open

. . Two shift system
Subject One shift )

system Morning Afternoon Observation
1 English language 6h 30 min 5h 30min 5h 30min Classes 1-6
2 Mathematics 6h 30min 5h 30 min 5h 30min Classes 1-6
3 French 4h 30min 5h 30 min 5h 30min Classes 1-6
4 General Knowledge 1 hour 1lhour 1lhour Classes 1-3
5 History 1h 30min 1hour 1hour Classes 4-6
6 Geography 1h 30min 1hour 1hour Classes 4-6

Citizenship (Civics, Human )
7 Rights, Moral Education) 2 hours 1lhour 1hour Classes 1-6
8 SC|e_nce (Health Educat_lon, 2 hours 1lhour 1lhour Classes 1-6
Environmental Education)
9 Home Economics 2hours 1lhour 1lhour Classes 3-6
National Culture (Music,
10 Drawing, Drama, Arts & 1h 30min 1lhour 1hour Classes 1-6
Craft)
11 Physical Education 1h 30min 1hour 1hour Classes 1-6
Total 30hours 22h 30min 22h 30min
Recreational Time 4h 30min 1h 40min 1h 40min

Appendix 2: Preamble to the English Laguage Syllabus

The English Speaking Cameroonian Primary School pupil after six years of schooling would be able to:

University

1 communicate his feelings, ideas and experiences both orally and in writing, listen attentively to utterance, stories, news

items, instructions, poems and songs, and respond correctly to them orally and in writing,

communicate correctly his/her ideas, feelings and experiences orally,

read and understand authentic documents,

write correct sentences or/and texts,
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pass the FSLC [First School Leaving Certificate] and Common Entrance examinations,

integrate actively in society with ease,
behave well individually and in a group.

further his/her education,

lov 06 12:82

1
1
1

1
Appendix 3: Government Teacher Training CollegeBuea (GTTC) timetable
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Appendix4 Ti me table for O0Os®quenced assessments for
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