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MUSTER is a collaborative research project co-ordinated from the Centre for Internationd
Education at the Univergty of Sussex Indtitute of Education. It has been developed in
partnership with:
- The Indtitute of Education, University of Cape Coast, Ghana
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Financia support has been provided for three years by the British Department for
International Development (DFID).

MUSTER isfocused on generating new understandings of teacher education before, during
and after the point of initial qudification as ateacher. Its concerns include exploring how
new teachers are identified and selected for training programmes, how they acquire the kills
they need to teach effectively, and how they experience training and induction into the
teaching profession. The research includes anaytica concerns with the structure and
organisation of teacher education, the form and substance of teacher education curriculum,
the identity, roles and cultura experience of trainee teachers, and the costs and probable
benfits of different types of initid teacher training.

MUSTER is designed to provide opportunities to build research and evauation capacity in
teacher education in developing countries through active engagement with the research
process from design, through data collection, to anayss and joint publication. Principa
researchers lead teamsin each country and are supported by three Sussex faculty and three
graduate researchers.

This series of discussion papers has been created to provide an early opportunity to share
output from sub-studies generated within MUSTER for comment and congtructive criticism.
Each paper takes atheme within or across countries and offers aview of work in progress.
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ABSTRACT

This report analyses the curriculum for the initid preparation of primary teachers a the Lesotho
Nationd Teacher Training College NTTC), usng documentary sources only. The focus of
andyssis the Diplomain Primary Education (DPE). The sudy sets this new programme in its
higorica context and describes its Sructure and overdl design. The curriculum is then andysed
in terms of its ams and objectives, the content, pedagogy, teaching/learning materids and
assesament, to evauate the consstency and coherence of the curriculum Strategy. After a brief
generd overview, the four core subjects are andysed in detall. The andyss shows up some
incondgtencies. The overdl programme aims and objectives are couched in the discourse of the
reflective practitioner’ modd, but the individud course outlines reflect a more behaviourist
goproach.  While there are superficda smilarities across subjects, some are more interndly
consgent than others. The document says little about pedagogy, or about how theory and
practice are to be integrated. The study concludes by raising further questions that can only be
answered by studying the curriculum in action, asit is ddivered in the college dassooms.



CHAPTER 1

INTRODUCTION

11 Introduction

This report sets out to andyse the curriculum for the initid preparation of primary teachers @ the
Lesotho Nationd Teacher Training College (NTTC), usng documentary sources. Whilethe
College offers saverd programmes for various levels of the education sysem, the main andyss
isof the most recently mounted primary teacher education programme; the Diplomain
Education (Primary).

1.2  Rationalefor the Curriculum Analyss

Curriculum designers, reviewers and developers take into congderation the fact thet there are
various gpproachessmodds that may be followed in anadysing a curriculum. This sudy is based
on themodd first drawn up by Miched Eraut (1976), which identifies the ams, objectives,
content, pedagogy, and teaching/learning materids, aswel as assessment procedures, and
focuses on the relationships between them.  Setting thisin a broader context, the Sudy triesto
answver the following quedtions:

1) What arethe overdl amsof the programme?

2) How isthe curriculum desgned?

3) What areits historicd antecedents, what past and present factors influence its form and
content?

4) How hasthe curriculum changed over the last 20 year?

5) What characterises the different components of the curriculum — objectives, content,
pedagogy and assessment?

6) How are the curriculum objectives, content, pedagogy and assessment interrelated?

7) How do the components of curriculum rdae to the primary school curriculum thet they
are preparing to teach?

8) What are the ams of the curriculum for preparing English, Mathematics, Science and
Education?

9) How isthe curriculum organised to achieve these ams?

1.2.1 Sources

For the backgr ound review we have drawn on earlier reports (eg. Otadlaand LetsSe 1986,
Burke and Sugrue 1994, the NTTC annud Cadendars), aswell as on our own knowledge and



interviews with key informants. In anaysing the current programme, we have used the
curriculum document itsdf (NTTC 1997).

1.3  Higorical background

The roots of the current NTTC Curriculum only go back as far as the foundation of the college
in 1975, when there was an unusudly sharp bresk with the past. The college was set up by the
government, asssted by UNESCO/UNDP, USAID, ODA and DANIDA, with a dear agenda:
it was to be anationd, secular college, offering a“‘modern’ type of curriculum for both pre- and
in-sarvice training, which would meet the needs of the developing education sysemin Lesotho
(Otadla and Letse, 1986). As the college was built from scraich on a new dte, and few daff
members were tranderred from the seven old church-affiliated colleges it begen its life without
much carry over from the pagt in terms of traditions and assumptions.

So where did it draw its vigon and its practices from? NTTC was set up asa ‘project’, funded
externdly for five years, under an American director. As there were few Basotho who met the
criteria for gaff - a universty degree plus teaching experience - mog of the tutors in the initid
dages were expatriates, induding British, American, Danish and Dutch. The origind curriculum
therefore drew on current Western ideas about teacher education, strongly influenced by
competency-based, skills-oriented practices from the US, and by the behaviourist conception of
teaching.

In the beginning, the college offered three programmes: the Primary Teacher Cetificate (PTC),
the Secondary Teacher Certificate (STC), and the Advanced Primary Teecher Certificate
(APTC). In-sarvice programmes were developed later. The actud subjects derived from the
Lesotho Minidry of Education’s policies and were linked to the primary and secondary school
curricula. To encourage integrated thinking and collaboration between departments, the college
was organised into the following 6 arees:

Language Studies

Deveopment Studies (including RE and arts subjects)
Meths and Science

Professond Studies

Practicd Studies

Extra-murd Studies (induding internship and in-service)

* %k ok k k¥

The ams of the PTC programme can be summarised as to produce graduates with a sound
command of English and Sesotho for indructiona purposes, who have knowledge of current
teeching techniques, curriculum deveopment techniques, dassoom management skills and
educationd theory (Burke and Sugrue, 1994). It was thought thet to in order to produce an
‘effective teacher’, sustained periods of supervised school practice were required (Matsdla,
1986). The course was therefore structured on an IN-OUT-IN modd, whereby an internship



year was sandwiched between two residentia years & college. This structure had the further
advantage of providing extra teechers to underdaffed schools.

Within the college, teaching methods were supposed to be varied and teke advantage of

moden technology. Whole-group lectures (100-150) were to be followed by seminar
discussons for 20-25 participants, and tutoria groups of less than 10 were dso planned. Where
appropriate, ‘practica’ sessons would be run, and everyone did micro-teaching during Year 1.
Tapes, dides, cassetes as well as books were provided, but daff and Students were
encouraged in the early yearsto develop ‘ sdf-indructiond materids (SIMs) to provide locdly-
relevant sources for independent study. In preparaion for internship, ‘ subject kits' in the form of
short schemes of work and lesson plans, were made up. The am was that sudents should
experience interactive and independent learmning.

