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Multi-Site Teacher Education Research Project (MUSTER)

MUSTER is a collaborative research project co-ordinagied from the Centre for
International Education a the Univerdty of Sussex Inditute of Education. It has been
developed in partnership with:

The Inditute of Education, University of Cape Coast, Ghana.

The Inditute of Education, The Nationd Universty of Lesotho.

The Centre for Educationd Research and Training, Univeraty of Mdawi.

The Faculty of Education, Universty of Durban-Westville, South Africa

The School of Education, The Universty of the West Indies, S. Augudings Campus,

Trinided.

Fnancid support has been provided for three years by the British Depatment for
International Development (DFID).

MUSTER is focused on generaing new understandings of teecher educaion before,
during and after the point of initid qudification as a teacher. Its concerns incdude
exploring how new teechers are identified and sdected for training programmes, how
they acquire the skills they need to teach effectivdy, and how they experience traning
and induction into the teaching professon. The research incdludes andyticd concerns with
the dructure and organisation of teacher education, the form and substance of tescher
education curriculum, the identity, roles and culturd experience of trainee teachers, and
the cogts and probable benefits of different types of initid teacher training.

MUSTER is desgned to provide opportunities to build research and evaudion capacity
in teecher education in developing countries through active engagement with the reseerch
process from desgn, through data collection, to andyds and joint publicatiion. Principd
reseerchers lead teams in each country and are supported by three Sussex faculty and
three graduate researchers.

This series of discusson papers has been created to provide an early opportunity to share
output from sub-sudies generated within MUSTER for comment and condructive
criticism. Each paper takes a theme within or across countries and offers a view of work
In progress.
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ABSTRACT

This dudy complements other sudies in the MUSTER Lesotho series (Stuart et d 2000,
Lefoka and Stuart 2001) to explore aspects of the new Diploma in Educaion (Primary)
(DEP) curriculum “in action” a the Nationd Teecher Traning College. Eight lecturers
were obsarved teaching English, maths, science and educationd foundations.  The report
presents a descriptive andyss of 19 dasses, focusng paticularly on ams and objectives,
content, pedagogy, teeching/leaning maerids, assessment, the ways in which tutors
modd good practice to dudents, and how they create links to the primary school. It
concludes that the curriculum as ddivered, dthough adhering quite dosdy to the course
outlines as lad down in the curriculum documert, is inconsgent with the spirit of the
overd|l programme gods and objectives. Practice in the college has goparently not yet
changed to incorporate the more condructivis and reflective gpproaches envisaged for
the DEP.



CHAPTER 1
BACKGROUND AND CONTEXT

11 Introduction

The Nationd Teacher Traning College (NTTC) has dnce its inception in 1975 and until
recently, been the only inditution in Lesotho that was charged with the responghbility of
traning teechers for the primary sub-sector. This gdtuaion changed when the Nationd
Univarsty of Lesotho (NUL) re-introduced a degree programme for primary school
teechers through the pat-time mode For many years the College had the following
programmes for the primary sub-sector: Primary Teecher Certificate (PTC), Advanced
Primary Teecher Certificate (APTC) and Diploma in Primary Education (DPE). The lagt
two were for sarving teechers.  In addition to these full-time programmes, the College
offered part-time programmes such as PTC for teachers and Lesotho Insarvice Education
for Teachers (LIET) VI for principas of schools. NTTC (1997) notes that the need for
programme retiondisation and reform had been fdt a the College for a number of years
As a reault, the College engaged a team of consultants to evauae the primary teecher
education programmes and at the same time engaged in a series of academic debates. The
purpose for the academic debates was on how to reform the programmes. According to
NTTC (1997:5), a conference hdd in 1995 “dgnded that after 21 yeas of PTC
programme provison, during which there had been little or no change, it was time to
conduct a mgor review of dl programmes provided by the Primary Divison with a view
to reform”. The debates referred to here and the consultancy study on Teaching and
Learning Processes @ NTTC (Burke & Sugrue, 1994) were some of the activities that
contributed to the decison to reform the primary programmes. The mgor reform was to
shift from cetificates to diploma programmes for initid training, hence the introduction
of the Diplomain Education (Primary) (DEP).

This new programme was intended to conditute a paradigm shift towards a more
condructivis gpproach to knowledge and towards a view of the teacher as a “reflective
practitioner”. Such a progranme cdls for both lecturers and ther dudents to reflect
sysematicaly on teaching and learning processes. The DEP dlass Sze seems to be of the
type that is suiteble for the gpproach being promoted in the programme, as dass Szes
range beween 32 and 33, compared with the PTC, which had 50 students for smal group
teaching.

1.2 Rationale
The curriculum for teecher prepardion is vary complex. Findings from the MUSTER

Project suggedts it exigs in many forms in the printed documents, in the minds of the
lecturers, as delivered in the lecture rooms and as experienced by the student teachers.



In Lesotho the fird - Curricullum as Documented - has dreedy been studied (Lefoka and
Suart 2001), and lecturers have been interviewed (Stuart et d. 2000). The study of the
documented curriculum reveded a dgnificant digunction between the overdl programme
gods as st out in the Preamble and the ams and objectives st out for the subject
Specific courses. It was found thet the overal aims and objectives are

framed in terms of broad professonad competences, and those for the subjects ...
are much more narrowly conceived.... The two sats seem to come from different
discoursss or paadigms the overdl ams seem to propose the ‘reflective
practitione’ modd of teacher preparation, while the subject ams point to the
‘effective ingructor’ modd. (Lefoka and Stuart 2001: 24)

The present sub-study, in venturing to explore the “curriculum in action”, builds on this
ealier work in an atempt to see which paradigm predominates in the dassoom. It has
to be noted here that cdassoom observation sudies ae not a common feaiure in
inditutions of higher learning especidly in the context of Lesotho. However, smilar
dudies a the primary and high school levels have been undertaken in Lesotho before
(Chabane et d 1989).

1.3  Purposeof the Sudy

The gudy is pat of the Curriculum grand of the MUSTER project, which intended to
explore how new teachers acquire the knowledge, skills and vaues needed for ther
professond career. The present study is expected to provide answers to a number of
related questions.

14  Questions

1. The key quedtion for this sub-study is how does the curricullum as ddivered compare
with the curricullum as set out in the documents, in terms of ams and objectives,
content, pedagogy, teeching/learning materids and assessment?

2. Other questions that the study seeks to answer includes

I. Wha sorts of teaching/learning processes are going on? Are these good modds
for primary teeching?

ii. What kinds of knowledge are being presented?

iil.  What textbooks and/or teaching/learning materias are being used, and how?

iv. How arethe lecturers checking the sudents learning?

v. What arethelecturers teaching syles?

vi. How does the content knowledge link to the primary school syllabus and/or
teaching?



CHAPTER 2
RESEARCH METHODS

21 Introduction

The Curriculum in Action sub-dudy used classoom observation as the key method for
collecting data The focus was on the four core subjects mathematics, stience, English
and educationa foundations. Ningeen lessons were obsarved in dl: five in maths,
English and educationd foundations, and four in stence. Only dasses that were beng
taught to the new Diplomain Education (Primary) (DEP) student teachers were used.

2.2  Population

The tutors observed came from sdence mahemaics English and educationd
foundations departments. Table 1 presents the number of lecturers that were observed
according to the department in which they taught. With the exception of English, dl
tutors were locds All in dl there were eéght lecturers who were willing to participate in
the sub-sudy paticulaly in beng obsaved. As a rewlt, the sample sze was
opportunigic, which means tha the researchers had no control on vaiables such as

gender and the age groups of the participants.

Table 1: Number of Lecturerswho participated in the Study by Department

Subject Number of Lecturers and their Gender

Female Made Totd
English Z - 7
Mathemeatics 2 - 2
Science - 2 2
Education 1 1 2
Tota o K] o

23 Data Collection

Daa was collected through teperecording and noteteking. The tgpe-recorded
information was transcribed and subsequently used to supplement the observation notes.

As far as posshle, two observers observed a lesson. There were few exceptions such as
the pilot obsarvations where four obsarvers took notes.  In three of the English, two
Mathematics, two science and two educationd foundations lessons only one observer was
present, still taking notes and using a tape recorder.



A pilot observaion was caried out with a mathematics lecturer. Unlike the rest of the

other lecturers who were observed teeching smdl groups, she was obsarved teaching a
large group in the lecture hdll.

Observers took notes on the lecturers and the Student teechers activities including
activities that were not on task. They had to record the ectivities a intervas of five
minutes with the purpose of edablishing the time individud lecturers and their students
spend on each activity. They were to take notes on everything that took place in the class
including those thet were not on task.

Each subject was supposed to have been observed five times. However, due to some
difficulties tha were expeienced some were obsarved five times while others were
obsarved for lessthan five times.

25 Dataanalyss

The fird task in andysing the information was to transcribe the tapes 0 as to supplement
the notes taken during classoom observetions. The next sep was to study notes and/or
anecdotes and then to present these in the form of cases In presenting esch caseg
interpretations ae made edificdly on issues tha rdae to the curriculum as
documented. These included issues such as ams and objectives, methods of teaching
used and whether or not teeching was related to the primary school context.

