MUSTER

Multi-Site Teacher Education Research Project

sponsored by DFID

Ghana

=Seigle
Mal awi

South Africa
Trinidad &
Tobago

Discussion Paper

Face-to-face Initial Teacher
Education Degree Programme
at the University of Durban
Westville, South Africa

Michade Samud and
Daisy Pillay

May 2002

Centrefor International Education
Univerdty of Sussex Institute of Education




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 Indtitute 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, . Augusting s Campus,

Trinidad.

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

MUSTER is focused on generding new undergtandings of teacher education before,
during ad after the point of initid qudification as a teecher. Its concerns incdude
exploring how new teechers are identified and sdected for training programmes, how
they acquire the skills they need to teech effectively, and how they experience training
and induction into the teaching professon. The research incdudes 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 tranee teachers, and
the cogts and probable benefits of different types of initid teacher training.

MUSTER is designed to provide opportunities to build research and evaudion capeacity
in teecher education in developing countries through active engagement with the research
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 discussion papers has been cregted to provide an early opportunity to share
output from sub-dudies 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.

MUSTER South Africa

Revised versons of the South African papers in this series can be found in the book
Changing Patterns of Teacher Education in South Africa — Policy Practice and
Prospects, edited by K.M.Lewin, M.Samued and Y. Sayed, (Heinemann Press 2003).
The book explores policy and practice in Teacher Education in South Africa and their
implicetions for the future, representing one of few empiricadly grounded, policy
orientated dudies of tescher education in South Africa The research presented covers
criticdl topics of interest to those who prepare teachers and sudy teeching: the evolving
higories of teacher education policy, shifting teecher identities, teacher supply and
demand, contrasting modds of teacher educaion ddivery, college meges and
rationdisation, and the impact of HIVV/AIDS on teachers and on teacher provisoning.
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ABSTRACT

The paper provides a case sudy of the pre-service degree progranmes a the University
of Durban-Westville (UDW), describing firgt the Bachelor of Paedagogics and then how
the design of an innovative ‘Bachdor of Education’” emerged in response to palitica and
socid changein South Africa. Datawas collected by survey, documents, and interviews,
but aso drew on the authors insder knowledge of how the changestook place. The
study portrays the tendons around curriculum design, development and implementation
in the dimate of pogt-apartheid South Africa. 1t dso analyses how the intersecting and
competing forces of financiad congderations, curriculum imperatives, managerid ad
gaffing issues, and other socid and palitical congderations, have pushed and pulled the
teacher education provider in opposite and complementary directions.



CHAPTER 1

INTRODUCTION

At the beginning of 2001 the Universty of Durben Wesville (UDW), School of
Educationd Studies was faced with the decison of discontinuing undergraduate pre-
sarvice/ initid teacher education programmes for firg year new entry sudents.

“It is not financially viable to offer the programmes to so few students,” argued the
universty finendd adminidraiors. (Financid congderaions)

“We need to keep alive the innovative curriculum that the new Bachelor of Education
programme offers,” argued the School’s curriculum designers. There is a glint of pride as
deff fondly refer to the programme as the BAGET degree (Bachdor of Generd
Education and Traning), the term coined before the nationdly agreed upon uniform
nomencdaure. “We have worked for years on redesigning the teacher education
curriculum so that it reflects our best understanding of how to develop teachers as
professionals. This new curriculum reflects a culmination of the School’s research,
evaluation studies and reflections on past experiences. The curriculum also reflects a
close harmony with the new policies on teacher education. The new programme promotes
the development of teachers with a combination of academic, professional and reflexive
competences. We cannot not offer this curriculum. We need to keep it on the curriculum
books.”

(Curriculum palicy imperatives)

“What are students experiences of the undergraduate teacher education programmes
within the School?” asked the externd evduators of the programme (Students
experiences)

“How does the curriculum address the underpreparedness of students in terms of their
subject/ content-based knowledge? Does this course address the needs of preparing
teachers to work in multilingual and diverse teaching contexts?” (Socid and paliticd
imperatives)

“We need to be aware that those university lecture's who cannot teach at the
postgraduate level within the School will most likely be out of a job, if the undergraduate
programme is discontinued,” argued the School management. “ Can the enrollments of
the postgraduate programme cross-subsidize the dwindling numbers of the pre-service
programme?”’

(Staffing/ management isues)

In the ealy 1990's the dudent inteke into the undergraduate degree programme was
aound 300. In 1999 the dudent intake for the redesigned undergraduate degree
programme was 16. In the year 2000 only 4 students enrolled for the new degree which




wes launched under the offiddly South African Qudifications Authority (SAQA)
regisered new programme of the School. Only 8 applications had been received to enroll
for the new Bachdor of Education (undergraduate) teacher education programme in
2001. By contrast (see Table 1) the school has seen a growing intake of postgraduate

sudents. The School currently (2001) has 45 doctord students.

Table1: Student enrollment across PRESET and Continuing Teacher
Education leveld qualifications

1991 | 1992 | 1993 | 1994 | 1995 | 1996 | 1997 | 1998 | 1999 | 2000

PRESET

B.PAE 326 332 29| 206| 240| 233| 218 132 16 6

D

HDE 138 46 38 33 33 36 37 48 481 105

CONTINUING EDUCATION/ RESEARCH DEGREE

B.Ed 20 37 o2 32 46 17 2 123 30 45
(HON)
D.ED 2 1 4 1 1 7 §] 3 17 48

What ae the forces influencing the dedining numbers within the teacher education pre-
svice progranme & UDW? Wha is the nature of the curriculum that was desgned in
response to the changing policy enviroment of teecher education reform in South
Africa? How did sudents experience this curricullum? What could sugain the ingitution
to continue being a provider of quaity pre-service teecher education?

This case dudy of teecher education & the Universty of Durban-Wesville, a higoricaly
Black universty, atempts to portray the tensons around curriculum design, development
and implementation in the dimate of pod-gpathed South Africa The intersecting and
competing forces of finendd congderdiors, curriculum imperdives, managerid,
gaffing issues and socid and politicadl condderations, dl @ound in this case dudy. Each
of these forces have pushed and pulled the tescher education provider in opposte and
complementary directions.

The chapter intends to reved tha teacher education reform needs to drive towads a
baancing of both “reconceptudisation” and “regructuring” (Wideen and Grimmet: 1995)
concerns. The former concerns (reconceptudisation) prioritise the need to re-look at what
and how teacher education is organised, managed and experienced by the daff and
dudents engaged in the curriculum programme a inditutiond levd. The later
(restructuring) focuses on the devdopment of the systemic forces within the broader



society which influence the pattern of relaionships between different teecher educationd
providers, as well as between the tescher education inditutions and the teaching/ learning

dtes (eg. schools) where gtudent teechers practice as novices and then as qudified
teachers.

Whilg the former concan (reconceptudising) firmly places the responshbility for reform
on the shoulders of the providers of teacher education within the inditutions themsalves,
the latter (restructuring) focuses on the broader politicd framework that needs to be
deveoped by the managas and adminigrators of teacher education within the nationd
and provinda Departments of Education.

The paper will argue that the curriculum expertise and resources of this inditution are
likdy to be log to the teacher educdtion terran if no ggnificant sysemic intervention is
made to recognise its contribution to the devdopment of credive and innovative
goproaches to teecher development in the country.