It was the intention to create an equa baance baween ‘content’ and ‘methods , with subject
aress as well as professond sudies teaching gppropriate pedagogic skills. Courses were
framed in terms of behaviourd objectives, and the assessment pattern followed this gpproach.
An Item Bank for objective-type and well as essay-type questions was set up.  Continuous
assesament counted equaly with end- of-term exams towards the find mark.

A Mosotho gaff member who joined the college soon after it started remembers exciting
debates among the internatiord faculty, with many quegtions being rased and different
viewpoints expressad, including concerns about the rdaionship of the curriculum to Basotho
culturd traditions; but she fdt that the assessment system, with its behaviouris assumptions,
provided the overd| framework for the teaching and learning. (Interview with Ntoi, 1997)

Affiliation to the Universty Faculty of Education in 1979 brought a further set of influences to
bear; the behaviourig tradition conflicted to some extent with the universty views. As many
NTTC graduates moved on to sudy a NUL, the universty was dso concerned to rase
academic gandardsin the study of subjects.

After the ‘project’ ended, the money available to finance this curriculum was greetly reduced,
which particularly affected the resource based nature of teaching and learning, but little was
done to develop the curriculum in more sustaingble ways A review and regpprasa of the
curriculum in 1986 brought out a number of criticiams and suggestions for improvement (Otada
& Lede 1986), but it seems that no sgnificant changes were made for some years, perhaps
due to changes in government and a somewhat turbulent period at the college with severd

changes of Director.

However, in the early 1990s, the Advanced Primary Education Certificate (APTC) programme
was phased out and replaced by a new progranme, the Diplomain Primary Education (DPE).
This new programme was intended to improve the qudity of primary teechers in the country.
The graduates should be able to take up leadership rolesin the primary education system, such
as senior teachers in large schools, principals of medium szed schools and/or resource persons



and modds of good practice. Specificaly, the programme aimed at improving student teachers
fedlity in Sesotho and English, developing their cgpacity for independent sudy and enhancing
their cgpabilities as change agentsin their communities.

This Diploma was a0 a three-year programme but unlike the PTC it dlowed student teechers
to specidise in two teaching subjects. In contrast to the PTC, the diploma students spent one
semester on school attachment. The purpose was to dlow student teschers to observe
adminidration, concentrate on their two areas of specidisation, be supervised on ther class
work and carry out prescribed tasks and relevant research.  Like the PTC, diploma students
were assesad through coursawork and end of year examinaionsin egqua proportions.

In 1994, two Irish consultants were invited to carry out a thorough review of the training of
primary teechersa NTTC and in their report ‘ Teaching and Learning e the NTTC' (Burke and
Sugrue, 1994) they made a number of criticiams of both PTC and DPE. They observed that the
PTC programme offered 14 different subjectsin dl, with the professona studies being dlocated
more time (19%) than other subjects. They pointed out that it was examination-oriented and
that ‘the proliferation of assgnments, classoom tests and terminad examinaions places a
condderable burden of work on both staff and sudents (p.13). They thought it odd that
teaching practice, seen as a very important eement, was not awarded a numerical mark.

For the DPE, the report pointed out that 72% of the learning time was dlocated to teaching
ubjects while 28% was dlocated for the education course with its three components:
professond studies (7.8%), education adminigration (11.8%), Saidtics, research methods and
project (8.5%). They questioned whether people who dready held a teaching certificate plusa
minimum of 2 years teaching experience Hill needed to spend 72% of the time on curriculum
subjects.

A main criticism made by the report was about the ‘duplication in the Dip. Pr. Ed. programme
of dl the subjects previoudy studied in the PTC programme’ (Burke and Sugrue 1994, p.17)
and it recommended that both the PTC and DPE programmes should be replaced with a new
diplomaprogramme.



CHAPTER 2

DIPLOMA IN EDUCATION (PRIMARY)

2.1 Introduction

In kegping with this, the Diploma in Education Primary) (DEP) commenced in September of
1998, to replace the PTC. The judtification for introducing the new diploma centres on the
complex, chdlenging and increesingly diverse and difficult role of the primary teecher’srale. It is
pointed out in the Diplomain Education (Primary) document that:

The more difficult the context the greater the demands on teachers initiative,
resourcefulness and sdf-rdiance. Primary teachers must be capable of bringing
the theoretical and practica agpects of this complex role into productive tenson,
and be f-aiticdly aware when working in the isolaion of the dassroom while
amultaneoudy capable of working co-operativdy and collaboraively with
colleegues They mugt have a thorough grounding in dl curriculum subjects. ..

[This] programme will be built on the principles of depth, breadth and
coherence. (p.9)

The above quotation sets the tone for the offering of the new diploma in education a the
Nationd Teacher Training College, which is examined in more detall below.

The introduction of DEP thus represents the fird mgor change in 28 years for the initid
preparation of primary teechers. The man differences are a higher entry requirement, an
increase in academic content, and a streamlining of the subjects qudied. The overdl amisto
rase the qudity of primary teachers.

2.2 Documentation

Unlike the other NTTC programmes, the new DEP is &t out in a document detalling the
rationde, ams, objectives, regulations, entry requirements, programme content, assessment and
catification (NTTC, 1997). Thefollowing andyssis basad largely on this document.

An important and sgnificant festure of the programme as documented is the congstent way it is
formulated and described. Each subject sets out for each academic years

the number of modulesand hours alocated
generd a@ms and specific objectives
assessment and waighting




a gyllabus which gives for each module: component (topic); concepts (sub-themes);
objectives, assessment exercises,
prescribed texts and texts for reference

Thismade it relaively easy to compare courses.

2.3  Entrantsfor the DEP Programme

Since this programme is supposed to be of ahigher sandard compared to the PTC programme,
it requires students to have 4 credits and a pass in afifth subject of the Cambridge Oversess
School Cetificate (COSC). These are high school graduates who do not hold a teaching
certificate and may have not taught before.

24  Sructureof the DEP Programme

Thisis a 3 1/2 year programme, which garts in Augudt rather than in January as do the other
programmes. The firs semedter is a bridging course, designed to upgrade student achievement
in the core subjects, and to prepare them for tertiary sudy.

There are eight subject areas which are each given equa amounts of time during the lagt 6
smedas Sesotho (language & literature), English (language & literature), Mahs, Science
(chemigry, physics, biology), Education, Applied Sciences (Agriculture, Home Economics,
Hedth Education.) Expressive Arts (Arts & Crafts, Music, Physicd Education, Drama), Socid
and Development Studies (Religious Education, Development Studies). In the first semester
Sudents take only the firgt four, plus Study Skills.

Courses are divided up into Modules, each of 15 hours contact time; a module lasts 5 weeks,
with 3 hours contact per wesk. Each module caries an assgnment tha counts in the
coursework score.