2.6 Some Limitations

Sdection of daff to paticipae in this sub-sudy was difficult for severd reasons
Although some tutors had indicated during earlier interviews with ancther MUSTER
researcher that they would be willing to be obsarved, in the event mogt were rductant.
For example, a decison to sop observing one of the science lecturers was made efter
seved dtempts to vidt his dass, ether he did rot turn up, or he came in and left before
the lesson was finished. Ancther difficulty hed to do with the fact that only a few
lecturers were teaching the new diploma students.



CHAPTER 3
FINDINGS

31 Introduction

This section of the report presents the findings of the Curriculum in Action sub-gtudy of
the MUSTER proect. The Diploma in Education (Pimary) curriculum document
provides ams and objectives, content, and assessment methods as wdl as textbooks and
reference materids. All the lessons obsarved were dearly derived from the curriculum
documernt.

3.2 Characterigicsof the Tutors

The demogrgphic characteridics of the lecturers who paticipated in this sub-gudy
indicate that five out of eight of them held a junior degree, two had Maders and one a
doctorate. Their teaching experience varied from one to twenty years and the mgority
had served the college for 6 years or more, while their ages ranged from 35 to 67.
Regarding gender, five out of the eght tutors who participated in the sudy were femdes
and threewere maes.

3.3 TheCaseof English

Fve English lessons two of which were taught by Mrs. C and three by Mrs. D, were
observed. The firg two lessons were on paragrgphing while the other three covered three
different topics subditution tables, teaching fird and second language and methods of
teaching areading lesson. The dlass 9zesfor these lessons varied from 26 to 32.

3.3.1 Theaimsand objectives

In sudying the ams and objectives of the course agang the curriculum as enacted, there
gopeared to be conggency in tha the objectives for the lessons taught were clearly
derived from the curriculum document. The following are examples of ams taken from
the curriculum as documented.

a) To hep sudent teschers demondrate a broad knowledge of 1% and 2" language
learning/teaching, theories and a criticd ability to assessthe same,

b) To possess a basc functiond knowledge of the English grammeticd systlem sufficient
to help them use English competently in their own continuing sudies.

c) To posses a broad knowledge of teaching techniques, gpproaches and methods to
teaching as a second language as well asthe criticd ability to do the same.



However, in the actud classoom obsarvetion, none of the two lecturers obsarved made
reference to the ams and/or objectives of the topics they were teaching, which does not
seem to modd to the dudents the importance of communicating lesson objectives to the
learners. In that way, learners can relate the content of the lesson to the dojectives of the
topic being trested in a particular lesson.

3.3.2 Firg St of English Lessons by Mrs. C

An English Paragraph: The sub topics “organizing a paragrgph” and “condructing a
paragraph” were taught by Mrs. C. The firg focused on organizing a paragrgph from a
written passage while the second was on actudly condructing a paragrgph. The fird
lesson required students to read a passage from a handout and then to arrange sentences
0 tha these formed a paragraph. Still following the same syle, whereby students arrange
sentences to form a paagraph, the lecturer asked the dudent teechers to continue
organizing paragrgphs but this time using the sentences that she had written on the
chakboard hersdf. This way she appeared to change the drategy of reading from the
handouts to usng a chdkboard. However, this change was merdy a variation, which did
not ssem to chdlenge dudents even by asking them to actudly formulate sentences
themsdves and form a paragrgph. The second lesson on an English paragraph required
dudent teschers to focus on linking paragraphs s0 that a particular paragraph would
convey a certan message.

The greater pat of these lessons involved the sudents in some form of activity, including
giving them an opportunity to report to the entire dass the outcome of ther individud
activity. In the fird indance for example the student teachers individudly read the
passage and later on shared ther work by reading it doud to the rest of the dass. The
sudent teachers involvement was supplemented by the tutor who sometimes gave them
more work by writing sentences on the chakboard for them to connect in order to build
new paragraphs. Mrs. C tended to explain to the class concepts that she thought needed to
be explaned. For example she gave a brief description of how a paragraph is made up:
"See, the paragraph is made up of sentences and each sentence has a meaning. For a
collection of sentences to form a paragraph, the meaning should be linked” . She ds0
sometimes gave hints on congtructing a good paragraph.

The two lessons were obvioudy on upgrading the student teechers, content knowledge
and there was little atempt if any to chdlenge sudents even by way of finding out how
much they know about condructing paragraphs. This is one topic that is surdly treated at
secondary schoal levd and it might have been more a chdlenge to the students to find out
what they actudly learned a seconday school. Better dill, they could have been
chdlenged to critique how the topic is taught a secondary school and how they would
teech it themsdves, paticulaly a the primay school leve. Indead of chdlenging
dudents, the lessons were more about drilling them on connecting andlor  linking
sentences as they went about congtructing paragraphs. Thus, Mrs. C gppeared to be more
concerned about students congructing coherent paragraphs as opposed to, for example,
discussng whet is entailed in congtructing a good paragraph.



The two lessons showed how the content knowledge gets ddivered in Mrs C's
cdassoom. The dudents were given individud and group exercises to complete, they
were asked questions and the lecturer explained some concepts. Studying the type of
questions that were posed by the tutor, we are inclined to conclude that most of them did
not chalenge the dudent teachers that much. Quedions such as “so what is the
qualification of the main sentence? How many paragraphs do you have? And so what is

the qualification of the statement?” are possbly questions of a type that they came across
during their high school education.

Additiondly, the practices of having student teechers reed a passage in chorus, as was the
cae in the firg lesson, or of writing sentences on the chakboard for student teachers to
arange into a paragreph, tend to perpetuate primary and secondary school reading
patterns of involving dudents. Student teechers were not given the opportunity to
chdlenge thee very practices Providing them with an opportunity to chdlenge such
practices would be one way of developing in the teecher education students some critica
andyss ills of theway primary school students are taught.

Moreover, the use of teaching and learning materids such as a chakboard, are not new to
the student teachers, especidly the way they were used. The use of the chakboard was
not different from the way the handout was used. Perhaps students should have been
given poorly condructed paragraphs to actudly critique by looking a how they were,
linked. Ingtead, they were asked to share with the entire class the sentences they hed
condructed themsdves and it is not dear how this paticular activity was going to
contribute to their content and pedagogic content knowledge.

Mrs. C demondrated two drategies of concluding a lesson. These were asking a question
on what had been taught and giving a summay of the lesson. In the fird lesson she
wound up by asking quedtions of the type that are indicative of the method of teaching
she used. For example, she asked students to reed doud paragraphs they condructed to
the dass and then gave them homework in preparation for the next lesson. In the second
lesson, she conduded the lesson by giving highlights on the focus of the lesson:
“Sentences should be connected and the meaning linked. Without that, it is not a

paragraph’”.
3.3.3 Second et of Lessonsby Mrs. D

Mrs. D. taught the second group of lessons. She covered three topics and these were
subdtitution tables, teaching English reading lesson and teeching of L1 and L2.

Substitution Tables This lesson focused on helping sudent teachers learn the concept:
subdtitution tables. In her introductory remarks the tutor dearly explaned what the lesson
was dl about, saying it was going to be on how subdtitution tables are congdtructed and
why they ae taught in schools. As a reault, the tutor tended to explan extensvey the
purpose of subditution tables and a the same time threw in what they were to bear in
mind when teaching this topic.  Moving dightly from this teecher-cantred style, Mrs D



involved student teechers by way of reguiring them to answer the questions she posed.
The interaction between Mrs D and her sudents ssemed to be through discussion,
responding to quedtions, writing, reading and condructing tables Judgng from wha
actudly transpired in Mrs. D's dass, the lesson amed a upgrading the student teachers
content knowledge dthough she tended to mix this aspect with pedagogic content
knowledge.

Tha is, there was a tendency to make occasiond references to teaching topics of this
nature to primary school pupils, emphessng group work as the mogt suitable method of
teeching this particular topic. However, she did not take advantage of the very method
she seemed to be promoting, such as actudly demondrating how this could be achieved
in practice. Moreover, mixing the two aspects could in itsdf be very confusng in that
dudents might not essly separate learning how to condruct subdtitution tables and
learning how they were going to teech the same to ther own students, especidly when
done haphazardly. Additiondly, asking student teechers to imagine the primary school
dudents and the primary school context, without much connection to the lesson, could
contribute to some form of confuson in the dudents mind. Had the lesson been
premised on how to teach subgitution tables to primary school pupils, perhges it would
have been more meaningful to the sudent teachers

On the issue of checking sudents underganding of the content of the lesson, Mrs. D
tended to ask occesond questions some of which seemed to have been intended to
remind them of a primay sthool dassoom seting. For checking the dudents
underdanding, for example she asked them to condruct subditution tables usng a
question or sentences she had congructed hersdf. Other quedtions had to do with the
primay school pupils By asking dudents to continue with the unfinished work in
preparation for the next dass she encouraged them in a way to be thinking about the
topic asthey prepared for the next lesson.