CHAPTER 2
DATA COLLECTION AND ANALYS'S

This chepter atempts to present its case based on data collected during a three year
period from 1998-2000 during which the policy teran of teecher educdtion was
undergoing severd trandformations (see Parker 2002 for an andyss of the policy
trgectory of teacher education reform). The School of Educationd Sudies during this
period was involved in an extendve review of its offerings across undergraduate and
postgraduate programmes. During this process one of the authors of this chapter was
tasked with the responghility of managing the process of redesigning the curriculum
offerings. This report draws on the range of texts that were produced as Saff engaged
with re-desgning thar courses the changing universty calendar which conditutes the
dficid curriculum; the working documents produced during the internd review
committees within the Faculty of Education (1998-1999); the curriculum documents
submitted to the universty curriculum review committee (1999); the formad submisson
to the South Africa Qudificaions Authority for regigraion of the curriculum
programmes within the Schoal (June 1999); an andyds of the universty student records
during this period; a survey quedionnaire adminigtered to find year students within the
then Feculty of Education (October 1999); interviews with fird year students entering
the PRESET courses intaviews conducted with graduating students (June 2000). Daa
regading the saffing of the School was collected through a survey quedionnare
(August 1999). The chapter dso draws on the research formdly conducted by a range of
dudents and gaff as pat of ther postgraduate degrees, criticaly reflecting on the qudity
of the UDW teacher educaion programmes. Thee incdude Ramrathan (1998), Rillay
G.(1998), Keogh (1998), Rillay S. (1998), Samue (1998), Paras (2000) and Vitha
(2000).




CHAPTER 3
CONTEXT: THE UNIVERSTY OF DURBAN-WESTVILLE

The Universty of Durban-Weslville was higoricdly edablished in 1961 as an inditution
to serve the gpartheid conceptions of separate education for different population groups.
In paticular this inditution was seen as demarcated for individuas of “Indian descent”.
Over the years the inditutions gained a reputation of ressing these racis redtrictions and
campaigned towads the opening up of the inditution to dl race groups Its misson
daement by the late 1980s dreaedy reflected its focus on addressng the needs of
communities that had been margindised through ddiberate orchestration of the Aparthed
State. In its teaching, reseerch and community outreach it amed to promote a concern for
socid justice and democrdtic participation of dl the aitizens of the country.

3.1 Schoal of Educational Studies

The School of Educational Studies is now one of 9x schools digned under a newly
condructed Feculty of Humenities This new faculty emerges out of the wider
universty’s resructuring efforts (1999) which argued tha it was more finanddly viddle
to have four rather then the former seven faculties within the inditution. This hes meant
tha the former Feculty of Education hes log the politicadl bargaining power it could
exercise through direct representation on the university higher structures eg. the schoal is
represented indirectly by the Dean of Humanities on the SENEX dructures. This is a
amila trgectory fadng mogt universty's former Faculties of Education which have
become charecterized by an increasing invighility in the senior dedson meking
processes affecting their future.

Accompanying the reegation to a “School datus’ within the inditution, the School of
Educationd Studies redigned its own internal management gructures. Wheress the
power base of the former Feculty of Educaion lay in the hands of four Heaeds of
Depatment and the Dean, the new dructure inditutiondized a management dructure
organized around two broad sectors “initid teacher educatiorf and “continuing tescher
education”. In 2001 the latter sector was divided to disinguish between “postgraduate
education” and “educationa reseerch”. This new dructure shifted the empheds away
from the promotion of sub-disciplines within education (eg. Psychology, Curriculum
Sudies) towards a promotion of effect ddivery of designed curriculum qudifications

3.2 Students

By 2000 the univeraty had enrolled 60% of its sudents who were “African’. 53% of the
totd sudent population was femde. These figures are often quoted as evidence of the



“trandormdtion” that the univerdty has made from “gpatheid days’, but a more dose
examingion neds to be made through dissggregating these datidics especidly  for
teecher education. Who are the students registered for teacher education courses, and
does this profile reflect the gods of “sodd judice and democratisation” of the higher
education system?

Firgly, within teacher education over the period from 1991 to 2000 there has been a
seady decline in enrolment for dudents regigering for a firs-degree pre-service
programme. In particular from 1998 to 2000 there has been dedine from 132 regisered
dudents to 6. (Refer to Table 1 above). This dso coincides with the reorientation of the
undergraduate degree towards “Generd Education and Training: Grades 4-9” * (former
primary school education) and a phasng out of the undergraduate secondary educetion
offering. The posigraduate teacher education programme (HDE) during this period was
directed a <secondary school educetion. This trandtion to concentrate in eech
qudification on different bands of the schooling sysem was phasad in over the lagt five
years.

Secondly, a more stable pattern of enrollment &fter an undergraduate degree into the
pre-service HDE teacher education is evident (refer to Table 1: for the period 1992 to
1999). The increese in dudent HDE enrdllment in 2000 reflects the School’s choice to
offer secondary schooling specidisation only in the HDE programme. One of the
possble factors for the decline in the undergraduate numbers could be the lack of interest
of sudents enralling for primary education specidisation.  Another source of explanation
coud be tha having compleled an academic undergradute degree, many of the
graduates do not have a professond qudification for employment. The choice of a
professona teecher education qudification is one route to employment. This trend
however is likdy to decrease as the marketability and employment of undergraduate non-
teaching career programmes and their qualificationsincrease,

Table 2 bdow reflects tha more students enrolled for the Arts specialisation within
the secondary school specidisation (an average of 79% of the udents over the nine
years peiod was enolled in an Arts specidisation).  Students would have specidised in
teaching languages, history, geography or at. Comparaively only 11% were enrolled for
Science and 10% for commerce subject specidisations The teacher education
programmes are not sufficiently able to attract Science and Mathematics teachers.

! The School chooses to focus on only grades 4 to 9 in their undergraduate programme because there was
little staffing expertisein the initial foundational grades 1-3 (junior primary education) within the School.
This clustering represents one of the proposed new bands on the National Qualifications Framework:
Generd Education and Training band. Grades 10-11 are clustered into the Further Education and Training
band of the formal school system (DOE: 1997).



Table 2: Specialigt Fiddswithin the B.Paed (Secondary) degree (1991 to 1999)

ARTS COMMERCE | SCIENCE
1991 219 7 16 202
(91%) (3%) (7%) (100%)
1992 i 16 17 17
(85%) (7%) (8%) (100%)
1993 32 19 29 TS0
(73%) (11%) (16%) (100%)
1994 2 8 e 53
(71%) (5%) (22%) (100%)
1995 9T 11 27 29
(71%) (9%) (21%) (100%)
1996 88 11 6 05
(84%) (11%) (6%) (100%)
1997 % 5 5 106
(90%) (6%) (5%) (100%)
1998 51 3 ¥ 2
(75 (8%) (17%) (100%)
1999 7 7 0 6
(67%) (33%) (0%) (100%)

Average % (799%) 10%) 11%)

A survey of the find year 1999 PRESET dudents who were regisered for a B.Paed or
Higher Diploma in Education course (n= 152) course provides further ingght into the
patterns of enroliment.? It should be noted that these surveyed students reflect the cohort
of dudents who entered into a teecher education programme in 1995, in a socio-
educationa climate unlike the present 2001 one. Neverthdess a description of this cohort

presnts an indication of the profile of the dudents with whom the inditution was
engaged during the pre-sarvice programmes.

Table 3: Final Year PRESET students (1999): Course and Gender

B.PAED HDE TOTAL
FEMALE 6/ 44% 22 14% 89 58%
MALE 45 30% 18 12% 63 42%
TOTAL 112 4% 40 26% 152 100%%0

The mgority of the sudents (74%) in 1999 were enrolled for the B.Paed four year degree
course, whilst 26% are HDE students.