Table 1 shows how the programme is made up. The unequa amount of time in eech year
reflects the fact that 15 weeks are given up to Teaching Practice: ten weeks in the second
semedter of Year 2, and five weeks in the second semester of Year 3.



Table 1. Allocation of Modules (M ods) and Contact Hours (Hrs.) by Subject

Subject Bridg. Course | Year 1 Year 2 Year 3 Taals
Mods | Hrs Mods | Hrs Mods | Hrs Mods | Hrs Mods | Hrs

Sesotho 5 7 6 0 4 60 5 75 20 300
English 5 7 6 0 4 60 5 75 20 300
Maths 5 7 6 0 4 60 5 75 20 300
Science 5 7 6 0 4 60 5 75 20 300
Education 6 Q0 4 60 5 75 15 225
Applied Science 6 0 4 & 5 75 15 225
Expressive Arts 6 0 4 60 5 75 15 225
Social Science 6 0 4 60 5 75 15 225
Study Skills 4 60 4 60
Totals 24 360 48 720 32 480 40 600 144 | 260

25  ProgrammeAims

There are 12 ams they are wide-ranging but carefully worded, and indicate an ‘extended
professond’ view of the teacher, who should undergo a ‘thorough and rigorous programme
of professional education, closaly linked to studies of theory and knowledge relevant to
the practice of teaching’. The teacher should have a capacity for independent study and for
further professond development; be able to evduate their own and others work; become
involved in curriculum development; and ‘act as agents of change within their communities.’

The gpplication of knowledge in context is emphassed throughout: eg. to*ingtil in students an
appreciation and understanding of the teaching and learning processes as they apply and
relate to young children’. The course should foster appropriate attitudes, provide pedagogicd
experierce on which the sudent can build a *sound philosophy and approach’ and enable
them to understand Basotho culture (NTTC, 1997: 10)

2.6  TheObjectives

These nine objectives fallow quite dosdy from the ams - though there are no one-to-one
correspondences - and are worded as abilities or in broad competence terms e.g. ‘ under stand
the fundamental concepts and principles underlying the primary school curriculum and
possess the appropriate levels of teaching skills and the general expertise necessary for
their application in primary schools'.




Each of them implies high level knowledge and understanding, together with the kill to apply
these in context: eg. ‘possess the ability to recognise, analyse, synthesise and propose
solutions to a range of practical problemsin the school context.” Professond atitudes are
implied eg. ‘be able to assess the appropriateness of his’her own teaching and collaborate
with colleagues for mutual professional development.” (NTTC, 1997:11)

2.7  TheCurriculum Strategy

Deailed andlyss of the four core subjects - education, English, maths and science — fdlow in
the sections blow. Here, we give an overview of the festures of the curriculum Strategy.

2.7.1 Subject Aims and objectives

All the subjects sate broad ams, usudly phrased in some combination of: knowledge and
understanding, skills and attitudes, awareness and gppreciaion, and the ability to teach the
ubject. The specific objectives are usudly quite close to the content and are predominantly
phrased in cognitive terms, though there is some emphasis on practicd skillsin science. Some
address an agpect of classroom practice, such as lesson planning or making up tests, these are
mainly in Education

2.7.2 Content

This is an academicdly-oriented, content-heavy programme. In many ways it gopears very
‘traditiond’. Subjects are dearly demarcated even when they have been combined into one
teaching areg; for example in Sodd Scence RE and Development Studies are taught by
different departments in different semesters. This probably reflects the primary school syllabus.
But further demarcation gppears between content and methods, every module has been
deliberatdly labelled as one or the other. The intention is to have an overdl baance of 70%
content and 3% methodology. Table 2 shows how this has been achieved for the core
ubjects

Table 2: The balance of content v methodology, by number of modules

SUBJECT CONTENT METHODOLOGY TOTAL

English 15 5 20
maths 15 5 20
science 14 6 20
education 8 7 15

If we andyse indead usng Shulman's categories for the ‘knowledge basg of teeching (see
appendix), we find that ‘content knowledge comprises between 50-80% in the three subject
areas. In education, dl his categories are represented, with ‘genera pedagogc knowledge



taking up one third; this of course incdludes some skills development. Thisiis quite different from
the old PTC, where some ‘ generd pedagogic knowledge was included in the subject aress.

In spite of the imposed common formét, there are some interesting differences between the
courses. In the English course, there is a dear emphasis on improving trainees own English
language ahilities, through the study of grammar, and by paying atention to developing their
persond communication and writing skills. English literature is foregrounded, with modules on
noves, plays and poems, which are to be sudied from two points of view: for enriching the
tranees knowledge and underdanding, and for teaching literature to primary pupils. The course
is dearly linked to the primary syllabus, and includes both theories and practica gpproaches to
ESL teaching.

The maths syllabus is the most heavily weighted (80%) towards content, which gppears to be
aound O levd dandard. There is little mention of maths education topics. Science has 70%
content, gpparently amed a bringing students some way towards ‘A’ levdl. Agan, thereis very
little on science education or on pedific ways of teeching the primary syllabus.

In education the sequence appears to be to dat with the dassoom and with basic
undergtanding of children, and to move towards the wider context. The titles of the modules
uggest afairly traditiona approach, with sociology and philosophy taught separately rather than
integrated under themes. Children's learning is not highlighted and is presumably taught under
‘psychology’. Other topics include general methods, lesson preparation, testing, resources, and
guidance and counsdlling and there are modules on early years, soecid needs, ICT, and
research. It is not dear from the documents how far these are discussad in the context of
Lesotho schools, for example, the problems of handling large or multi-grade dasses, the
underachievement of boys and the integration of children with specid needs are not specificaly
mentioned.

2.7.3 Teaching/Learning Methods

There is little information in the document. One can note that under the old curriculum, dl

ubjects were timetabled in the same way; aweekly presentation to the whole cohort (up to 250
sudent teachers) followed by ‘smdl group discussions and/or practica’ in classes of around 50
dudent teachers. Since it is not dlear if this pattern will continue, it will be important to find out
from the teacher educators whether or not they plan to continue with the old practice

Interegtingly, thereis no mention of ‘SIMS' or indeed of any form of independent studly.

Some inferences can be made by scrutinising the content, objectives and assessment patterns of
the programme. There is little here to suggest anything other than traditiond trangmisson
methods, with occasond practicd activities in laboratories or for micro-teaching. Thereis no
indication that methods suitable for primary schools will be moddled and practised in the
college.

10



2.7.4 Teaching/Learning Materials

Depatments vary in their recommendations. Some lig the same books for dl three years (eg.
stience), others give different ones, in totd, the lists vary from 16-30 books. Among prescribed
texts, only English explictly indicates the primary schoal syllabus, though maths mentions a
number of locd maths textbooks. A worrying aspect isthat many of the books may be outdated
and/or irrdlevant; few have been published since 1990, and very few indeed are by African
authors or even published in Africa (except for local textbooks).