Methods of Teaching Reading The lesson on methods of teaching a reading lesson
tended to be more on explaning to sudents a variety of methods that were suitable for
teaching “reading” & the primary school levd. Spedificdly, they induded the dphabet,
the look and say, the sentence, the phonic and the combined methods. By its nature, this
lesson could have been practicd, dlowing students, for example, to role-play the use of
some of these methods. On the contrary, the lesson that could have been purdy practicd
was taught theoreticdly. The lesson focused on the content of the different methods
auiteble for teaching a reading leson. Mrs D badcdly spent time giving extensve
explandions, focusng on the meaning of eech of the methods Additiondly, she gave
examples as she described what eech method entailed. She dso suggested a method thet
she conddered to be the best in teaching reading lessons in the primary schools This
propogition, however, was lacking in that the lecturer falled to provide judification for
uggeding 0. The explanaions were combined with writing on the chalkboard while the
student teachers took notes.

Typicdly, she invited sudents to ask questions on an area that might not have been clear
to them. The idea of inviting questions might have been amed a checking the extent to



which sudents actudly followed and/or understood the content of the lesson. However, it
faled to atract questions from the dudents. Upon redizing that sudents did not have any
questions and perhgps wanting to check whether or not learning had teken place, she
asked quedtions hersdf. The type of the questions asked, (typica recdl type) tended to
encourage students to give back what had actudly transpiredin the lesson.

In winding up the lesson she threw in idess such as use of songs in teaching reading,
which in her view would contribute to teaching gopropriete pronunciation. She added thet
giving primary school dudents exercises tends to promote their thinking, something thet
was not demondrated in the teaching of this particular lesson. In a sense, the tutor was
merdy preaching what she fdt was gppropriate for teeching a the primary schoodl
without moddling to the student teechers the extent to which thiswas feasble.

Teaching of First (L1) and the Second Language (L2) The third English lesson taught
by Mrs. D. appeared to be a follow-up of what the student teachers started working on as
an assgnment. This is one lesson whereby sudents group ectivity emanated from what
had been done as homework. Of dl the English lessons obsarved this is the only case
where sudents came to dass prepared for the next lesson. The idea of dlowing them to
discuss the assgnment and to discuss teeching drategies as provided in the handout
seemed to bendfit from the fact that sudents had done reading prior to dass time. The
ummaies of the contents of the two handouts would, thus bendfit from the
interpretation sudents made & home.

Mrs. D. tended to move from one group to the other as the students tackled the task
assigned to them. Her tendency to move from one group to ancther and spending roughly
5 minutes with esch group seemed to have been amed a monitoring the group
ddiberations. In vigting each group she adso guided the discussons by asking questions
as the groups discussed the task a hand. This was a Stuaion where a lecturer was seen
playing a ussfful role during group discusson. The practice of supervisng group
discussons and presumably guiding group ddiberations is not common in the NTTC
classrooms that were observed. Students on their part seemed to have been expected to
criticaly discuss the contents of the two handouts and to then indicate which of the two
provided better options for teaching L2.

The lesson showed Sudents interacting among themsdves, with the tutor guiding the
group work ectivities. The work emanating from the group work was shared with the
entire class, as student teachers were required to put their answers on the dakboard and
in doing SO presenting to the dass the group contribution. The questions asked after each
presentation, modly by the tutor, fdl short of didting their underganding of the
aummaries andlor gpplicability of ther summaries The type of midekes made in the
presentations given by the students were corrected by Mrs. D. hersdlf and we are inclined
to think that in doing s0 she reduced the opportunity for the sudents to critique each
other.

10



334 Summary

Ovedl it would seem tha there is no particular pattern in the way the English lessons get
introduced in the classes that were observed. On two occasions, the lessons garted with a
recgp of the previous lesson. On ancother, it can be assumed thet the tutor was atempting
to recgp for she asked a question which tended to suggest reference to the previous
lesson. However, the extent to which the recgp achieves the objective of heping student
teechers rdae the lessons to other topics taught is not cdear. The vaying ways of
introducing lessons on the one hand suggest flexibility and in a way, if properly done,
demondrate that there are numerous ways of doing so. On the other hand, however, snce
such introductions do not obvioudy portray a proper way of dating a lesson, they fal to
modd to the dudent teachers the very idea of flexibility and usng a vaiety of dyles in
introducing and/or starting alesson.

A further andyds of the English lessons obsarved indicates that to a large extent the
knowledge beng taught is badcdly content knowledge. In the mgority of cases it is
knowledge that students would have come across in ther other levds of education. This
being the case, one would have expected thet the focus of pedagogic knowledge would be
of paramount importance a this lewd of one€'s education. Moreover, paticularly with
regad to teaching drategies, there was a tendency to interact with Sudents, give
extendve explandions, involve dudents in activities and to some extent ask questions.
None of these activities seemed to relate to the theory that is being promoted in the
curricullum as documented. Student teachers for example, were not fully chdlenged in
any of the lessons observed.

Nor did any dear patern emerge on how to bring a lesson to a proper dosure. At times
lecturers ended lessons with an assgnment while in others a summary of the lesson was
provided while in others dill, the lesson ended with a message that did not redly rdae to
what transpired during the lesson. For example, the mentioning of songs as one way of
helping sudents learn was not followed up in away thet related the idea to the lesson.

Regarding the use of teeching and leaning maerids the use of chakboad and
photocopied materids by the tutors contradicts the use of various textbooks and reference
materid liged in the documented curriculum. For example, the document lists among
others two books, which could have been usad in two of the lessons obsarved. The
reference texts by Harmer J. (1983) on the Practice of English Language Teaching and
the other by Herbgt, (1992), on Second Language Teaching: A Guide for Junior Primary
Students and Teaching, were rdlevant and could have been used or at least referred to for
further reading. The dassoom observations reveded tha handouts ad chakboard were
the only types of materids, which tutors and student teachers tended to use in dl the
observed English classes.

Teaching dyles andlor draegies used should, under normd circumstances rdae to
clasyoom evdudion. Obsarving the English lessons it became dear that the extent to

11



which learning had taken place was checked through asking smple recal quegions On
two occasions, students were asked to complete work as homework.

In concdluson therefore, the extent to which the curriculum in action builds and/or puts in
practice the documented one in as far as the teaching of English is concerned, there seems
to be a contradiction. The methods of teaching used by the two lectures are traditiond
and do not therefore portray familiarity with the theory of reflective practice advocated
for in the preamble to the curriculum as documented. Furthermore, the methods do not
take cognizance of the fact that Sudents were being prepared to teach in the primary
school level. The casud mention to sudents whet to remember in teeching a the primary
school leve indicates that one lecturer was conscious of this fact. However, unless
demondrated in practice, it islikely to be meaningless

34 The Case of Educational Foundations

Five lessons covering three topics on the educationd foundations course were observed.
These were in the areas of teaching and learning maerids, early learning spedidization
and educationa research. The firg two topics were taught by Mrs. G and the last by Mr.
H.

34.1 Objectives

The objectives of the lessons observed were found in the course outlines of the
curriculum document. For example, Module 6 of the educationd foundations course has
as one of the objectives “students will be able to: demondrate the ahility to prepare and
use rdevant teaching ads effectivdy”. Module 2 indicates that students “will be abdle to
describe the meaning, nature, and types of educationa research methods and demondrate
ther underdanding of ressarch methods through application and andyss’ (Nationa
Teacher Training College, p.60 and 62 respectively). One of the lecturers made reference
to the objectives andlor modules during her teeching. In a way the lecturer was
demondreting to the dudents the importance of ensuring that students know about the
relevance of the lesson being taught.

34.2 Lesons1and 2: Teaching and Learning Materials

The two lessons that were observed under this topic were the theory and practical aspects
of teaching and leaning materids For the fird lesson, the lecturer had digributed two
handouts prior to the lesson. In her introduction Mrs. G. referred the students to the two
handouts on the topic. It can therefore be expected that the sudents were familiar with
the content of the lesson.

This lesson, which was highly interective, focused on numerous ways that can be
explored for doring teeching and learning materids in typicd Lesotho primary school
environments. The lesson feastured questions posed by Mrs. G. hersdf. The responses
provided by students showed that the content of the lesson or perhgps the primary school
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gtuaion was very familiar to them or indead ill very fresh in their minds. Mrs G asked
questions such as. “What can we do to protect our teaching aids from damage — think
about agents that cause damage such as dampness, heat, direct sunlight, mice, rats etc.
In fact, many of the questions asked directly led sudents to possble answers. Students
too had an opportunity to ask questions on the aspects of the lesson that needed darity.

However, the activity thet followed did not seem to follow directly from the topic of the
lesson. There was therefore a discrepancy observed, which seemed to be negligence or
lack of sygematicdly rdating aspects of the same topic on the pat of the lecturer.
Specificdly, sudents were asked to gt in groups of five and to condruct teaching and
learning materids At the same time the tutor shared with the dudents a few hints on
what to bear in mind in developing maerids That is, the lesson neither focused on the
dorage of teeching and learning maerids nor was there logic in discussng sorage prior
to condructing materids. Thus, falure to capture soecific issues a the rdevant time of
teeching a paticular concept tends to show incondsgency and/or illogicd ways of
presenting a topic to sudents.

This lesson, dthough designed as groupwork, lacked the input and or close supervison
by the tutor hersdf. Ingead of guiding the activity by way of observing the group
activities, the sudents were left on ther own from &fter the firg 20 minutes of the lesson
up to the end of the period. It seemed doubtful that the students would be in a pogtion to
relate the condruction of materids to suitable dorage for each of the different types of
teaching and learning materids that they might have condructed. Such a connection cdls
for the lecturer who is prepared to observe the activity and who, in the end would discuss
the product of group work with the purpose of rdating it to the storage topic.