2 The Bachelor of Pedagogics (B.Paed) and the Higher Diplomain Education (HDE) were the official

names of the pre-service programmesin 1999. These were only changed in 2000 to reflect the
nomenclature of the legisdated SAQA framework: these programmes are now called the Bachelor of
Education (undergraduate) and the University Postgraduate Certificate in Education (UPGCE) respectively.



Table4: Final Year PRESET students (1999): Race and Gender

AFRICAN INDIAN TOTAL
N=152
FEMALE o0 40% 28 18% 88 58%
MALE S0 3% 15 9% 63 22%
TOTAL 110 3% 41 2% 151 100%0

The overdl mgority of students of this cohort are femde (58%), with 18% being Indian
and 40% being African. The samallest representation is Indian mae sudents (9%).

However the above patern of enrolment is not conddent across dl aess of subject
specidisation. For example a survey of a cohort of 1997 Specid Method English sudents
(Samud: 2000) reflects the following dominance of Indian femdes (57%), and a generd
under-representation in the number of African dudent teachers (33%) regisered to tran
asteachers of the English language.

Table5: Final Year PRESET students (1997): Race, Gender and Subject
Specialisation (English)

AFRICAN INDIAN TOTAL
Number % of total Number % of total
FEMALE 10 2% ar 5% 57 (69%)
MALE 17 21% 8 1% 25 (31%)
TOTAL 27 33% 55 6/% 82 (100%)

Whilg the enrolment of nore African dudent teechers is in kesping with providing a
representation of the race demographics of the region (73% in Table 5 above), the
representation of African dudents in gpecific subject specidisations dso needs to be
addressed.

The questionnaire survey of find year sudents dso reveded the following trends
3.21 Home/Family background

A large percentage of the students enrolled to become teachers in this cohort represented
the fird generation of their family to engage with tertiary education. 82% of the students
indicated that ther parents do not have post-secondary schooling qudifications. 32% of
this cohort adso described their parents as professond or semi-skilled while 68%
indicated that ther parents had relaively low paying jobs. These daigtics accumulatively
point to the sudent cohort emerging largely from the working dass or lower midde dass
communities




3.2.2 Domicile and schooling

61% of the sudents origind domicile was within the rurd area, which they reported as
the area within which they experienced thar primary schooling. (Ther present domiciles
as tatiay dudents spanned three different geographica descriptions: 32% report ther
domicile as beng rurd; 30% peri-urban and 37% urban.) Only 8% of the cotort had
expeienced primary schooling in an urban areaThis bias towards rurd experiences of
schoadling is dgnificant espedidly in the context of the univerdty being located within an
urban area. The teaching practice experiences for student teechers are conducted within
the urban township environment, which may be a rdaivdy new culturd experience for
many of the dudents. Mo universty daff have limited experiences of teaching and
learning within rurd schools.

3.2.3 Formal schooling

Forma schooling for 46% of the dudents spanned the normd 12 years durdion,
However, 16% of the group took an additiond year to complete schooling, 10% took an
additiond two years to complete and 18% took three or more additiond years to
complete. This suggess that they dl had experienced set_backs in ther journey through
primary and secondary education. This could have been the result of dropping out and
then into the education system; falure and repetition of grades Neverthdess it represents
a commitmert to complete forma schooling. The repetition rates of this cohort in their
matriculation school-leaving certificate are perhaps darmingly high: 18% repeated ther
matriculation once 22% twice and 4% thrice. This above profile is perhgpos consgtent
with the poor matriculation pass rates of many rural schools.

3.24 Subject matter knowledge

42% of the student cohort reported that they did not sudy Mathematics a matric leve,
nor did 37% sudy Science These subjects, Mathematics and Science form the
compulsory course of the curriculum for primary school (tescher) educetion. Students
who read for English, Scence and Mahematics a seconday school matric leve,
achieved symbols which duder in the bottom range of grades reflecting a wesk
competence in these subjects.

3.25 Entryinto teacher education and teaching as a career

56% entered teacher educetion immediady after leaving school. 17% had taught prior to
coming to universty, with 25% having taught in secondary schools 71% in primay
schools and 2% in adult education programmes. This suggeds that the remaning 17%
had been engaged in other forms of employment besides teaching before enralling to read
for a teacher education qudification. 55% of the dtudents indicated that their friends
thought that it was unfortunate that they had chosen teaching as a carear. 52% indicated
that they did not think that teaching would be the best job that they could get. Over 80%
agreed tha there are many teachers who would prefer to do other jobs. 87% of the
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sudents indicated that teachers were not as respected as they were before. These datistics
reveds as much about the negative perception by members of the teaching professon and
the generd public about teachers and teaching as it does the opinions of the student
teechers themselves.

3.2.6 Medium of teaching and learning

The African sudents in the cohort reported that they were proficient to teach using
English (96%) and iSZulu (93%). Amongst the Indian students 100% reported being
proficent to teach usng English and 12% indicated that they would be able to teach
usng isZulu. The sudents teechers are likely to be placed within the province where the
mgority of the learners will be fird language iSZulu spesking, whils English dominates
as the offidd medium of teeching and leaning. This profile suggests that the African
dudents ae more likdy to cope with deding with multilingud dassoom settings, which
are characterised by the use of both these two languages. However the reporting of the
degree of profidency to teach udng the English and iSZulu languages by African
sudents could perhgps be a reflection of the sudents regigering of the dominant use of
codeswitching between these two languages which dominates many Africen dassroom
stings within which they had experienced their own schooling. Indian Sudents are & a
sgnificant dissdvantage in being limited in thar prafidency inisZulu.

The detaled sudent profile reflects that the inditution has been deding in the main with
those sectors of the South African populaion which have been previoudy excduded from
tertiary education, namely rurd African women. However ther entry into the teecher
education programme is not necessaily into subject aress of high demand within the
schooling sysem. These dudents are accessng higher education in subject area
pecidisations where there is dready an oversupply, i.e within the humanities ats. This
is ds0 as a consequence of their own underexposure to these subjects in their secondary
schodling.

Thee dudents emerging dso from the working dass communities have little access to
role modds of higher education dudy beng themsdves Frg Generation Universty
going sudents. They are underprepared from ther own secondary schooling system,
having either dropped out periodicdly or faled to achieve high grades in Mahematics
and Scences These aubjects Mathematics and Sciences are the compulsory  learning
aess within the new schodl curriculum and ae induded within the desgn of the new
teacher education course (see below). The underprepared students are likely to experience
more difficulty coping with such universty levd courses Developing the subject-based
expertise of these underprepared students is a crucia factor to consder in the design of a
new curriculum for these sudents.

So-cdled underprepared/ disadvantaged students are nevertheless likely to be a vauable

resource in S0 far as multilingud teaching and learning, where English and iSZulu are the
accepted languages of the school. The sudents who do possess a multilingud expertise

in the dominant languages of iSZulu and English would dso nead to be supported in the

11



teacher education curriculum. However ther poor competence in the subject English in
secondary school aso needs addressing.

It should be noted thet the shift in student profile towards a growing number of African
rural women was a deliberate decison taken by the Sdection Committees for the B.Paed
degree and HDE taken during 1995 (when this cohort of surveyed students entered the
teecher education course). Immediatdy following the country’s firsd democraic dections
in 1994, the universty community ddiberady foregrounded their socid and padliticd
misson to increase access to previoudy underepresented groups within the higher
education sysem. The admisson of these groups was seen as a conscious plan to develop
a cadre of rurd teaches who would serve the communities from which they came.
Whether these sudents will return to the rurd area after graduation will be discussed in
Section 6: “Conceptions of being ateacher” below.