2.7.5 Assessment

In dl subjects, coursework and exams are combined in a50:50 retio (except in Year 2 whereiit
is wholly coursawork). It is dated that assessment should be criterion referenced. There are
detailed regulations about levels of scores, resubmission, and failing. Teaching Practice, which is
given anumerica score, aso has to be passed. Types of coursawork are described on p.94 of
the document, where 14 varigties are suggested, from reports on laboratory experiment to
different kinds of tests, essays and projects.

The planned assessment procedures for the four subjects do indeed show a wide variety of
methods. Each module has a piece of assessed coursework attached to it. Mogt aeintheform
of written work, but microteaching, peer teaching, and ‘ord discusson’ are d<o liged. What is
less dear is whether they are suitable for evauating the achievement of the objectives sated for
that particular module. None, except teaching practice itsdlf, are to be carried out in the
classroom context.

11



CHAPTER 3

EDUCATION
31 Aims

A dose dudy of the course as documented reveds a farly consstent pettern across the
curricular components. There are 12 aims spread across the 3 years. They are broadly phrased
in terms of understanding, awareness, attitudes, knowledge, and skills, in thet order of
frequency. Examples are

- indil in the Sudent-teacher an appreciation and understanding of curriculum and
curricular issues

- equip students with abasic knowledge of educationd adminidtration and management

- provide students with opportunities for practising and demonstrating teaching skills
such that generd educationd principles are observed.

3.2 Objectives
These are consgtent with the ams, rephrasng them in behaviourd terms. Both practicd and
cognitive objectives are st out, and the latter frequently demand quite high-leve cognitive ills

The following table summarises the frequency - acrossthe 3 years - of various verbs used:

Table 3: VerbsUsad in Setting out Objectivesin Education

Objectivesin Education VerbsUsed in Stating Objectives | Freguency

Cognitive (Critically) analyse
Evaluate

Describe

Explain

Defing/l dentify
Demonstrate under sanding

Practical Demondrate
Devise, prepare, present
Apply

P WNINNDND OO

This Sgnds an intention to chalenge the students to think about the content, understand and
aoply concepts, and to link theory with practice; in short, to learn in a meaningful way rather
than to memorise and regurgitate. The Curriculum in Action sudy should attempt to see how far
thisistruein practice.

12




3.3 Content

The modules cover arange of types of knowledge, as would be expected. The syllabus itsdf
classfies the modules under ‘contert’” and * methodology”:

Content (8 modules):

Curriculum Studies

Introduction to Educationa Psychology
Early Primary Education

Specia Education

Guidance and Counsdling

Sociology of Education

Philosophy of Education

Educationa Adminigration and Management

Methodology (7 modules):

Teaching Methods

Educationd Resources

Micro-teaching

Research methods

Teding and Evduation

Teaching Practice Preparation

Information and Communication Technology

Usng the Shulman categories, much of this would fal under “‘generd pedagogic knowledge,
though it aso indudes a consgderable amount of skills development. The following table shows
how the modules are spread over the categories.

13



Table 4. Education Modules classified by type of knowledge

CATEGORY Year 1 Yer 2 Year 3 Totals
General Pedagogic 3 2 - 5
Knowledge

Curriculum 1 - 1 2
Knowledge

Knowledge of 2 1/2 1/2 3
Learners

Knowledge of - 1/2 212 3
Educational Contexts

Knowledge of | - - 1 1
Educationa Aims

and values

Knowledge of - 1 1
Research

Totals 6 4 5 15

Notes. Where amodule apparently covers more than one type of knowledge, it has been divided.

The sequence gppears to be to dart with the classsoom and with basic understanding of
children, and to move towards the wider context.

34 Assessment

Thereis an assesament at the end of each module aswell as exams a the end of Years 1 and 3.
These vary in type and indude 4 tests, 4 assgnments, 3 projects, and one eech of: practical,
portfolio, evaluaive report, and essay. There seems an intention to ring the changes and to make
the assessment match the content and learning ams.

35  Teaching/Learning Methodsand Materials

Nothing is explicitly said about pedagogy, except that micro-tesching is induded, but the
implication of the hightlevdl objectives, and the variety of assessment, suggest an interactive,
sudent-centred approach.

There are short ligts of both prescribed texts and reference books. An andys's shows that out of
atota of 25 books listed, 14 were published before 1990, and none were written or published
locally, dthough there are locd texts which would be hdpful. Thisisinconggtent with the overdl
course ams of reaing education to Basotho culture. Particularly out of date are: Bigge (1974)
Learning Theories for Teachers, and Ozmon & Craver (1976) Philosophical Foundations
of education - the latter is a prescribed text.
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3.6 Comments

Apart from the materids, and the pedagogy, about which the document is dlent, the * curriculum
drategy’ of the course appears to be reasonably congstent. The objectives are neatly digned
with the content modules, and the assessment pattern is linked to both in most but not al cases.
It is not clear, for example, how one assesses through a test whether students can ‘gpply
theories of learning to the teaching/learning Stuation’ (objective d), or whether a project is the
best way to assess the ‘ demondtration of skillsin avariety of relevant teeching methods (obj. €)
Table 5 shows adetaled andyss of Year 1 asan example,

The titles of the modules suggest a fairly traditional gpproach, with sociology and philosophy
taught separatdy rather than integrated under themes. Children's learning is not highlighted,
presumably taught under ‘psychology’. One cannot tel where and how, or indeed whether,
practicd and relevant problems are dedt with, such as handling large or multi-grade classes.
There is no mention of gender, which in the Lesotho context involves under-achievement of

boys

Nor does it seem consgtent with the broader ams of the programme as awhole. Thereislittle
here about developing reflection, skills of co-operation, or about the teacher becoming a change
agent in the community. Basotho traditions and culture do not appear to be discussed. Since
content and methodology are explicitly separated, it looks as though the integration of theory
and practiceis not ahigh priority for the desgners.
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Table 5: Analysis of Year 1 of Education to show links between topic, objectives, and

assessment
Module | CATEGORY Topic Objectives Assessmen
t
1 Curriculum Curriculum a) define and explan the meaning of | Test
knowledge Studies curriculum, curr. design models, curr. issues
and the national curriculum
b) analyse and evaluate curriculum issuesin
relation to Lesotho Prim. Ed.
2 Knowledge of Educational c) describe in a general way the field of | Test
learners Psychology psychology
d) describe and apply theories of learning to
the teaching/learning situation
3 Genera Teaching €) Through theoretical gudy and practical | Project
Pedagogic Methods experience, demonstrate skills in a variety of
Knowledge relevant teaching methods suitable for
ddivery of the primary curriculum.
4, GPK Educational f) demonstrate the ahility to prepare and use | mini-
resources relevant teaching aids effectively project
5. Knowledge of Ealy Primary | g) identify issues in relation to early | assignment
learners Education childhood development and anayse their
implications for learning.
6 GPK Micro- h) through micro-teaching demonstrate and | practicals
teaching evauate different teaching skills that may be
used in avariety of classroom situations.
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CHAPTER 4

ENGLISH

41 Aims

The ams are broad and encompass.  the devdlopment of students own abilities in English,
underganding and apprecidion of literature through studying the nove, plays and poetry,
equipping them with skills and techniques of teaching ESL and children’s literature, and to
interpret the primary syllabus dong with related teaching materids.