Although the kind of knowledge that was being tranamitted seemed to be on hdping
dudent teechers learn to condruct teeching and learning maeriads themsdves they did
not have an opportunity to interact with others about their work. For example, they did
not discuss the materids condructed nor did they discuss how and in which lessons they
would use those materids. This would have been an opportune moment to dlow students
and the lecturer to critique the outcome of the work as groups presented ther work. This
way, assessment would have been achdlengefor dl sudents and the lecturer hersdlf.

3.4.3 Lesson 3: Early Learning Soecialisation: Home and School Relations

The lesson on home and school relations was the only lesson obsaved in this MUSTER
sub-study in which the tutor not only made reference to the module and objectives of the
course, but dso daborated on what was contained in the module. She actualy spdt out
the objectives of the module as they gppear in the documented curriculum. For example,
Mrs. G indicated that the objective of the module is to equip the sudent teachers with
ways of handling early primary dasses 13 learners and that its basc am is to provide an
indepth underganding of pupils persondities in order to enhance their dl-round
devdopment. It was therefore in this lesson where student teachers actudly had the
opportunity to relate the lesson to one of the objectives of the course.
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At the gtart of the lesson, it gppeared to be student-centred In the first ingtance, they were
involved by way of inviting them to visudize the fird days of primary schooling in order
to relate the topic of the day to the red school stuation. However, the lecturer tended to
eaborate on a number of issues submitted by the students instead of perhaps dlowing
dudents to discuss such issues. In doing S0, students knowledge would have been
enriched by the type of information that was being discussed. Mogt importantly, the
lecturer would be providing the students with an opportunity to critique each other and in
that way hdp them achieve one of the mgor gods of the DEP programme, which cdls
for such grategiesin the teaching of the various courses.

In the second ingance, the lesson shifted to being teacher-centred. After the student
teechers contributions, which were supplemented by the tutor’s input, the lesson moved
to the tutor providing extendve explandion on a number of issues These induded
researching learners  family backgrounds, the age during which children are admitted
into sandard 1, relationship between school and home, and parents expectations. Thus a
lesson that could have been manly dSudent-centred shifted to becoming purdy tutor-
centred, forcing students to listen more than participete.

The explandions given by Mrs. G bendfited from the practicd examples she gave. For
example, she emphadzed playing ad dnging as possble ways of hdping children learn
and indicated that they (children) could play out concepts such as divison by playing
roles of parents and children when sharing things @& home In doing 0, she illuminated
methods andlor activities that fully engage children and which are by naure child-
centred. At some point she referred sudents to the psychology lesson on moativation thet
they had sometime in the pagt and linked this to wha they were learning in the lesson.
Much as we are indined to agree that injecting a concept a the point that might help the
dudents see the rdevance to what is being taught to what was leamed in other lessons, it
helps more if the sudents were asked to discuss the rdationship themsdves This would
have been one way of assesang the extent to which students remember or are able to link
related idess.

344 Leson 4 and5: Educational Research

The educationd research lessons observed were on “choodng a topic of study” and on
“literature review”. The educationd research topic and the objectives for the module, as
dready pointed out, are from the curriculum document.

The educationd research lessons observed tended to be teacher-centred. The one on
literature review was more heavily teacher-centred one than the one on sdecting a
ressarch topic. Typicdly, the tutor gave extengve explandions on a particular concept.
For example the lesson covered the following sub-topics purpose for reviewing
literature, drawing a research proposa, methodology indicating subjects, ingruments and
procedures, sampling techniques and the meaning of data This indructiond method
cregted a dtuaion whereby sudents were not only bound to listen but dso had to take
copious notes a the same time. This was aggravated by the habit of the lecturer to dictate
to dudents what to write on the chakboard, in few ingances where individud Sudent
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teachers were indructed to put something on the chakboard themsdves. Most worrying
about the extengve explanations was the introduction of too many concepts in one lesson.

This is yet ancther Studion whereby in andysing the lessons observed, we see tha a
practical lesson is taught theoreticaly. For example, dthough one of the lessons observed
was meant to be practica, the number of issues the sudents were supposed to work on
were too many. In this particular lesson, sudents were to come up with a topic, identify a
problem statement and then define two variables: dependent and independent variables.

The entire gpproach and the amount of content covered suggest a highly ambitious style
of teaching educationd research. The sub-topics covered could be tught adequatdy over
a one-year peiod. Indilling in dudents the vadue of invedigation is an agppect of
educeation that could dart as early as a the primary school levd. However, and perhaps
because the lesson was amed a teaching the content of educationa research and not so
much how inquiry could be introduced in the primary school, the areas conddered to be
reseerchable were targeted at student teachers undertaking research themselves, dthough
rdlated to primary schooling. Topic such as “the effect of free primary education in
teeching and leaning in the primary schools’ and one on “the efectiveness of teecher
education curricullum in preparing teachers for indugon in primary school” have some
relevance to primary schooling. However, as dready pointed out, none of the topics
mentioned seemed to say anything about teeching young children to engage in inquiry
themsdves Thus, the educaiond research lessons observed were not anywhere close to
the primary school dassoom in which young studets could be taught investigaion
skills The educationd research lessons obsarved were therefore basicdly amed a
upgrading students content knowledge.

Although mogt of the teaching was lecturing, there were indances where student teechers
had the opportunity to interact. This was paticularly true during the lesson in which they
discussad research areas and varidbles. However, like mogt of his colleagues, the lecturer
did not say to supervise the group discussons. Mr. H therefore, failed to mode group
work asaskill that student teachers could use in their own dassrooms

Regarding checking student understanding, he tended to ask questions such as “What do
you think methodology means? “What do you mean by methodology?’ Such questions
were asked prior to him providing an explanation.

Falure to connect previous lessons with the one being taught was obsarved during Mr.
H's lesson. For example, the lesson on literature review had ended aoruptly because time
had run out. However, the next lesson that followed this one darted with sudents being
divided into groups to work on identifying a topic and defining a variadle. There was no
attempt to wind up the previous lesson.

345 Summary

A picture that emerges from the way lessons were introduced in educational foundetions
indicates thet, to a large extent, reference to the previous lesson or a brief introduction
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were the common feaiures of garting a lesson in this course. However, there were some
differences obsarved. In one lesson, introduction appeared more like a busness way of
going about the dlass activity. The lecturer darted by gregting sudents and immediatdy
expressng concern that the group was behind others in terms of the content covered and
that in order to be & par with other groups the lesson required students taking notes. The
pressure here seems to be caiching up with others, regardless of the circumstances thet
might have led to the Stuation of being behind other groups on the topics covered.

The two education lecturers both had a groupwork activity. Nether lecturer stayed for the
prectical dages. This was the time for tutors to return to ther offices leaving students to
dther continue with the lesson or dso leave without completing the task. This practice is
a poor modd of what group work entalls and the opportunity actudly to demondrate it
gets missed.

The use of teaching and leaning materids by the educationd foundaions tutors is
ubject to a number of questions. For example, as opposed to chdlenging the students to
use as much as possble text and/or reference materias that gppear in the curriculum as
documented, tutors tended to use handouts and the chakboard. A typicd and rather sad
gtuation was whereby students were reminded that there is a huge collection of rdevant
materids in the library on a topic that was being taught, yet students were encouraged to
take copious notes by the same tutor. Both the prescribed and the reference books,
“Doing your research project”(Bell 1992) and “Introduction to research in education”
(1990) respectivdly were avaldble. This dtuation whereby Sudents are not given the
opportunity for indegpendent sudy or for use of prescribed materids, might be atributed
to the tranamisson mode of teaching in some of the educationa foundations lessons.

Fndly, in conduding lessons the educationd foundation lecturers faled to demondrate
to ther student teachers how lessons are brought to a close. As dready pointed out, on
two occasons sudents were left on their own up to the end of a lesson. On one occasion
the tutor could not condude the lesson as time had run out while in another a brief
summay was given a the end of the lesson. In other words, there is no clear paitern of
how lessons are concluded for sudentsto learn from.

35 The Case of Mathematics

Fve mathematics lessons were obsarved, one large group lecture and four smal group
lectures. The large group lecture was of one-hour duration and smdl groups extended for
2 hours. The large group lecture was taught by Mrs. Q and the four smal groups by Mrs.
M. The large group lecture was on the teeching of directed numbers and the smdl group
lectures addressed the following topics the primary school mathematics syllabus, the
teaching of subtraction and addition transformation and congtruction.
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351 Aimsand Objectives

The mahematics course condgts of twenty (20) modules whose content is dearly spdt
out in thirty-9x (36) objectives. The modules and objectives gppear in two digtinct
caegories in the documented curricullum, namedy, subject maiter and methods. Twenty
two (22) of the thirty-Sx objectives cover the subject mater and only fourteen
concentrate on the teeching methods. The am of the mathematics course in dl the three
years is to dimulae inerest in mathematics and to produce teachers who “can cregie an
aopropriate learning amosphere and impart knowledge of subject 0 pupils ... are avare
of different leaningteeching methods ... have sound knowledge of organiziing maths
lessons ... are familiar with the current school maths syllabus’. All the five lessons, which
were obsarved, were related to the ams and objectives of the course as spdt out in the
curriculum document.