Ovedl, quedions need to be rased as to whether the curricullum design of teacher
education sufficently chdlenges the notions that (teecher) educaion is a middle dass
enterprise, biased towards the urban school as the norm. By posing such questions and
chdlenges, the notions of the dudents as deficent becomes contested and the shift in
evdudion of the curriculum veers towards the examinaion of the daff and the
curriculum itdf in teems of whether they provide adequate acknowledgement of the
working dass communities and the margindised rurd communities

3.3  The Staff

The following profile of the daff originates from a survey conducted during August
1999. At the time of survey the daff were organised into 4 depatments. Table 6 bedow
reflects the academic qudifications of the doaff, which shows that dl d&f have
posigraduate qudifications. 33% of the daff ather have a magse’s degee or ae in
pursuit of a master's degree. 62% have a doctord degree or are in pursuit of a doctora
degree. This profile may be argued to have been as a result of the recognition by the dteff
of the growth in the posigraduate sector in the school. As pat of the Saff development
plan the daff were encouraged to read for advanced degrees in anticipation of ther
commitment to teaching and supervisng podigraduate dudents. Many of the daff chose
in their pursuit of advanced degrees to research the phenomenon of teacher education,
reflecting on particular aspects of theoreticd, practicd and contextua maiters related to
teacher education. (See Samud: 2000 for a more detalled description of the drategic
planning that the School engaged in to develop its postgraduete profile).

The growing research profile of the s&ff is captured in Table 7 below. Due to the number
of internationd linkage projects that have been edablished within the School, the daff
have exposure to a range of educationd research contexts outsde of South Africa Staff
have been involved with the following countries in their research endeavours UK,
Denmark, Germany, Sweden, Norway, France, Rusia, Portugd, Netherlands, USA,
Trinded and Tobago, Brazl, India, Isad, Mdawi, Ghana, Tanzenia, Zimbabwe,
Namibia, Lesotho. Their participation in the internationd arena over a Syear period from

12



1995-1999 included 77 academic papers presented at internationd conferences and 102
national conference papers presented. Staff during this period published 99 research
atides in accredited and non-accredited publications. This profile exdudes the data from
two of the School’s pralific writers and dso tends to reflect the output of the senior

members of saff. The aff members are generdly wel exposed to internationd trends in
teacher education.

Table 6: Academic Qualifications of Faculty of Education (August 1999)

Deg)artments Psychology | Curriculum | Applied Other Total
> of Studies Curriculum

Education Studies

Foundations
of
Education

Qualifications

Doctorate in 3 3 2 - 8 (22%)
Education

Doctoraie in - - 1 - 1(3%)
educetion

(near completion in
1999)

Doctorate in 5 3 5 11 14 (38%)
education

(in progress)

“Doctor ates’ 23 (62%)
Sub-total

Maders in ! 1 3 - 8 (22%)
Education

Maders in 2 2 - - 4 (11%)
Educetion

(in progress)

“Masters’ 12(33%)
Sub-total

Bachdor of - - 1 1 2(5%)
Education
(Honours)

T4 (38%) 9(24%) | 12(32%) | 2 (5%)| 37(100%)

A mader's programme focusing on Teecher Education was launched in 1997 by the
school to promote research in this area This drand of the meder’s programme has
expanded to incdude promoting research into the higher education sysem. In 2000 the

% These Departments were in the process of being phased out during this year 1999. The Departments of
Psychology and Foundations of Education had merged under one head of department. Arbitrary allocations
of subject disciplines were co-ordinated by different Departments e.g. History was within the“ Applied
Curriculum Studies’ department and geography was within the “Curriculum Studies’ department. The
nomenclature of “Applied Curriculum Studies’ is a confusion of the theoretical shifts made when the
Department of Curriculum Studies was established to replace the former Didactics department. (See Rgjah:
1992). The category “other” represents support staff engaged in higher degrees.
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School launched a new megters degree in “Professond Deveopment and the Higher
Educdtion Sysem”. The focus of this speddisation has dravn from work (amongst
others) with internationa partners in Sussex Universty, UK; Michigan Sate Universty,
USA and Gronigen University, Netherlands.

Severd internationd research prgects have brought internationa reseaerchers to be placed
within the inditution for extended periods of time. For example, Prof. Chrigine Keitd, a
Humboldt Scholar from Frar Universty in Beling, Gemany, looking a learner
persoectives in mathematics educaion and Dr Caol Pditu, a Fullbright scholar from
Texas A& M Univergty, USA, focussng on Student Affars manegement. The School
thus enjoys the benefit of a vibrant internationd discourse on teecher education and
research.

The full time g&f profile in 1999 indicated daf's expatise in the following subject
gecidisgtions  Langueges  (English, idZulu, Afrikaans), Humanities (Hidory,
Geography, Integrated Arts), Commerce (Business Economics, Economics, Accounting),
Science (Generd Science, Biology, Physcd Scence), and Mahematics. Pat time daff
ae employed from within the wider univerdty or outdde the universty to address
paticuar soecidisd aess according to dudent enrolment: Human Movement Studies,
Indian languages’ (Hindi, Tamil, Urdu, Gujerathi), Computer Studies New specidist
aees (2001) induded in the design of the HDE curricllum are Tourism in Education,
Peace Education, Hedth Care and Aids and Post-School Education (Technicd). The
latter group of specidisations is offered in an interdisdplinary  programme  involving
identified experts within the universty. The devdopment of innovaive programmes with
new speddisations is possble through a bringing together of the wide range of academic
and disciplinary interests across the universty as a whole. The School of Educationd
gudies thus functions to co-ordinate the expertise into gopropriate curriculum designs.

“ The closure of the Indian Languages division within the in stitution means that expertise for these
specialisations has to be sought from outside the university.
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Table 7: Research Output of the Faculty of Education (1995-1999)

DEPT/ACTIVITY Psychology [ Curriculu | Applied Other | TOTA

of education | m Sudies | Curriculu L

m Sudies

International Conferences: 10 43 23 1 77
Papers read
[nternational Conferences. 5 4 11 - 20
Attended
Loca Conferences. Papers read 16 28 %) 4 102
Loca Conferences. Attended 10 17 3 - 30
Papers read outsde Conferences 22 23 15 2 62
Punlications 14 26 5 4 99
Publications in Progress 9 ! 8 3 24
Seminarsworkshops. Presented 17 13 12 3 45
Seminarsworkshops. Attended 57 20 53 8 138
Involvement in Research 9 11 7 1 28

Projects

The d&ff dso have the expertise in curriculum development as an academic and research
focus of thar work. This resource base is recognised within the inditution as individud
members of the gaff the inditution are involved in assding other sthools in the desgn of

thar curriculum.

The doove profile represents a vaudble resource of expetise in order to develop

innovative curriculum for teecher educetion provision.
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CHAPTER 4
THE TEACHER EDUCATION CURRICULUM

At the time of the data collection for this ressarch sudy the School of Educationa
Sudies offered two kinds of initid teecher education programmes a four year
undergraduate degree and a one year postgraduate qudification in education. The former
progranme, the Bachelor of Paedagogics was replaced in 1999 by a Bachdor of
Education focussng on “primary educaion” (Grades 4 to 9). The laiter programme the
Higher Diploma in Education was replaced in 2000 by the Universty Posigraduae
Catificate in Education (UPGCE), focussng manly on seconday school education
(grades 10 to 12). The report below reflects the data collected from sudents in their find
year of dudy a universty in 1999 reflecting therr preparation to become teachers within
the universty sysem.