4.2  Objectives

The objectives are nodly dated in terms of ‘demondrate or ‘ possess certain knowledge and
kills. They are not very dosdy meaiched to the content; while just over haf the objectives
address pedagogic knowledge or practicd teaching skills, only athird of the content isaimed a
thisarea

4.2.1 Content

The content is different from the other main subjects as it gppears to includes teaching sudents
ord and written kills for their own development as writers and teechers, though the wording
does not make it this quite clear. Overdl, hdf the course is devoted to subject content - English
grammar and English literature, induding the nove, plays and poetry - and haf to methods of
teaching English combined with persond skills development. (In their dassfication, the latter
come under ‘content’ rather than ‘methodology’, giving a3:1 rétio).

Table 6. English Modules classfied by type of knowledge

Category Bridging Year 1 Year 2 Year 3 Total
Content Knowledge 5 2 2 1 10
Pedagogic Content - 2 1 212 512
Knowledge

Curriculum Knowledge - 1 - 1
Personal Communication and 2 - 112 312
writing skills

Totas 5 6 4 5 20

A dealed andyss of Pat 1 of the syllabus (the bridging course and Year 1) shows up a
condderable mismatch between the Stated obj ectives and the content. Table 7 shows how the
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firg three semesters are heavily weghted in favour of subject content, and one key pedagogic
objective (‘to possess broad knowledge of teaching techniques, approaches, methods for
teeching ESL and the ability to criticaly assess thenT') is not addressed a dl, though it
regppears, without the * criticd’ note, in Year 3.

Smilarly, in Year 2, objective (h) - ‘techniques for managing large dasses’ - is not mentioned
under any module, and objectivei) - ‘knowledge of language teaching methodologies - appears
under a module on Lesson Planning rather than under the module cdled ‘ Advances in English
Teaching Methods. This may smply be doppy editing, but the Curriculum in Action study
should try to find out whether these essentid objectives are indeed properly dedlt with.

Table 7: English Part 1 (first 3 semesters) showing objectiveslinked to modulesand to

time allocation
OBJECTIVES MODULES HOURS
Content Knowledge
b) possess a basic functional knowledge of the | 1. Grammar: parts of speech 75 @l in
English grammatical system 2. Grammar: basic elements of an| bridging
English sentence COUrse)
3. Grammar: clauses
4. Grammar: synthesis
5. Grammar: verb tenses
f) demonstrate an understanding and appreciation | 6. Literature:The Novel 15
of literature in English through the medium of the | 10. Literature:The Novel 75
novel
Pedagogic content knowledge
a) demonstrate broad knowledge of L1/L2| 11. Language Learning/Teaching | 7.5
learning/teaching theories and ability to critically | Theories: Language teaching
assess them approaches, communicative &
contextual
c) possess broad knowledge of teaching | [not mentioned against modules] 0
techniques, approaches, methods for teaching
ESL, ability to critically assessthem
€) possess in depth understanding and practicein| 11: Language Learning/Teaching | 7.5
the contextual and communicative approaches to | theories: language teaching
language teaching approaches.
g) possess a functional knowledge and critical | 7. The Teaching of Receptive Skills: | 15
understanding of techniques and methods for | reading comprehension
necessary teaching reading and the novel to | 10. Literature: The Novel 75
primary school pupils
Skills
d) demonstrate skillsin continuous writing 8 & 9. Productive Skills: composition | 30

writing
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4.3 Assessment

The suggested assgnments are quite varied. In the bridging course, only teds are given,
presumably in keeping with the aim of teaching grammar. In the other parts of the course, there
ae some teds ome ‘exercises, three essays, two assgnments on lesson planning and
developing materids, two projects (one on cregtive writing) and ‘ord and written
comparative/contragtive discusson’ (of language teaching approaches). It is not essy to judge
exactly how wel these will assess the achievements of the objectives, paticularly as multiple
objectives are often given for one module.

4.4  Teaching/learning methodsand materials

It can be inferred that the bridging course is taught in afairly didactic and treditional manner, and
mogt of the ‘content’ modules as well. Some of the assessment for ‘methodology’ modules
uggest a more interctive gpproach, though there is no indication that ‘communicaive
methodology’ is going to be moddled in the college dassrooms.

The prestribed texts indude the primary English syllabus, grammar books thesaurus and
dictionary, and the prescribed noves, plays and poems to be used both with the trainees and in
the primary classsooms. There are 23 recommended texts, nearly dl to do with grammar and
language teaching, goart from one on drama and two on poetry.  None were published in
Africa, and only four were published post-1990.

45 Comments

Thereis adear emphads here on improving trainees own English language abilities, through the
dudy of grammar, and by paying atention to deveoping ther persond communication and
writing skills  English literature is foregrounded, with modules on noves, plays and poems,
which are to be sudied from two points of view: for enriching the trainees knowledge and
underganding, and for teaching literature to primary pupils. The course is dearly linked to the
primary syllabus, and includes both theories and practical approaches to ESL  teaching.
Whether there is sufficient pace given to practica dassroom skills, particularly to the teaching
of reading and writing, and to remedia work in upper grades, seems doubtful.
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CHAPTER 5

MATHEMATICS

51 Introduction

The maths curriculum is difficult to andyse for severd reasons the ams gppear in part
incondstent with the rest, not dl objectives are dearly defined, and some of these are not linked
to content.

52 Aims
These are rather diffusdly expressed, but may be summarised as

Bridging course and Year 1. to pepare sudents to teach maths effectively in primary
school

Year 2 in addition to the above, to upgrade their own mathematica knowledge
Y ear 3: to continue with both these, and to introduce students to research.

However, the rest of the curriculum srategy displays avery different pettern.