The practice of making objectives explicit in dass is not common a the college and the
five matheméti cs | essons observed were no exception.

3.5.2 Thelarge Group Lectureby Mrs. Q

The large group lecture was on directed numbers - the adding and subtracting of one-digit
numbers. Mrs. Q wanted the students to develop a lesson plan on directed numbers. She
darted by introducing parts of a lesson plan and wrote the dements of the lesson plan on
the chakboard as follows subject, topic, class, Sze, lesson objectives and presentation.
Student teachers grumbled upon the mentioning of the words lesson plan - "lesson plan
agan' implying thet they have dready been taught how to draw up a lesson plan ather
by the same lecturer or others in the same or even in another depatment. In her
introduction she wanted students to dabarate on the parts of a lesson plan. She asked
questions such as 'What do you think the objective of this lesson should be?" To which
one student responded: " At the end of the lesson students should be able to add numbers.”

After the introduction Mrs. Q demondrated to sudent teachers how to congruct a
teaching ad - the Number Line - for teaching directed numbers. In her demondration she
illusrated on the chakboard and followed the illugration by condructing the Number
Line usng paper. She then gave the sudents time to condruct their own teaching ad. As
they were busy with the activity she was moving around and tadking to individud
Sudents

The lesson was conducted in a typicd auditorium whose fixed furniture makes students
gt in rows with the lecturer in front of the dass. As the sudents were condructing the
teeching ad Mrs. Q could only interact with those a the extreme ends of the row and
thosein the front row.

The lesson's focus was on pedagogic content knowledge, thet is, a combination of content

on directed numbers and how to teach directed numbers to primary school children. The
interaction was minima and the students tended to respond in chorus to questions asked.
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In her introduction Mrs. Q indicated that the lesson plan was for a Standard Seven cdlass -
the find year of primary school. The topic of the lesson - addition and subtraction of one-
digit numbers - is, however, a Standard One topic in the primary school syllabus. Most of
the dass time was used to demondrate congtruction of a Number Line.

Clasyoom management was problemetic during this lesson.  Throughout the one hour of
teaching the dudents dreamed in and out of the lecture hal with plates of food in ther
hands. This dass overlgoped with the sarving of lunch and the students did not want to
miss both the lunch and the lesson, which caused unnecessary disruption to Mrs Q's
class Although she started her class on time, thet is 14.00 hrs, after an hour she had not
quite finished with her lesson. At 1500 hrs another lecturer was dready in the lecture
hdl to dart her dass with the same group of sudents. Mrs. Q ended her lesson abruptly
with students having indicated that they had not undergood what the lesson was about.
She could not address the dudents concern because the other lecturer had darted
didributing handouts to gSudents and Mrs Q had to leave the lecture hdl
unceremonioudy.

3.5.3 Small Group Lecturesby Mrs. M.

All of Mrs. M's lessons were of two-hour duration. Of the four lessons she taught, two
focused on subject matter and two on methodology. Her firgt lesson was on the primary
school mahematics syllabus Students were required to work in groups to sudy the
Standard 1 maths syllabus and decide how many periods were to be dlocated to each
topic and how many periods of mathematics were to be scheduled per week. These are
the ingructions the lecturer gave;

In your groups, | want you to look at the scope of the standard 1 syllabus and find
out if it is allocated enough time. | would like you to refer to the green book which
isjust the syllabus without the Teacher's Guide and find out how many hours are
scheduled for this class. | want you to break that topic down into the lessons that
are required. Tell me what you think you should do in each lesson - if you think
the topic should be chopped down into a number of periods you should say so.

After working in their groups for 20 minutes the sudent teachers were asked to present
ther group findings. Each group had a spokesperson presenting ther ddiberations and
Mrs M asked quedions for darification. Discussons were limited to the group
representative and the lecturer as exemplified below:

Representative: For standard 1 pupils, we consider 20 minutes as the maximum
length of period. So ten periods are enough in a week.

Mrs. M: How do you break that into ten periods?

Representative: To teach standard 1 pupils sorting, we give the pupils a homework,

say may be we explain for 5 minutes and the remaining time they
do whatever they can and makes one period.
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After the presentations by two groups it was time up and the lesson was brought to an
abrupt ending with neither summing up nor any evauation of the lesson.

Addition and subtraction The second of Mrs. M’s observed lessons was based on
homework she had given to sudents in a previous dass. She had assgned sudents to
prepare a lesson plan on the teaching of addition and subtraction and to deveop
accompanying teechingleamning materids. The lesson dated 30 minutes laie because of
Mrs M'slaeariva.

Mrs. M ingructed the sudents to present the homework by smulating a primary school
clasyoom and assuming the roles of school ingpector, schoolteacher and pupils Two
role-plays were presented by different student teachers. one on the teaching of addition
and the other on the teaching of subtraction. Student teachers used improvisad teaching
materids such as gicks and gones. The following is an extract of one smulation:

Teacher: Someone to remind us what we wer e doing yesterday?

1st pupil: We wer e adding and subtracting numbers

2nd pupil:  We were using 100 and 50

Teacher: Now let's have someone come and write and subtract 50 from 100 We
subtract a smaller number form a bigger number

Teacher: Yesterday | asked you to collect some containers fromyour places. Where

are they? We are going to use themto help us add and subtract

Mrs. M's lesson ended with her thanking the students for playing the roles of teecher very
wel but she did not debrief the smulaions. She did not bring dlosure to her lesson and it
ended as aoruptly as the previous one.

Transformation. The next observation of Mrs. M darted with her making reference to
the previous lesson and reminding dudents that the lesson was on trandformation. The
previous lesson had been on the enlargement of objects and had laid a foundation for the
current one. Mrs. M went on to explan the concept of enlargement, empheszing the
change in Sze. In her ddivery of content she darified the following concepts reflection,
trandaion, rotation. In her illugrations she emphasized the importance of the centre of

enlargement.

She usad mathematical indruments and the chakboard for her illugtrations and taked the
Sudents through each sep of the illudration. The lesson was highly interactive with Mrs.
M giving sudents exercises to work out ratios on the chakboard and guiding them with
questions. Mrs. M reinforced the correct responses by repeeting the students answers as
illustrated below:

Mrs. M C must also move. What is factor A-C?

Student: Negative 2, negative 3,

Mrs. M It will be negative 2 and negative 3; Now, what will happen when we
multiply by 2?

Student: Negative 4 and negative 6
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Mrs. M: Negative 4 and negative 6

The lesson proceeded with Mrs. M assgning exercises. Students worked on the task
individudly while she moved around to see what they were doing. The lesson ended with
sudent teachers being at different levels, some had completed the task, had been checked
by the lecturer and had been released. The other group had not finished their task and she
advised them to complete their task as homework.

Construction The lag lesson of Mrs. M to be obsarved was on condruction. The two-
hour lesson dated lae because she arived fifteen minutes into the lecture. She
introduced the topic by making illugtrations on board. The lesson was highly interactive
with Mrs. M asking questions while doing illudrations on the chakboard, and sudents

regponding, modtly in chorus.

She demondraied how to bisect a line and an angle She gave a detalled explanation of
the steps to follow in finding the centre of rotation and the angle of rotation. Beddes
posing questions and giving explanations, Mrs. M required sudents to use the chakboard
to demongrate what they had learned. She dso gave them individud work and asssted
those who were experiencing problems. At one point she had to provide an explanation to
the entire dass because of a common problem mog dudents were experiencing. The
sudents who had a better grasp of the concepts were given an opportunity to explain to
the others how they had gone about solving the problem.

The lesson ended with Mrs. M emphadzing the importance of ensuring thet the lines
meet a a paticular point of the centre. She then asked students who had finished to leave
while those who hadnt finished were asked to remain behind and finish the assgnment.
The lesson ended 15 minutes early with Mrs. M leaving some dudents working on the
assgnment.

354 Summary

Both lecturers who were obsarved in the teaching of mathemdics involved sudents in
their learning. They used various drategies to ensure that dudent learning takes place
The use of quedions, demondrations and prectice was very effective in promoting
dudents  involvement. Demondration is particularly a potent drategy in large dasses and
Mrs Q used this drategy successully in her large group lecture thus modding to
prospective primary school teechers how learning can be promoted in big primary schoal
classes. Classroom management in Mrs. Q's dass was very poor, with sudents moving in
and out throughout the lesson. The diguption did not provide a conducive learning
environment. It is not surprisng that a the end of the lesson some students did not know
what the lesson was about. Mrs M did not modd good time management kills  She
arived late in sevard lessons and Ieft early in one indance. Her late coming led to an
abrupt ending of dmog dl of her observed lessons Wheress in two lessons the lecturers
dedlt with the lesson plan, their own lessons were not exemplary in modding dosure.