This report will focus only on the gructure, ddivery and experiences of students within

the B.Paed degree indicating the kind of critiques thet led to the development of the new
Bachdor of Education curricullum. The evauation and evolution of the B.Paed degree is

described e sewhere (see Samud: 2001).

4.1 The structure of the Bachelor of Paedogogics degree
Thisis shown diagrammaticaly in Appendix 1

4.2  Content /Disciplinary basedknowledge

The B.Paed degree was co-offered by two groups of academics within the universty ad
as such reflected the diverse interess of each of the range of individuds and disciplines
involved in the preparation of teachers The fird group conssed of lecturers within the
Arts, Commerce or Science faculties. These lecturers exposed students © the disciplinary
foundations of particular subjects, which was seen as providing them with the “content”
dimengon of the future subjects they would teach in schools.

4.3 Educational Theory

The second group of lecturers within the then Faculty of Education exposed students to
“educationd theory” (“foundations’) dimensons and “methodology” courses relaed to
specific subjects. The lecturers who lectured on “educaiond theory” were usudly a
sepade group of daff who engaged dudents in debates around the Sociology of
Educetion, Philosophy of Education, Higory, Management and Adminidretion of
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Educetion and Didactics These lecturers initidly taught these sections of educaiond
theory as discrete focal aress. The course on Didactics over a period of time gradudly
focussed more and more on issues around curriculum development rather than Smply an
interpretation of Fundamental Pedagogics, the philosophy of the Afrikaaner pedagogy
which viewed education as a process of enculturing children to the adult world in a
mordigic enactment of Chrigian national education. “Curriculum Studies’ came to focus
on the andyss of the emerging terrain of policy formulaion, design, and deveopment
and implementation issues around new curricullum frameworks and syllabi. The discreet
boundaries between the foundaiond “educationd theory” course gave way to an
interdisciplinery  didogue focussng on key themes in the recondruction and
trandformation of the education system. For example, the courses in Education |, 11 and Il
where these theoreticad issues were addressed came to be organised around themes such
as “School and Society”, “The Leaner and School”, “Critical Pedagogy”. The
increesngly more critica educationd dudies focus emerged from gaff members own
disatigaction with the consarvaive views aound Fundamentd Pedagogics Staff
infused into their courses their own preoccupations with developing students to become
criticd of the kind of education sysem tha they (dudents) had inherited. They offered
dudents to read education as pat of the campagn for developing better socid judtice.
The paradigmatic orientation of the daff input emerged as a consequence of their own
wider exposure to critica discourse around teecher educetion. The influence of theorigts
like Michadl Apple, Henry Giroux, Paulo Freire entered into their course offerings.

44  Subject Methods

The next group of academics within the Faculty of Education was the group of lecturers
concerned with developing the “methodologicd” repertoire of sudents as they engaged
with teeching and learning in the dassoom. Over time the courses in these sections of
the teacher educaion programme veered away from purdy a focus on developing
“teeching and learning recipes’ for enactment in the dassroom. Staff chose to foreground
the role of the teacher as a “reflective practitioner”. Courses began to reflect more
concern with the role of the teacher as a curricullum developer rather than as a syllabus
implementer. The growth in the number of methodology courses focusng on Action
Research is evident of the interest of this group of lecturers to encourage the active and
activig role of teechers within the educationd system.

Whilgt the growing trend within the school was towards developing dudert teschers as
“critica reflective practitioners’, which came to be documented as the officid policy of
the Faculty, this does not discount the counterforces which resisted such a misson. Staff
were not dl united in thar bdief concerning the paradigmatic emphass of the teacher
education courses The range exided both between different individuds and groups, as
wdl a within spedfic individuds themsdves Individuds chose to reflect a preference
for spedific theoreticd orientations in reaion to the task they were engaged in. For
exanple some daf indged on detadled lesson planning from dudents, suggesing a
framing of lesons within a behaviourig tradition of moddling, reinforcement and
rewards. Some daff would encourage students to emulae ther own (d&ff's) teaching
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drategies in a magter-gpprenticeship model of teacher development. Other daff would
encourage students to develop their cgpacity for self and peer reflections on teaching and
learning within spedific contexts. Others would encourage student teachers to campaign
activdy towards dteration of exising teaching / learning practices where the gods of
socid democracy and justice were not being experienced by learners and teaching taff.

The School might thus be characterised by an edectic paradigmatic worldview. The
tendons between thesxe different worldviews around teacher preparation may be sad to
reech a culminaion during the teeching practice sessons. During this time the sudents
were exposed to a range of different individuds who offered their own interpretations of
the teaching learning process. These individuas induded the range of staff members, dl
of whom were involved in supevisng dudents during ther on-dte school —based
teaching practice (SBTP) sessons, the part-time staff employed to cope with the large
number of sudents needing guidance during SBTP, the range of student peers, each of
whom would have had experienced different subject method lecturers with potentidly
different paradigmaic worldvievs mentor teachers and school managers, each
enacting ther own preferred theoreticd orientations to teaching and learning; learners in
schools , who dso exerted ther own interpretations and expectaions of what, how and
why sudent teschers should engage in ther dassooms. This forcefidd of potentidly
diverse and contradictory influences impact on the conceptudisation of the identity and
role that student teachers develop.

Each dudent regisered for a secondary school specidisation engaged in two subject
method courses, which each entalled 4 x 45 minutes contact lectures per week. Primary
School specidigts engaged with one mgor subject method course (4 x 45 minutes contact
sessons) and 2 minor method subjects (2 x 45-minute contact lectures per week). The
choice of minor subjects were History, Geography, Integrated Arts and Naturd Sciences.
Primary school specidiss dso emwodlled for an additiond course on “Principles of
Remedid Guidance’, focussng on debaes around inclusve education (integration of
learners with specid educationd needs within the maingream schoal curriculum).

4.5 English Usage/ Afrikaans Usage

Another component of the B.Paed degree was the course in “English Usge’ and
“Afrikaans Usage’. These were course that were remnants of the old language policy of
the former gpartheld date, which expected prospective student teachers to be proficient in
the then two officd languages. By the early 1990s the Afrikaans Usage course was meade
optiond. The English Usage course origindly was conceved as deveoping the English
language communicaive competence of non-first language speskers of the language. The
focus of the course shifted dramaticaly over the years from a concentration on eocution,
diction and speech to the devdopment of citicd literacy kills an examindion of the
phenomena of language in promoting / impeding learning; of the sodolinguidic nature of
language aout deding with multilingudism in divase leaning contexts about
language and development of thinking skills, about the sodio-palitical nature of language
and learning. The more correct nomendlature would have been “Language and Learning’”.
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4.6  Teaching Practice

The School organised the “Teaching Practice’ (TP) component of the B.Paed degree ©
include three kinds of engagement. All three components focussed on developing student
teechers ability to reflect on lesson desgn, preparation and practicd engagement with
teeching and learning. The fird TP in year two of the degree incdluded only on-campus
tutorid sessons led by daf membes This component induded Students presenting
mock lessons to ther peer group. Commentary and critique of these lessons followed
these microteaching sessons. The second involvement with TP in year three entailed the
sudent teechers being placed for two weeks in a school close to their resdence. The
sudents were supervised by the teachers and managers of these schoals in rdations to a
universty assgnment focussng on reflection on the school organisttional sructures and
teaching drategies adopted. During the second year the smdl group tutorias continued
on aweekly basis.