53  Objectives

There are long lists of objectives (22 in BC/Year 1, 6in Year 2, 8in Year 3). Out of this totd
of 36, 29 concern mathematical knowledge, and are phrased as such:

- construct geometrica shapes, anglesand lines
- Use datidicd tools of andyds
- solve amultaneous linear equations

In the 6 objectives rdated to pedagogic content and curricular knowledge, sudents are required
tor
- review and critique the primary maths syllabus, relate it to theories of learning, and
formulateteaching drategies (Year 1).
- In Year 2 they are to construct and use mathematica modesfor teaching, andrelate
games to mathematics teeching and learning.
- The Yer 3 sylldbus has no cear rdevance to teaching, dthough it indudes
conducting a qualitative research project of an unspecified nature.
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54 Content

In contragt to what is dated in the ams, the content condsts mainly of mathematica content
knowledge, as the table beow shows:

Table 8: Maths M odules classified by type of knowledge

Category Bridging Yea 1 Yea 2 Yea 3 Tota
Content Knowledge 5 5 2 4 16
Pedagogic Content - 1 2 - 3
Knowledge

Research - - - 1 1

The module on PCK in Year 1 covers a study of the primary school syllabus, lesson planning,
and drategies for generd and remedia maths teaching. In Year 2 they cover how to make and
use mathematicd models in the dassoom and ‘ethnomaths (use of traditiond and foregn
games as teeching tools).

55 Assessment

This is focused manly on cognition and congdts largdy of dass-based tests. (One apparent
anomdy istha in Year 1, they last one hour, in Year 2 they last 3 hours, and in Year 3 they last
2 hours) There are 3 projects, and two assgnments, one on the primary maths syllabus and one
on trigonometry. The only practicd assessment is on the use of mathematical modds, which
congsts of demondration lessonsin groups.

5.6  Teaching/learning methodsand materials

Apart from the reference to groupwork in the assessment above, there is no indication of what
methods are to be used. Theimplication isatraditiona secondary schoal teaching approach.

The prescribed texts comprise three sets of books, which gppear to include both GSCE and
primary textbooks, but not the primary maths syllabus. Of the 16 Reference texts, dl but 2 are
published before 1990. Inthe Year 1 list, some of the references are incomplete i.e. two do not
include the book’stitle. Loca textbook series are included, and one book on maths teaching is
by an African author.
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5.7 Comment

Overdl, the course is heavily biased towards content knowledge rather than pedagogy. The
knowledge level gppears to be dightly above O leve. It is not dear how this is rdated to the
primary maths syllabus

There does not seem to be an overdl condstent curricular Srategy. In particular, while the ams
dress the training of good primary teachers, the course has a whole gives compardively little
time to ‘maths educaion’ as such, or to the particular needs of primary children in learning
maths. There is only one mention of practical work; no mention of how to make and use
inexpengve maths materids from localy avalable materids.
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CHAPTER 6

SCIENCE

6.1 Aims
The broad ams for the whole course are:

to develop a further undergtanding of science concepts, skills, and methods, dong with
positive attitudes towards nature and science;

to acquire and apply contemporary methods of teaching science to primary school pupils,

to gppreciate the gpplications of sciencein everyday life, and to increase awareness of the
impects of science on environment and Socily.

Thee s/em wel-bdanced, though they do not relate closdy to the overdl ams of the
programme

6.2  Objectives

The objectives, however, are mainly directed towards the acquigition of scientific knowledge.
For example, in Part 1, there are 22 specific objectives, of which 16 are amed a ensuring that
dudent gain science content knowledge, only five seem to address the issue of pedagogicd

content. Objectives for Year 2 dso emphasse content knowledge, while just three of the
objectives address the primary school curriculum issue with specific reference to Lesotho. Year
3 fallows a smilar pattern but includes one objective about enabling sudent teachers to reflect
criticaly on their teaching practice. However, much of the stience content has a practicd dat,
as can be seen from Table 9.
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Table9: Verbsused in setting out objectivesfor sciencein Year 1

Educational objectives Verbs stating the obj ectives Frequency
Cognitive Classify 1
Describe 5
Undertake 1
Apply aconcept 1
Explain 3
Compare and contrast 1
Tota 12
Practica skills Demonstrate 7
Use 1
Write 1
| dentify 1
Apply methods of teaching 1
Tota 11
6.3 Content

This course focuses on equipping students with science content knowledge in biology, phydcs
and chemidry. There are five modules each for Biology and Physcs, and four for Chemidiry,
taught in rotation throughout the course. Some of these indlude laboratory kills. While some of
the ‘methodology’ modules cover teaching methods, only Module 5 in Year 3, on
‘contemporary issues and ‘concept formation’ looks likely to offer students conceptud
frameworksin ‘ science education’.

Table 10: Science modules classified by types of knowledge

CATEGORY Bridging Year 1 Year 2 Year 3 Totals
Content 4 4 3 3 14
Knowledge

Curr. Know. 1 1/2 s
P.CK. 2 1/2 2 41/2
Total 5 6 4 5 20

6.4 Assessment

Asessment of the science subjects in Part 1 is through two laboratory reports, four classtests,
one library test, one group report, two essays, one and mini project. The four Year 2 modules
ae each aseessed by a ‘mgor project’, and Year 3 by two 1000-word essays (on
methodology) and three practica tests (on the content). There appears to be no practica
classroom work nor peer teaching.
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6.5 Teaching and Learning Methods and Materials

It seems from the verbs used in formulating the objectives and from the assessment pettern, that
teaching methods will indlude demondrations and practical gpplications of science by students.
There is, however, no mention of fiddtrips, or of demondrating in college methods suitable for
primary dassrooms.

The science department provides along list of prescribed and references materids. Six of these
relate to teaching techniques, 23 are on stience content and one is on assessment techniques,
The reference and prescribed books are the same for the three years of sudy. Both prescribed
and reference texts were mogily published in the 1980s with only Sx after 1990. The primary
stience syllabusis nat induded.

6.6 Comments

This is a content-heavy course, which teaches the subjects separatdy from the methods. From
the references, it looks as though the content aims to bring trainees doser to A leve thanto O
leve.

It is hard to judge how interndly consgtent it is. The ams suggest a much wider course than is
shown in objectives and content, though the two latter are dosdy linked. Little space seems to
be given to ways of actudly teaching sciencein primary schools.

Without further documentation, it is unclear exactly how the various assgnments are supposd
to assess the achievement of the multiple objectives, particulaly with the ‘essays and
‘projects . Table 11 (overlesf) shows the dructure of Pat 1 in detal: dl the objectives are
covered, and the assessment suggestions seem suitable for the content objectives. In Module 8,
on Teaching Science, a ‘group project’ seems gppropriate. Module 11, on ‘methodology’ is
more problemdtic. It seems odd to try to assess the objective ‘goply different methods of
teaching’ by a 500 word essay.
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Table 11: Analysisof Year 1 of Scienceto Show Links between Content, Objectives and Assessment

Module

Category

Topic

Objectives

Assessment

1

Content knowledge

Biology

a) Classify leaving things

b) Describe the nature o enzymes and their role in maintaining the
lifeprocess

¢) Describe processes involved in the movement of substances in
and out of cells

Test and project

Content knowledge

Chemistry

f) Demongtrate skills in experimental techniques, measurement, and
safety awarenessin the laboratory

g) Describe properties, compositions and uses of water and air

h) Demonstrate their understanding of the structure of atoms,
distinguish between elements, compounds, and mixture, and
conceptualise bonding and different types of bonding

j) Use the periodic table as one way of classifying elements and
predicting their properties