Although the mathemdics course, as presented in the documented curriculum is biased
toward subject matter - fourteen modules out of twenty, and twenty-two objectives out of
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thirty-9x - the lessons which were obsarved were baanced between subject meatter and
methodology. The large group was an integration of the two, focusng on pedagogic
content knowledge, and the four smal groups were divided equdly into subject metter
and methodology. Both lecturers presented mathematics as a practicad subject, and even
the subject matter topics emphadzed the “knowing how” indead of the “knowing thet”
(Eraut, 1994).

The mogt commonly used teechingllearning materids were the chdkboard and the
mathematicd indruments. In more than one dtudion, however, the lecturers asked
dudents to improvise. In the large group lecture paper was used to condruct a teaching
ad ad in one smdl group lecture dudents had to bring to dass teaching/learning
materids they had condructed themsdves.  This is another way of communicating the
practicd naure of mathemdtics at this levd and the lecturers acted as good modds for
driving this point acrass. Textbooks and handouts were not used in the observed lessons.

Students assessment was carried out throughout the lessons and homework assgnments
were ds0 given as pat of the assessment. After every demondration students were given
an opportunity to practise what they had learnt by ether usang the chakboard themsdves
or engaging in individud exerdses The lecturers went round to check individud
sudent's work and assessed their understanding of the concepts, and where necessary
they gave additiond darification.

The obsarved lecturers used a vaiety of teaching dyles tilted more towards student-
centred methodologies Some of the teeching dyles which were employed were
demondretion, group work, Smulaions and role-play, quedioning technique and
individud work. Mog of the teaching Syles were approprigte for fadilitating the learning
process. In one of the lessons dudents were required to andyze the primary school
gyllabus and relae the activity to the school Studion as they knew it. In thar task of
andyzing the Sandad 1 mahemdics sylldbus dudents engaged in  interesting
discussons. Issues such as "you have to think about a learner - some are dow learners
and standard 1 pupils are young and likely to forget" were comments that came from the
dudent teechers themsdves This reminder came condantly from lecturers and it seems
to have successfully engendered the required awareness among the prospective teachers.

However the opportunity for learning which could have been obtained from discussng
the role-play was missed. The lecturer did not debrief the students role-plays and the
lesson did not, therefore, promote the learning that was expected. The questioning
technique provided an interactive environment between the dudents and the lecturers
dthough the tendency for sudents was to answer in chorus, a practice which the lecturers
discouraged as can be seen in Mrs. Q's remark: "I won't listen to your music. | expect you
to respond individually - you must raise up your hands."

The content which was presented in the entire five lessons links very wdl with the

primary school sylladbus and the teeching a this levd.  Although the linkage is strong
between the observed lessons and the primary school  sylldbus some  worrying

obsarvations were made.
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Mrs Q spent too much time demondrating the condruction of the Number Line, firdly
on the chakboard and then usng paper. The teeching ad is smple and should not have
used too much time. The large group is meant to introduce a topic to the entire dass and
engaging the dass in the condruction of a teaching ad seems inappropriate.  However,
looking & this dassoom prectice from a different pergpective, especidly in the context
of primary school dassrooms for which Mrs. Q could was preparing student teachers, the
activity might be regarded as indicating cregtivity on her part.

The lesson that Mrs. Q sdected for the lesson plan on directed numbers is a Stlandard One
topic dthough she used it for a Standard Seven. One of the mgor objectives of the maths
course is to enade dudents to read the primary syllabus and to relate topics to the
relevant sandard. Falure by the lecturer to make this rdaionship sends a wrong message
to prospective teechers - that a teacher is a liberty to teach any topic to any dass. It ds0
sends a wrong message about the application of learning theory to subject content and
cregtes an undedrable digunction between foundation courses and curricullum dudies
COUrses.

3.6 The Case Of Science

Four Science lessons were observed, three were onducted by Mr. S and one by Mr. L.
All lessons by Mr. S were on theory and the one by Mr. L was a practica. The stience
course is organized into Biology, Chemidry, Physcs and Methodology in the curriculum
document and dl the lessons which were obsarved were on Physics. Mr. Ss lessons were
on Energy and Work while the practica by Mr. L was on Electricity.

3.6.1 Aimsand objectives
The stience course ams a enabling the sudents teachers to

devdop stience concepts, scientific skills and a podtive attitude towards Science
... acquire and gpply contemporary methods of teaching science to primary school
pupils ... gopreciate goplication of science in everyday life Stuations.

Of the twenty modules, which make up the course, fifteen are devoted to subject matter
and only five to methodology. The objectives are ddinested by discipline and there is no
atempt a integrating the three discplines of stience nor the methodology into the
subject matter. The focus of the course is dearly on subject matter mastery as spdt out in
the courseamsfor Year 1

[It is meant to provide student teachers with a broad introduction to the three
areas of Science - biology, Chemidry and Physcs ... prepare them for in-depth
trestment of the subject matter in Part 2 and 3.

Indeed the ratio of subject matter objectives to methodology ones are within the spirit of
this course rationde. Of the 56 objectives in the science course, 40 are subject matter
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objectives and only 16 are rdaed to methodology. It is no surprise, therefore, that dl the
four lessons that were observed focused on the subject matter. All the lessons were found

to relate directly to the objectives as spdt out in the documented curriculum.
3.6.2 LessonsByMr. S

Mr. S was obsarved teaching three lessons, dl of them on energy. He darted the first
lesson by giving a summary of potetid energy. He went on to didinguish between
potentia and kinetic energy and gave many examples to darify the concepts. As he did
90, he made copious illugtrations on the chalkboard asindicated in the example:

When the body reaches down here (point to the illustration on the chalkboard) at
this point here, this one is doing work and that work will be equal to mgh (He
writes W=mgh)

The lesson was interactive, with the lecturer asking questions and students responding in
tun. Although the lecturer provided a lot of examples from everyday experience to
caify abdract concepts, a times his explanations lacked darity and shapness in the
ubject as exemplified below:

Student: Sr, why does a ball bounce back when it falls? For instance, if a tennis
ball hits the ground it goes up again and so on until it rests on the ground.

After some long interaction between dudents and lecturer on this question, the lecturer
intervenes thus

The easiest way to explain this is by the conservation law, momentum
conservation which we have done. | find it extremely hard to explain this
so that you can seeit in energy terms.

The student is still confused.

Student: The problem now is that the inflated ball is able to bounce whereas the
deflated one does not bounce back

Lecturer: No, no. The deflated ball will not bounce back because the force or the
energy of the ground does not have enough energy to make it more, but
the inflated [one] is different in that being elastic it picks up whatever
amount of force or energy fromthe ground to move...

Mr. S spent the lagt five minutes of the lesson highlighting what had been covered and
summing up the lesson.

His second lesson was on “Work”. He introduced the lesson by referring to the previous
lesson on work, reminding students about the workings of a dynamo and how energy
trandormation and trandfer occur in a Seam engine.  He developed the lesson by talking
about different forms of energy and the law of consarvation of energy. He referred
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sudents to a handout he had prepared and provided examples to clarify concepts and aso
usad the illugrations provided in the textbook. He ended the lesson by summarizing the
content of the lesson.

In the third lesson Mr. S used the chakboard and a handout to present the lesson whose
focus was on renewable and nonrenewable sources of energy. He provided students with
many familiar examples, such as pushing of the car and pushing a book across the teble
to explain the concept of conservation of energy. He dso gave students exercises to work
out. There was a lot of interaction between the lecturer and sudents, with sudents aso

posng quesion to the lecturer where things were not dear. The class exercises were
followed by discussons and asummary by the lecturer.

Although there was lively interaction between the lecturer and students, the explandions
provided by Mr. S were mideading in some indances as exemplified by the definition
bdow:

The third one which is very critical in defining work in Physics is not very
familiar in everyday life is that the motion must be along the direction of the
applied force.... This conception of “work” is mideading because a force can be
applied on an object but with resultant motion at an angle to that of the applied
force.

The lecturer dso confused the physcad dae of getting tired and work as defined in
Physics, as depicted by his question:

Why do you think your hands feelstired even though you are not doing any work?

Following on the definition of work, Mr. S introduced the sudents to the unit commonly
used for work, the “Joule’. He drew a rdationship between energy and work by referring
to food which animds consume This led him to discuss the trandformation of energy
from one form to the other, empheszing that energy never gets destroyed. Mr. S, as
usud, brought his lesson to an end by summing up the day's lesson and teling them about
the next.

S0 in a nutshell, in the process of doing work energy can be transformed or
converted to different forms ... as we saw in the two examples of the wheelbarrow
and the dynamo. In the next class we'll look at one other example of energy
transformation in the steam engine.

3.6.3 Practical by Mr. L

The fourth science lesson to be obsarved was a laboratory practical on dectricity, which

was conducted by Mr. L. The lecturer was twenty minutes late for this one-hour practica.
He drew a diagram of the drcuit on the chakboard and naotified the students that the same

diagram was in thar handout. Mr. L ingructed the students to work in groups to answver
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quesions on the drcuit. Although this was a practicd dass there were no concrete
materials. Usng the diagram in the handout students had to respond to questionslike:

- Wha hgppens to the brightness of the lamp if one cdl is added and connected to point
A?

- What happensto lamp X when the switch is open?

- If youwereto put a switch to control lamp X and Y where would you put it?

After dightly more than five minutes of having dated the lesson, the lecturer left the
room with the message thet "if there are no questions carry on in your groups.”