The main emphass on TP feaured in the find year of sudy when sudents were placed
for 9x weeks in schools in a 40-km radius d the university. The sudents were supervised
on a weekly bass by full-time and part-time members of the universty. This supervison
incduded vigts to classooms, engagement with action research projects within the schoal,
and peer group tutorid sessons within the school. The sudents were organised into
teams of approximady four, engaging with teeching of a paticula subject
goecidisdion. In principle a team gpproach of collaborative teaching was established
where any sudent teecher would be accompanied to lessons with ether a peer sudent
teecher or his or her mentor teacher. The dudents were dso assgned the task of
identifying practicd problems with the teaching and learning of ther particular subject
and amed, in an action research intervention, to address the identified problem within the
period of their engagement with the schoadl. In some speddisations, eg. English it was
possible to ddiberaidy mix the racid and gender groupings of this team.

The second dimenson of the third year TP included an on-campusbased teaching
practice (CBTP) component. This CBTP included weekly tutorids on Media Educeation,
Computer Literacy and Professond Studies. The media education course focussed on the
devdopment of textud maerid to support the teaching and learning processes  The
computer literacy embodied developing basc competence in usng a computer (which
many dudents were not adle to do). The course aso focused on learning to use the
computer as aresource for acquiring materia through dectronic searches.

The Professond Studies component is a later addition to the course it focussed on
developing a discourse around generic issues around teecher identity and roles, about
developing criticd reflective inquiry skills, about developing integrated curriculum.

The School-based Teaching Practice (SBTP) in the find year of sudy grew from a Sx-

week to a ten- week placement as lecturers and students argued for more time to engege
with the dynamics of the context of schools especidly when enacting out an action
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reseerch intervention. Across the years this tenweek placement was offered ether as a
single block, or as two block session of four and six weeks duration.® The TP component
of the second and third year was trimmed into a singe one-year course. The initid
placement of dudents unsupervised by the universty was removed from the curriculum.

Saf fet that dudents were not sufficently benefiting from the placement. Many schools
were not operaiona & the early stages of the year and sudents whiled away ther time
there unproductively. Placement of dudents a other times of the year was not feasble for

both the schools and universty.

4.7  Teaching, Learning and Assessment

As suggested above, the paradigmatic pergpedive of teecher professond deveopment
was not cohaet across the faculty. The teaching/ learning/assessment  drategies

therefore that each lecturer adopted would reflect their own paticular bias into how
knowledge is produced, reflected, integrated into students understanding, demondrated
and represented. A range of possible srategies was evident in the curriculum:

Direct face-to-face tranamission in lectureship mode;

Workshops;

Individud sdf sudy assgnments basad on in-depth reading and refledion;
Autobiographica writing on schoaling;

Tests and Assgnments involving group and individud work;

Fed-based excursons, live-in weekends,

Laboratory experimentation;

Individua/ Group curriculum research projects or media devel opment courses,
Computer literacy activities,

Deve opment of group visud displays poders,

Devdoping audio-visud maernd,;

Action research assgnments and project reports,

Writing up research reports based on mini-gudies;

Case sudy research with pupil learners.

Differert lecturers emphasised different Srategies for teeching, learning and assessment.
The oveadl emphads was to develop student teacher as researching professonals,
researching ther own pesond experiences of teaching and learning, researching the
school contexts within which they worked, atempting to enact change within ther
classroom contexts, reflection on their own growing professondism.

® The decision for asingle block session or atwo block session was contingent on the stability within the
schooling system. The university often had to respond to the adjusting timetables of the school calendar as
several disruptions within the schooling system influenced the school’ s willingness to host student teachers
for their TP session.
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CHAPTER 5

THE EXPERIENCED CURRICULUM

The above description of the teacher education curriculum could be rdferred to as the
“officd curriculum” as reported by the academic daff. This is the curriculum as
documented in the offidd cdendar of the universty. The section bedow will focus on the
find year students of the 1999 cohort and ther reported experiences of ther tescher
preparation course. The data was gathered after students had returned from their second
placement for an extended period within a school context. This section conditutes an
evauation of the curriculum in terms of developing competert teachers.

51 Courseddivery

The sudent reported that they experienced a range of different group sizes during their
teacher preparation course. 74% of the respondents indicated that the dominant form of
groupings was in the form of lectures in groups larger than 60. This is a reflection on the
number of plenary sessons in the Educationd Theory courses, the English Usage course,
and the “content” courses in the feeder faculties. 98% of the students dso reported that
tutorid groups sessons of gmaller groups were evident often or very often. The
guestionnaire aso reported that over 60% of the students vaued demondration lessons

but that they rarely took place.

5.2  Theory and Practice

Table 8: Preferencefor timedigribution of the component partsof the curriculum

Much more | Moretime [Slay  the| Lesstime [ Much Tess
time sane time
needed
No. [% No. [ % No. [ % No. [% No. [ %
Teaching Practice 541 40 25 18 35 26| 18 13 4 3
Mathemeatics 417 271 30 IO 42 26 4 3
Science 38| 24| 38| 24| 47 29 4 3 1 1
English 2 16| 45 28| 60| 37 8 5
Socid Studies 15 91 40| 25| ©66] 41 7 4 3 2
Integrated Arts I8 11 28| 17 58] 3| 12 8 4 3
Average?o 21 22 33 6 2

43% of the respondents indicated thet they believed that much more time was needed in
the teacher education programme. (However less than 1% indicated that the overdl
length of the teecher educaion programme should be increesed beyond 4 years)
Students indicated a preference for more time to be spent on developing thelr competence
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in the subject distiplines 47% indicated that more time needs to be spent on developing
their competence in Sdence, 44% in English, 34% in Socid Sudies and 28% in
Integrated Arts. In paticular 58% of the students indicated a preference for more time to
be spent on Teaching Practice.

This is confirmed by the data, which indicated that 79% indicated a preference for more/
much more time to be spent on the practicd components of the course. Students are
uncertain about the vaue of the theordtica dimendons of their courss 49% indicated that
less time should be spent on theoretical dimendons of the course, yet 24% indicated that
these dimensons should reman the same. This is condgtent with the views of novice
sudent teachers who desire more direct support in developing their practica expertise.

Table 9 bdow indicates how the different components of the course was rated in terms of
thair ussfulness to the sudent teachersin terms of thar future role as ateachers:

Table 9: Usefulness of course componentsto futurerole asa teacher

Very Tmportant | Tmportant Minor NGt Tmportant
Importance

No. % No. % No. % No. %
Practicerelated
Practical Work 117 78 29 19 4 3
Work in Schools 82 %! 48 32 14 9 V4 5
Pedagogical
I ssues
Demondtration 80 o0 4/ il 12 o 4 K]
lessons
Methodology 8l A A4 36 12 o 2 1
Groupwork 8 o2 o6 38 11 "’ 4 3
Smdler teaching 70 47 55 37 18 12 5 3
groups
Textbooks 55 37 52 35 28 19 13 9
English 43 32 70 47 21 14 8 5
language
Teaching
Supject Content 32 22 67 a7 32 22 13 9
Assessment
related
Lecture notes 20 18 43 29 o4 43 22 15
Examination 105 70 33 22 9 o. 4 3
preparation
assistance
Sdf Sudy 71 48 45 31 23 16 8 5

The lag three items reaed to assessment perhgps reflect the timing when this
guesionnare was adminideed: jus prior to the find examinaion when dudents ae
concaned with passing or faling the examinaion. Agan a paten of preference for
practicd work (97%) and more contact with schools (86%) emerges as the important
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components of the course for the sudents. 89% again demondrate a preference for
demondration lessons as a source of influence on thar future role. 90% of the student

rated the subject methodology components of the course as important /very important.
69% indicated ther high raing (very important/ important) for the subject content aress
of the course.