Report on lab experiment

Content knowledge

Physics

f) Sameasin module 2
i) Apply the mole concept to chemical changes and the energy
changesinvolved

Library test

Content knowledge

Nature of science

) Describe the nature and philosophy of science
r) Demonstrate an understanding of processes, products, attitudes,
limtations and moral aspects of science

Essay

Content knowledge

Research knowledge

Biology

d) Describe the processes of nutrition, transport, respiration,
homeostatsis and support in plants and animals
€) Undertake an independent ecology study

Mini project

Content knowledge

Chemistry

f), g) and h) asin module 2
K) Explain and apply the principles of rados

Test

Content knowledge

Physics

f) Same asin module 2
n) Explain the conditions of equilibrium and stability and investigate
the principl e of morrents

Report on laboratory

experiment

Generd
knowledge

pedagogical

Teaching science

s) Write short and long plans for teaching science

t) Identify and use locally available materials

u) Compare and contrast different forms of assessment

v) Demonstrate their understanding of different methods of teaching
science
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Content knowledge

Biology

d) Sameasinmodule5
f) Same asin module 2

Group project

10

Content knowledge

Physics

f) Same asin module 2

m) Demonstrate an understanding of effects of heat on matter,
differentiate heat from temperature and describe ways of heat
transfer

p) Explain basic properties of matter using the particulate and kinetic
theories of matter

Test

1

General pedagogical
knowledge

Teaching

v) Sameasinmodule 8
w) Apply different methods of teaching

Essay

28




CHAPTER 7

SUMMARY AND EMERGING RESEARCH AGENDA

71  Summary

Fird, it should be sad that the document gives only the bare bones of the curriculum. As
course outlines become available, these will flesh out the picture and enable a better
judgement to be made. The following comments are thus preliminary and indicate some
areas that should be explored further in astudy of the curriculum in action.

There appears to be a driking difference between the overall ams and objectives for the
programme as a whole, which are framed in terms of broad professona competences, and
those for the subjects, which are much more narrowly conceived, manly to do with
cognition, and only digtantly related to the professona classoom competences. For
example, no course mentions learning to solve practica problems in school, nor how to
asess one's own teaching. The only mention of ‘reflection’ comes in one of the science
objectives. It is not clear where and how students are going to learn skills of co-operation,
or how to act as a change agent in the community.

The two sets seem to come from different discourses or paradigms. the overdl aims seem to
propose the ‘reflective practitioner’ modd of teacher preparation, while the subject ams
point to the ‘effective ingructor’ model. Possibly this comes from the way the programme
was drawn up. The Curriculum Committee listed in the document only contains 4 members
of the Primary Divison (out of 20). There is an Irish advisor (T.Williams), and Dr. Sugrue
and, while it is clearly an NTTC-owned programme, there may have been some tensons
between the Irish advice and the traditions of NTTC, or between the Primary and
Secondary Divison geff.

There is a supeficid amilarity across the different subjects, but some appear more internaly
congstent than others. It looks as though every department was given grict guidelines to
follow when drawing up the curriculum document. Thus each subject has been poured into
the same mould, even where they emerge out of very different traditions and disciplines. Itis
bureaucretically neat, but one wonders whether this might not distort the picture of what they
actudly intend to teach?

Theory and practice seem deliberately separated, yet the rationde explicitly cdls for
teachers who can integrate them. This is a strange contradiction. Perhaps it is assumed this
occurs in teaching practice, but the document does not discuss the practicum at dl. We
need to know how it is integrated with the rest of the programme, and how it is expected to
help achieve the overdl ams. Giving TP a numerical mark goes againg internationd trends
of assessing teaching competences ‘ holigticaly’.
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There are only occasiond mentions of the red practica problems of teaching and learningin
Lesotho classrooms, yet any useful and effective preparation programme must take these
into account. There is no mention of how Basotho culture interfaces with Western culture;
the document is dlent on gender issues. This raises the question: how relevant are these
courses going to be to the work of new teachers?

The dmost complete absence of any discusson of pedagogy makes it very difficult to assess
how this curriculum will actudly work in practice; how far it will accommodate students
needs, how far it will hep them interndise principles of good teaching, how far it will foster
the attitudes and dispositions mentioned in the overal ams. In the following section there
are some questions arisgng from thisanayss.

7.2  Somequestionsto be pursued

How far do the tutors follow the new DEP programme exactly, how far do they
continue to teach what they taught in PTC? (Evidence might be found by comparing
the departmenta course outlines for the two, and from interviews).

How far do the tutors consider the aims and objectives for their subject, and how far
are they following the overdl ones?

What kinds of teaching and learning actudly go on in the college classrooms, and how
big are the groups?

What assgnments are set, how are they marked, and how well do they test the stated
objectives? Any sign of ‘exam backwash' ?

Which of the books listed are actudly used?

In education, how far are the students chalenged to think criticaly?

In English, how much time is given to methods of teaching reading and writing and to
ESL methodology?

Has the bridging course succeeded in improving trainees own language skills to the
requisite leve?

In Maths, how is the maths education incorporated?

In Science, how far are problems of science education dedlt with?

How are the research modules taught in Education and Maths, and do they overlgp?
What relevance does this research training have for trainees?
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Appendix 1. Analytical framework for analysing curriculum content

Here we have drawn on Lee Shulman’s (1987) conceptudisation of the ‘knowledge base
thought desirable for teachers. He identifies the following categories of types of knowledge:

content knowledge: subject specific

general pedagogical knowledge: broad principles and strategies of classroom
management and organisation

curriculum knowledge: the syllabi and materials used in the school curriculum
pedagogic content knowledge: ‘that specid amalgam of content and pedagogy
that is uniquely the province of teachers, their own specia form of professond
understanding

knowledge of lear ners and their characteristics

knowledge of educational contexts: the school, community and nations, how
they support schooling

knowledge of educational aims and values: their higory and philosophica
underpinnings

(adapted from: Shulman L.S. (1987) ‘Knowledge and Teaching: foundations of
the new reform; in Harvard Educationd Review Val. 7 No. 1)

‘Knowledge of research’ has been added.

31



The MUSTER Discussion Paper Series

No 1 Counting the Cost of Teacher Education: Cost and Quality Issues
(January 1999) Keith M Lewin

No 2 The Costs and Financing of Teacher Education Malawi
(March 2000) Demis Kunje & Keith M Lewin

No 3 Primary Teacher Education Curricula as Documented: A Comparative Analysis (July
1999) Janet S Stuart
No 4 “On the Threshold” : The Identity of Student Teachersin Ghana

(April 2000) Kwame Akyeampong & David Stephens

No 5 Malawi: A Baseline Study of the Teacher Education System
(December 1999) Demis Kunje & Joseph Chimombo

No 6 Trinidad & Tobago: A Baseline Study of the Teacher Education System
(July 1999) Lynda Quamina-Aiyeina, Jeniffer Mohammed, Balchan Rampaul, June
George, Michadl Kdlon, Carol Keller & Samuel Lochan.