The students proceeded to work in their groups to respond to the quedtions. Some
sudents began to leave dass fifteen minutes before the end of dass.

364 Summary

The objectives which focus on the subject matter dominate the documented curriculum of
the stience course and this has been borne out in the lessons observed. All the lessons
were subject matter-oriented and desgned to provide sudent teachers with a broad
introduction to phydcs as detaled in the course rationde. Mr. Ss lessons covered five
objectives and Mr. L's one objective of the Physics area. To this extent the lecturers were
teaching what isin the documented curriculum.

Mr. Ss lessons were dructured with a beginning, a middle and an end. His beginnings
were characterized by linking the current lesson to the previous one, and the endings by
ummanizing, and a times indicating what the next lesson would be about. The middle
pat of the lesson condsted of the presentation of concepts, student/lecturer interactions
and dass exercises by sudents. In this way Mr. S modeled effective lesson presentation
to the prospective teachers. Mr. L's lesson on the other hand dtarted late and was not well
prepared for. He presented a practica lesson without concrete materids for students to
manipulate and he did not provide guidance to sudents as they engaged in an assgnment
he had given. The materid he presented to a one-hour class was very inadequate as it was
completed in less then thirty minutes This particular lesson did not modd good practice

for propective teechers epecidly with regard to time management.

The knowledge, which was presented in the Science lessons of both lecturers, is what
Shulman refers to as “knowing that”. As dreedy indicated this is wha is emphasized in
the rationde of this course. Of concern however are the misconceptions that were
identified in Mr.Ss lessons. At one point the lecturer spoke of “applied” force and
indicated that work done by the force is dways zero if it is not directed dong the motion
of the object on which work is done. One got an impresson that the lecturer was not
aware that in physcs an object could be in motion while there is no work done on it
whatsoever. The lecturer's reference to the definition of work as "mathemaicd™ in his
daement “The mathematicd definition of work is that the amount of work done by a
force is given by the product of the force and the disance moved” does not redly help
the dudents to grasp the physca concept. It is not about being mathematical but rather
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about quantifying the concept of work, thet is, the “how much” aspect of work done by a
force.

This dso has a bearing on the vocabulary used to convey the concepts. This points to the
dilemma faced by a stence lecturer regarding the avoidance of technicd terms and
resorting, indead, to readily undersood language which runs the risk of compromisng
concept acquistion. Hopefully the indructors ability to provide copious examples from
everyday experience should help the sudents to grasp the concepts independently.

Mr. L by faling to provide rdevant materids in the practicd on dectricty log an
opportunity of engaging students in “knowing how”. Both lecturers used the chakboard
and handouts as teaching/learning resources. The chakboard was used to illudrate a
point to the whole dass. Handouts were used for dass activity and as reference/study
materids. Handouts are extracted from textbooks and do not have the lecturer's input.
The use of the handout to conduct a practicd by Mr. L was very inappropriate.  Judging
from the quedions the Students were supposed to answer, the handout hed to be
accompanied by concrete materids, namey batteries, bulbs and wire to fadlitate
meaningful leaming.

Lecturer S used a variety of ways to assess sudents learning. He asked questions, which
sudents had to respond to verbdly and he presented them with dass exercises which he
checked during the lesson. There was no assessment in Mr. L's lesson as he Ieft the
Sudents to work on ther own. Because he was in dass for less than ten minutes, Mr. L's
teaching style could not be assessed.  The concept of individud Study is gpplied wrongly
by many lectures. It will not be a surprise if Mr. L daims thet he was usng this drategy
in this particular lesson.

Mr. S usad the questioning technique as his predominant dyle of teaching. His questions
covered the different levels of Bloom's taxonomy, from smple recdl to goplication. For
example he asked:

What happens when we burn coal ?

What does the spring do?

What effect doesit have on the work done?

Now think about the situation where you are carrying a bag of groceries .. does
force work as you move from Shoprite to the Bus stop?

Sometimes he asked questions that caled for chorus responses on the part of sudents. He
adso invited sudents to ask quedtions, a practice which seemed to be very familiar and
which gsudents were very comfortable with as seen from the number of quedions they
posed. He used the expository agpproach to present the concepts. He went into a lot of
detalled explanation to drive a concept home and he used many familiar examples in the
process. He followed his presentation with cdass exercises, a the end of which,
sometimes, there would be group discussons For example dudents were given an
exerdse to complete in ten minutes
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Thisis a ten minute assignment and you are free to discuss it with a person sitting
next to you - take ten minutes.

The idea of discussing with those gtting next to them introduces smdl group work as a
method of teaching. When he used a dynamo to explan the concept of energy
trandormation he was employing the demondration style. Mr. S was quite comfortable to
move from one teaching syle to the other.

Nether lecturers made reference to primary school teeching or to the primary school
gyllabus in ther lessons This is S0 even when the topics of ther lessons are taught at the
primary school levd. The atificd sgparation of the subject maiter and the methodology
of teeching science in the documented curriculum goes againg the goproach which is
advocated for the teaching of scence in Lesotho primary school as presented in the
primary stience syllabus This college/schoal practice digunction can only be addressed
if dl dakeholders in teecher education, especidly curricllum developers and teacher
educators, collaborate in teecher preparation.

27



CHAPTER 4
DISCUSSION OF THE FINDINGS

Centrd to the criticiam of primary tescher education programmes in severd evauation
dudies, especidly the Burke e d., (1994) study which led to the introduction of the DEP
programme, was the teaching ad learning processss in the College. Indeed the rationde
of the DEP programme was meant to address the problems that were identified in the
colleges teaching and learning processes. Wheress the curriculum document is explicit
that "the programme will be built on the principles of depth, breedth, and coherence’ and
“In its ddivery and its content the programme will provide opportunities for persond
dudy and reflection as wdl as didogue and debate on a range of educationd issues', the
findings of this paticular sudy indicate that a lot ill has to be done to acquire a
coherent curricullum drategy a the college The key quetion of this sub-study "How
does the curriculum as ddivered compare with the curricllum as st out in the
documents?' is, in fact, aloud cdl for coherence.

The digunction which was identified in the documented curriculum as highlighted in the
“Curriculum a Documented” sub-dudy (Lefoka and Stuat 2001) indicates that the
discrepancy between the curriculum as ddivered and the curricullum as documented is to
be expected. Because the course ams do not derive from programme ones and because of
the dissonance resulting from the fact that the two sets are derived from different srands
of thinking, that is progressve and tradtiond drands (Stuart and Kunje, 2000), the
enactment of the curriculum can satify only one sat and not the other.

According to the curriculum document (Nationa Teacher Training College 1997:10) "the
persond and professond ams of the programme shall be pursued concurrently” and
“throughout the programme empheds shdl be placed on professond education. Generd
and paticula methodologies shdl feature on a continuous, concurrent and integrated
bags" Within the same document the individud courses are st out dong separae
subject-matter  and methodology lines. Compartmentdization between  subjects il
persds  The curriculum as ddivered has been found to be in tune with only the subject-
pedific courses section of the curriculum as set out in the document. The case sudies
were andyzed on this bass and the ddivery of the curriculum was compared with the
course ams, objectives, content, etc as presented in the curricullum document. The extent
to which the curriculum as ddivered compares with the raionde, am and objectives of
curriculum as st out in the documentsis the focus of this discusson.

4.1  Aimsand Objectives

The curriculum of the DEP programme ams a providing Lesotho schools with well
rounded and wel-grounded teechers in the theory and practice of teaching, who will be
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able to tackle the chdlenges of a typical locd dassoom. The extent to which this noble
god will be met depends, by and large, on what takes place a NTTC in the process of
teecher preparation.

The fundamentd difference between the DEP programme and the programmes it has
replaced is the condructivis and reflective discourse that permesates the DEP programme
rationde and ams But, as dready indicated, the lecturers in their dasses pursue the ams
and objectives as provided in the course section of the curriculum document only.
Because these are not derived from the programme rationde and gods mogt of the
lecturers observed do not pursue the persond and professond ams concurrently. Most
of the observed lessons were devoid of professond education and the integration of
methodologies.

Reflective practice is congpicuoudy abosent from dl the observed lessons for the smple
reasons that it is not reflected in the course ams and objectives This omisson is
regrettable and is indicative of an organization that would rather embrace what Stall and
Fink (1996:86) refer to asa“sinking school” culture instead of embracing change.

4.2 Content

The ddivered curriculum, except in a few ingtances, is very academic and content-driven.
The desgnated raio of 70:30 for content and teeching methods within each subject
course makes a mockery of the entire curricullum review process in primary teacher
education. Centrd to the review process was the raising of the entry requirement into the
DEP <0 that less time would be spent on subject content.  The 70:30 ratio, which was
referred to earlier, quedions the seriousness of the college in improving primary teacher
education in Lesotho. We acknowledge the value of a sound knowledge base in a
particular subject if it leads to the growth of the professond knowledge base. However,
the approach of presenting content as a commodity excludes the practica know-how,
which the prospective teachers o requiire for thair professiona work.