5.3 Content and Methodology

A didinction between the subject content components and the subject methodology
componentsis reflected in the Table 10 below.

Table 10: Preference for Timedisribution across Content and M ethod sections of
the curriculum

Much  more[ Moretfime Sametime Lestime Much  Tess

time needed time

No. % No. % No. % No. % No. %
CONTENT 21 15 37 26 46 32 35 24 6 4
METHOD 54 3/ 53 3/ 23 16 9 o 6 4

74% d the dudents showed a preference for more empheds in time to be dlocaed to the
methodology section o the course. Only 40% indicated thet there should be more/ much

more time spent on the content area of the course. This critique may be offered in terns
of the number of hours spent outdde the School of Educationd Studies in the

undergraduate content mgors course.

“1 was exposed in my final year of study to the teacher education programme in the
Faculty of Education. Suddenly all my certainties were being challenged. | felt that |
knew very little about how to teach the English language. Not how to teach grammar:
that | had had several years of primary schooling drummed into me. In the ‘lectures in
Secial Method English. | became aware of the complex and integrated relationship
between the different modes of language: reading, writing, speaking and listening. | had
taken for granted that the spoken and written forms of language were the only important
modes of language that a teacher needs to concentrate on when teaching English. In fact,
| was going to be a secondary school teacher, and | thought that the knowledge of
English literature was to be the prime focus of my teaching in the secondary school. | felt
that my English I, 1l and 1l courses had adequately prepared me for this. What more can
the Special Method English course teach me?”

Emmanud: Student teacher 1997°

8 Extract from life hi story biography of student teacher in Samuel (1998)
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68% of the students responded that they found the Mathematics component of the course
veay useful, but 91% indicated thet they found the courses difficult/ very difficult. This
should be related to the data reported earlier concerning the poor competence in their
secondary school mathematics.

Smilaly the 74% of the students studying Science found the course content useful, but
difficult very difficult. 42% of the English dudents found the course very useful, but

64% indicated thet the course was difficult/ very difficult.

54  Teaching Practice

A more comprehendve report is necessary to depict the evduation of the Teaching
Practice component of the B.Paed course. In this section only some of the sdient fegtures

and critique of the TP component will be offered.

The primary school student teachers of the sample indicated that the mgority had been
assigned the lower grades 3 and 4 to teach during their School-Based Teaching Practice.
Many of the dudents were assgned to teach Higory or Geogrgphy in the school
curriculum. Only 3% of the dudents indicated that they were assgned a full range of
school subjectsto teach in a primary schooal.

54% of the respondents indicated thet they were not familiar with the textbooks that the
schools were usng before they went out to SBTP. 47% indicated that they did not have
access to the school textbooks before SBTP. This suggests that rearly haf of the cohort
were not exposed in ther universty courses to textbooks This may arise from the focus
of the course on udents developing their own textud maerid, given the srong critique
that the universty lecturers offer about the qudity of school textbooks 18% of the
sudents indicated thet they obtained the textbooks from the school. This suggests that the
students chose to rely on other sources to generate materia for their classroom lessons,

The mgority of dudents (56%) indicated that they experienced 4 or more vidts from
ther superviang lecturers during thar sx-week placement in the second sesson of
SBTP. 82% of them neveathdess indicated that they required much more supervison
from these lecturers

In Table 11 the students ranked the following individuas as providing support during
SBTP:
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Table 11: Support during SBTP

Vey Quite Not No use
Useful Useful much
use

No. % No. % No. % No. %
Class Teachers 8l 59 3/ 27 16 12 4 3
Peers 80 57 15 32 9 7 4 3
Method 80 57 41 29 15 11 4 3
Lecturers
Caretaker 60 49 33 27 17 14 13 11
Supervisors
Other teachers a7 36 52 40 25 19 7 5
Teaching 40 32 37 30 27 22 19 15
Practice
Co-ordinator
Principal 33 29 43 3 32 24 19 14

The sudents indicated that they received the most support form the class teecher (59%),
the method lecturers who supervise them (57%) and ther gtudent peers (57%). This
uggests that the modd of collaboraive patnership between these three participant
groups is percaved as usful to the dudent teachers However these datistics do not
reved whether the dlass teachers interacted with the sudent teacher in the absence of the
other paticipats Reflections on teeching practice by the universty daff members
indicate tha there is little engagement with the dass teachers during their vidts to

schoals.

In assging them to prepare for SBTP the dudents ranked the following sources of

influence:
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Table 12: Resourcesto Preparefor SBTP

Very Useful | Useful Not very [ Of nouse Did not take
Useful place
No. % No. % No. % No. % No. %

Media 65 45 60 41 16 11 5 3 - -
Education
Discussons 53 37 66 46 12 8 4 3 10 7
with  Schoal
teachers
Discussons 45 33 67 46 21 16 5 4 2 2
with
Lecturers
Lectures A 28 55 45 26 21 5 4 2 2
Lecturers 31 24 53 41 32 24 14 11 1 1
Method notes
Professiond 15 12 44 34 28 21 31 24 13 10
Studies

This table highlights the importance that Sudents afford to the Media Education course
(86% rated this course as useful/ very usgful). This could be explained in terms of the
dudents needing to develop dterndive materid in ther action research projects The
school textbooks usudly were not adequate to address the identified problems that
sudents encountered. 82% indicated the ussfulness of the mentor teecher as a resource
during SBTP. The poor rating of the Professond Studies course (24%) isworth noting.

Possble improvements to the TP course were indicated through the students expression
of where they preferred more time to be dlocaied in thar teacher preparation course.
Table 13 beow describesthis preference.

92% suggested more time should be spent on preparation a the univerdty prior to SBTP.
97% indicated the need to pend more time on learning to design teaching and learning
materid. 88% ranked waching other teachers teech as vaduable. 82% fdt the need for
ubject method lecturers to spoend more time supervisng them during SBTP. The
demondration lesson of method lecturers was ranked by 87% as needing more time/
much moretime.
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Table 13: Improving Teaching Practice

Much  more| Moretime No change Less needed

time needed

No. % No. % No. % No. %
Preparation at 9 70 32 23 6 12 5 4
universty
Teaching and Learning 89 6l 3 36 4 3 - -
Materias
Watching experienced 2 50 56 39 11 8 §] 4
teachers teach
Demondration Tessons 72 49 57 39 15 10 4 3
by lecturers
Help inTesson planning 67 456 69 47 8 6 2 1
Vists Dby Method 62 43 57 39 20 14 7 5
lecturers
No. of weekson TP 58 40 29 20 44 30 16 11
Follow up discussons 57 39 61 12 19 13 8 6
a universty
Schoal Teachers” input 50 36 66 a7 21 15 1 3
Micro-teaching 49 36 52 39 28 21 §] 4
Professond Sudies 45 32 45 32 30 21 23 16
Principd’ s Input 38 27 55 40 35 25 11 8

55  Overadl rating

The overd| raing of the course was good. 58% rated the entire course as good/ excdlent.
However there is a definite poor raing of the qudity of teaching /supervison in
preparing sudents for the Teaching Practice component of the curriculum. 56% rated this
component as poor/ average. High ratings are atributed b the Subject contents area of
the course. 68% rated this component as excdlent /good; 60% rated the Methodology
courses as excdlent or good and 59% rated the Educationd Theory components as

excdlent or good.
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CHAPTER 6

CONCEPTIONS OF BEING A TEACHER

Another form of evduating the teacher curriculum could be to examine the conceptions
of teaching /learning and the teacher that sudents had leant a the end of their teacher
preparation progranme. The Likert type items of the dudent quedtionnaire captures
dudents ranking of these conceptions The items adso dlow dudents to review the
effectiveness of ther training, the attitudes towards becoming or being a teecher and what
their agpirations and expectations were at the end of their training process.