No 7 Ghana: A Baseline Study of the Teacher Education System
(September 2000) Kwame Akyeampong & Dominic Furlong

No 8 Lesotho: A Baseline Study of the Teacher Education System
(September 2000) J Pulane Lefoka et a

No 9 Teacher Education in Trinidad & Tobago: Costs, Financing and Future Policy
(August 2000) Keith M Lewin, Carol Keller & Ewart Taylor

No 10 cogts and Financi ng of Teacher Education in Lesotho
(June 2000) Keith M Lewin, Vuyelwa Ntoi, H J Nenty & Puleng Mapuru

No 11 The Malawi Integrated In-Service Teacher Education Project: an analysis of the
curriculumand its delivery in the colleges
(February 2000) Janet S Stuart & Demis Kunje

No 12 The Malawi Integrated In-Service Teacher Education Programme and its School-
based Components
(June 2000) Demis Kunje & Shadreck Chirembo

No 13 _— . .
The Importance of Posting in Becoming a Teacher in Ghana
(June 2000) John P Hedges

No 14 . . .
Gender Gaps in Schools and Colleges: Can Teacher Education Policy Improve
Gender Equity in Malawi?
(August 2000) Alison Croft

No 15

32



No 16

No 17

No 18

No. 19

No. 20

No. 21

No 22

No 23

No. 24

No 25

No 26

No 27

No 28

Newly Qualified Teachers. Impact On/Interaction with the System (Trinidad &

Tobago)
(March 2000) Jeanette Morris & Arthur Joseph

Careers and Perspectives of Tutorsin Teacher Training Colleges. Case Studies of
Lesotho and Malawi
(November 2000) Janet Stuart with Demis Kunje & Pulane Lefoka

Learning To Teach In Ghana: An Evaluation Of Curriculum Delivery
(August 2000) Kwame Akyeampong, J. Ampiah, J Fletcher, N. Kutor & B. Sokpe

The Costs and Financing of Teacher Education in Ghana
(December 2000) Kwame Akyeampong, Dominic Furlong & Keith Lewin

On-the-Job Training: Pre-service Teacher Training in Trinidad & Tobago
(August 2000) June George, Janice Fournillier & Marie-Louise Brown

Becoming a Primary School Teacher in Trinidad & Tobago, Part 1 The Curriculum
in the Teachers Colleges

(October 2000) June George, Patricia Worrell, Joycelyn Rampersad, Balchan Rampaul &
Jeniffer Mohammed

Becoming a Primary School Teacher in Trinidad & Tobago, Part 2: Teaching
Practice Experience of Trainees
(October 2000) June George, Patricia Worrdll, Joycelyn Rampersad & Balchan Rampaul

Primary Teacher Traineesin Trinidad & Tobago: Characteristics, Images,
Experiences and Expectations

(January 2001) June George, Jeniffer Mohammed, Lynda Quamina-Aiyejina, Janice
Fournillier & Susan Otway-Charles.

Analysis of the Curriculum as Documented at the National Teacher Training College
in Lesotho
(May 2001) J. Pulane Lefoka & Janet S. Stuart

The Experience of Training: a Study of Students at The National Teacher Training
Collegein Lesotho
(August 2000) J. Pulane Lefoka with Mantoetse Jobo, Baatswana Moeti & Janet S. Stuart

Teaching Practice at the National Teacher Training College in Lesotho
(May 2001) J. Pulane Lefoka with Mantoetse Jobo & Baatswana M oeti

Turbulence or Orderly Change? Teacher Supply and Demand in South Africa —
Current Satus, Future Needs and the Impact of HIV/Aids
(June 2000) Luis Crouch Edited and Abridged by Keith M. Lewin

New Teachers on the Job: The Impact of Teacher Education in Lesotho
(September 2001) Edith M Sebatane and J Pulane Lefoka

Who Becomes a Primary School Teacher in Lesotho: Characteristics and

33



No 29

No 30

No 31

No 32

No 33

No.34

No.35

No 1

No 2

No 3

No 4

No 5

Experiences of the DEP Student Teachers upon Entry into NTTC
(January 2002) J. Pulane Lefokawith M.K. Molise, J.M. Moorosi-Molapo, Edith Sebatane

Primary Teacher Education in Action: a peep into the TTC classrooms at the
National Teacher Training College, Lesotho
(June 2002) J.Pulane Lefoka and Vuyelwa.M. Ntoi

Roles and Responsibilities, Institutional Landscapes and Curriculum Mindscapes. a
partial view of teacher education policy in South Africa, 1990-2000
(March 2002) Ben Parker

Face-to-face Initial Teacher Education Degree Programme at University of Durban-
Westville, South Africa
(May 2002) Michael Samuel and Daisy Pillay

Teacher Education for Transformation: the case of the University of the Western
Cape, South Africa
(May 2002) Maureen Robinson, Tania Vergnani and Y usuf Sayed

Further Diploma in Education (Educational Management) by Distance Education at
the University of Pretoria, South Africa
(June 2002) Y usuf Sayed, Jan Heystek and Brigitte Smit

Face-to-Face Training in a Conventional Preservice Programme: a case study at
Edgewood College of Education in South Africa
(August 2002) Vijay Reddy

South African College for Open Learning: a model of an Inservice Distance
Education Programme for Initial Teacher Education
(August 2002) Vijay Reddy

The MUSTER Research Reports

Teacher Training in Ghana — Doesit Count?
(December 2001) Kwame Akyeampong

Initial Primary Teacher Education in Lesotho
(January 2002) J.Pulane Lefokawith E.Molapi Sebatane

Primary Teacher Education in Malawi: Insightsinto Practice and Policy
(March 2002) Demis Kunje with Keith Lewin and Janet Stuart

Trinidad and Tobago: MUSTER Country Report
(May 2002) June George and Lynda Quamina-Aiygina

Researching Teacher Education: New Perspectives on Practice, Performance
and Policy. Report on the MUSTER Project



(June 2002) Keith M.Lewin and Janet S.Stuart

The discussion papers are downloadable from the following web address:
http://www.sussex.ac.uk/use/muster /list.html

35



Addressfor Correspondence

Centrefor International Education
Univergity of Sussex I nstitute of Education [0 Falmer O Brighton [0 Sussex
BN19RG [0 UK

T +44 +1273 678464
E cie@sussex.ac.uk
F +44 +1273 678568

MUSTER Discussion Paper 23




|SBN 0905414 47 0
© Pulane Lefoka & Janet Stuart