The way the DEP curricullum is desgned expects that the NTTC lecturers will be
conscious of the fact that primary school teachers should be grounded in dl the subjects
that they are going to teach. It dso expects that they will be helped to see the rdationship
between dl the many subjects that they will teech a the primary school levd. Mogt
importantly, it expects that lectures will make an effort to hdp student teschers through
the programme as a cohesve whole. The observation that eech lecturer is an idand in
hisher dass, with no co-operaion with others will not give sudent teechers effective
ways of handling the many subjects that they are expected to teach.

Students  experiences are dso not tapped in NTTC cdassrooms dthough we know thet
sudent teechers bring with them recollections which may limit, direct, and support ther
current thinking (Russdl and Korthagen, 1995). The bdiefs tha sudents bring about

teaching tend to be more congruent with ther past experiences than the idess which the
lecturers ask them to congder. The vadue of usng dudents experiences has been
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highlighted in the programme rationde and its omisson in the teaching/leamning process
in NTTC dassooms is an indication that one of the mgor tenets of the new programme
isbeing undermined a course leve.

4.3  Pedagogy

Teaching and learning draegies varied between lecturers and even between lessons
given by one lecturer. The underlying modd gopears to be trangmisson-oriented in that
there is quite a lot of lecturing and presentation by the lecturer. Although sudents were
often invited to paticipate, through questionand-answver methods, much of this gppears
superficid, in tha lecturers are asking closed or redricted questions. This is very much
amilar to the findings of the dudy “Teaching and learning in Lesotho primary school
classooms’ (Chabane e d., 1989). It involves teachers asking questions, sudents
ansvering and the teecher expanding or explaning further the point being discussed.
There ae however some episodes of red interactive didogue where dudents ask
questions or where lecturers probe and explore students undergtanding, or where students
even chdlenge lecturers Examples were found in some mahematics stence and
educationd foundations lessons. Interective didogue took place with individuds mainly
during monitoring of dass work. The lectures on research were perhaps dosest to
tertiary teaching, but were poor examples of it, as far too much was covered without
giving time for assmilaion through practice.

Thus the limited pedagogica repertoire which is common in our primary schools seems
to be a leest patly a result of what is happening a the College, and there is little
posshility that the student teachers will devdop more individudized teeching yles
usng a wider vaiety of methods. The dass d9zes whereby the laget was 32 were
potentidly conducive to methods of teaching other than lecturing. Sadly, there was little
ggn of teaching through or for problem solving approaches, or of encouraging reflection,
as =t out in the programme generd ams. Ingead, students appeared to be Hill dependent
on the lecturers, asthey were not being taught to learn independently.

The condructivis and reflective sance, which is recommended for the DEP programme,
requires a shift from traditiond modes of curriculum ddivery. The new programme cdls
for “opportunities for persond sudy and reflection as wel as didogue and debate on a
range of educationd issues” Unfortunatdy this is not a common feature in NTTC lecture
rooms. The focus of mogt of the observed lessons was on knowledge transmission rather
than on promoating reflection and criticd enquiry.  Although a varietly of teaching Syles
were obsarved in NTTC dassrooms the expository style was the most predominant.

Almog dl the information comes from the lecturers. When one condders the congested
schedules which gudents have to follow one can undersand that student teschers are
bombarded with information from one lecturer to another and from one subject to another
(Ntoi & Lefoka, 2002:280). Moddling of a didogicd rdaionship between theory and
practice as wel as debaes on educaiond issues were dmost nonexigent. Red
interactive didogue of lecturer/sudent and student/student was rare because of the type
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of questions which were posed. Time management ssemed to be a problem for mogt
lecturers - coming late to dlass was quite common, and as a result some lecturers rushed
through lessons and were aorupt in ending them. In this regard the lecturers faled to
mode good practice in a very critica aspect of teacher preparation, the lesson plan. There
was poor cdosure of lessons generdly, except for one science lecturer who gave usdu
ummearies

The datements in the curricllum document that "throughout the programme empheds
ddl be placed on professond educdtion' and tha "Gened and paticular
methodologies shdl feature on ... an integrated bass' were found not to be true of the
observed lessons. As dready indicated content and methodology are portrayed as
separate in the curricullum document and are trested as such in the dassoom. This is

regrettable because,

the rdationship between theory and practice can  dgnificantly  influence
underdanding of the persond learning process a every dage in ones
deve opment of the professiond knowledge of teaching” (Eraut 1994:159)

This separate treatment of subject content and methodology aso undermines the method
of teeching proposad in the primary school syllabus.  For ingance the primary school
gyllabus advocate a process gpproach in the teaching of primary science but the college
lecturers do not modd this gpproach to the prospective teachers.

4.4  Teachingand Learning materials

Regading teaching and leaning materids lecturers used as thar man  resource
chakboard and handouts. The students relied soldy on handouts, which take the form of
photocopied text or teacher-prepared notes. The practice of “spoon-feeding” which Burke
and Sugrue (1994) identified a the college dill persss The DEP Curriculum Document
which in some ways cdls for an inquiry-oriented type of learning can hardly teke place
when the message given is that knowledge comes from books or from te lecturer. Thisis
yet another Stuation which promotes dependency on the lecturer.

45  Linking with the primary syllabus and primary teaching

There was an atempt by some lecturers to link their lessons with the hgppenings of
primary schools, epecially the lecturers of mathematics It has been mentioned that it is
only a fraction of the course syllabus that can dlow for this link because 70% of it is
devoted to the teaching of subject matter. Indeed, the course section of the documented
auriculum is based on a fdse epigemology which assumes a dear-cut diginction
between theory and practice.

This epigemology is in darkk contrediction to the programme raionde which dates that
“the programme will saek to modd a didogica reationship between theory and practice”
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and requires that primary school teachers “must be cgpable of bringing the theoretical and
practical aspects ... into productive tenson”

The progranme rationde places “process knowledge’ a the centre of the teacher
preparation endeavor and operates from a framework which views professond
knowledge holidicaly, encompassing prepostiond knowledge, tecit knowledge, process
knowledge and know how. The sdient festure of the observed lessons, if the course ams
had teken their tune from the ovedl progranme rationde and gods should have
contained livdy discusson on how the chdlenges that obtain in Lesotho primary schools
can be sumounted. The “theorizing” <hould focus on drategies for bringing
improvement in teaching and learning in primary school classrooms.

4.6 Assessment

The condructivig and reflective gpproach which is advocated in the DEP programme
cdls for different methods of assessment than the traditiond types that are presented in
the course section of the documented curriculum. If according to the curriculum
document

the programme will seek to modd a didogicd rdationship between theory and
practice through smulations of actud teaching Stuations vidgts to locd schools
for observation of practice, ad criticd and condructive gppraisd of current
prectice and thinking in reaion to teaching and learning ... Sudents will be
encouraged to develop ther own teaching syle ... and develop their theoreticd
undergtandings of the complexities of dlassroam life

then assessment ought to be related to this programme requirement. The most common
method of assessmeant is tests and this is indicative of the dominant teaching method, thet
is, expogtion. At cdassoom levd dudents were assessed through questions, which they
responded to verbaly and through class exercises.
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CHAPTER 5
CONCLUSION

The comparison between the curriculum as ddivered and the curriculum as st out in
documents can hardly be neatly spelled out because the DEP programme seems to bea
“dereo in discord” (Marope, 1997). It is nather coherent nor condgtent in its curriculum
drategy. In the document itsdf there is an obvious digunction between the programme
raionde and overdl gods on the one hand and the syllabi of the various courses on the
other. The lecturers seem to be oblivious of the programme rationde and gods and find
comfort in the familiar syllabi requirements that are a perpetudion of the old practices
and a hindrance to the improvement of primary teacher education and the primary
education sysem as a whole The condructivis and reflecive modd of teacher
education, which promotes the image of the teecher as an intdlectud, enquirer and
change agent, cannot take root at the College unless dl stakeholders a he college ensure
that the course syllabi "take thar tune' from the programme rationde and gods If this is
not done, the dilemmas of the

0] academic orientation (theory) versus practica orientation (practice),
(D) teacher- centred versus student- centred approaches,
(i) ided of professond teacher versuswhat ismoddled by NTTC lecturer

will not be successully resolved. "Changes in the DEP depend crucdly on the
preparedness of the lecturers who are going to implement such changes' (Ntoi & Lefoka
2002:284). Our generd impresson, based on the lessons which were observed, is that
for many lecturers teeching is a job - something that you go and do because you have to.
Until they make an orrgoing commitment to the improvement of their teeching not very
much will be accomplished in the improvement of primary teacher education and, more
importantly,  the improvement of primary education. Of criticd importance for the
lecturers is thet they should practice what they preach. The questions they dould ask are
"Can | do in my own teaching what | ask of those entering the teaching professon? How
can | hdp my dudents improve the qudity of their learning so thet they may improve the
qudity of leaning of those they teach?' (Russl and Korthagen, 1995:98) Without
reflecting on what they do as teache educators and engaging sioudy with thar
professond  knowledge landscepes, the college lecturers will find it difficult, if not
impossble, to implement the DEP programme as spdt out in the programme rationde.
The snior management team a the college is therefore chdlenged to turn policy
pronouncements in the DEP curriculum document into changed dassoom practice
cognizant of the fact that "Inditutional change is an enormous task which requires a
concated effort from dl the role players - management and lecturers dike' (Ntol &
Lefoka, 2002:286).
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