6.1 Modesof Teaching and Learning

An ovedl podtive imege emeages from the regponses indicaing the dudents
interndised view of what and how committed professond teachers behave and conduct
themsdves. Over 70% of the students reported that it was necessary for teachers to spend
aufficdent time in prepaing and planning for thar lessons. Over 80% expressd
confidence that they would be abile to use innovative teaching methods that they had
learnt when they practised as future teachers 72% of the Sudents indicated thet they
were competent in designing teaching aids for the classroom.

Ove 90% of the respondents indicated that learners learn best when working in smal
groups. 84% of the sudents disagreed that pupils learn better from listering to the teacher
raher than from asking quedions Whilst they agreed with interactive learning 60%
indicated that they saw the need for teachers to “teach learners the facts that they needed
to know”. The overdl impresson crested by reviewing these eponses is that the student
teechers had leant a sophidicated undersanding of learner and learning centered
education.

85% of the dudent teachers indicated that they would be adle to intervene in improving
the academic performance of low achieving puils

An important divison of sudent opinion is noted when it comes to the use of corpord
punishment. 50% indicated that caning was not necessty for mantaning discipline in
the dassoom. This suggests that 50% bdieve tha caning is a necessay disaplinay
measure, however 70% indicaied thet it was not ussful for helping children learn better.
Ther preference to use caning is reaed to the need to secure a disciplined environmerntt,
and not necessarily as a means to improve children’s learning. This suggedts further that
the teachers are preoccupied with the overdl ethos of the school environment being well
organisad through discipline within which learmners can redise therr potentid. The use of
corpord  punishment as a culturd practice is reveded repegiedly in case dudy life
histories of student teachers (Samud: 1998), where parents usudly encourage teechers to
use caning as a means of getting children to focus on their gudies. The practice of caning
iswiddy sanctioned by communities and parents, despiteits being legaly outlawed.
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Student teechers appear to have imbibed the notions of reflective practice in reation to
ther teeching prectice Over 90% of the dudents indicated that they had conscioudy
reflected on the lessons they had taught with a view to looking a how it could be
improved. This high percentage might have a lot to do with the requirements of the
Teaching Practice course which expects sudents to keep dally records of school activities
in a reflective journd. Whilg this journd in the beginning is seen as a burdensome
respongbility, the students within a short space of time come to vaue it as a tool to
engage with during supavidon sessons with vigting supervisng  lecturers  (Samud:
1998).

This suggeds that sudent teechers emerge out of the programme bdieving that teaching
is an ongoing deveopmentd process, cgpable of being reviewed and renewed through
individua and group reflection. This is confirmed dso by the high raings that Sudents
atach to the role of ther peers (“buddy teachers’), the mentor teachers and the
univergty-supervising lecturers,

6.2  Effectivenessof ther training in theteacher education curriculum

92% of the student teachers indicated that they felt ready to dart their career @ teachers.
However 50% aso indicated that in order to be a good teacher, one has to continue to
tran to become more effective. 86% of the students indicated that good teachers adso
need to be trained. This suggests that the student teechers believe that “teechers are not
born teachers, but are made to become teachers’. 60% disagreed with the statement the
“teachers are born, not made’.

66% of the students agreed that they had learnt more from experienced teschers than
from ther teacher education degree. Over 80% rated the support they received from the
class teachers (mentor) and other teachers in the school as being very useful. Watching
experienced teachers was ds0 highly rated. This dl suggeds that a large pat of the
learning to become a teecher is developed during the onSte school-based teaching
practice.

6.3  Agpirationsand Expectations

Despite the gloomy career image that teaching professon holds for students (refer to the
generd public’s negative image of teaching described in the opening pages of this paper),
ad that the dimae of raiondisng (cutting down) the teeching force prevals 54% of
the dudents indicated that they would be teaching within the next 5 years. 61% were
confident that this would be the case. This suggests that dudents are interested in
continuing with teaching as a career. Only 1% of the sudents indicated that they do not
want to teach after their completion of ther traning course. 28% adso indicaed that they
intended to continue sudying for higher qudifications
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It is interesting to note that of the 60% of the student population who come from rurd
aress, only 22% would like to go back to teach in the rurd schools. Data from a separate
study (Samud: 1998) indicated divergent reasonsfor this
the percaved lack of support that qudified novice teachers recave from usudly
lower- or under-qudlified resdent gaff in the rurd aress,
the univergty traned novice teechers are usudly perceved as a threat to the
“gablilised culture’ of rurd schooling;
the novice univergty-traned teacher is usudly aforded higher datus within such
rurd schools thus displacing traditiond  hierarchies of dominantly  college-trained
graduates,
the percaved “modern town vaues’ are seen as a threat to “traditional vdues’ which
dominate in therurd areg; and
the unwillingness of an urbanrbased graduate who has imbibed culturd practices of
urben living findsit difficult to adjust to rurd living agan.

Neverthdess 42% of the dudent teacher respondents indicated that they would be
prepared to teach in any school, athough preference for urban schools is Hill evident in
the balance of the cohort’ s responses. See Table 14 below:

Table 14: Preferred School Posting

No. %
URBAN SCHOOL | Primary I7 11
Secondary 28 19
RURAL SCHOOL Primary 16 11
Secondary 18 17
ANY SCHOOL 63 42

It is dso interesting to note that 13% of the sudents indicated preference to teach in a
private school, as opposed to 10% who indicated their hopes to teach in a government
ghoaol. This suggeds thet students believe that it is more likdy that they would be
employed outsde of the government school structure,
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CHAPTER 7

THE NEW BACHELOR OF EDUCATION (UNDERGRADUATE
DEGREE)

In 1997 the Faculty of Education began to argue tha the various dteraions to the B.Paed
Curriculum needed to be co-ordinaed in a more coherent way. The overdl dructure of
the B.Paed degree had to be rethought. Ingtead of further “tinkering through minor
revisons’ of the curriculum, it was decided to asign an overdl new degree based on the
critique that past sudents had offered. The daff was motivated to design a curriculum
that resonated with their own changed/ changing conceptions of teecher professond
deve opment.

What innovaions did the new degree introduce? How do these innovations hope to
address the critique that dudents’ gaff had been offering? How did the policy imperatives
influence the change? These are the main concearns thet this section addresses.

Students  critiques of the exising B.Paed had been gathered through end of year
evaduations and the findings of this MUSTER sudy (Sections 5 and 6) may be regarded
& a more sydemdic presentation of ther views about their tescher education
progranme. The staff had aso been engaged in annud Faculty Review workshops, which
mandated a group of Faculty to be responsble for encgpaulating the critique of daff and
students when designing the new degree structure.

The broad criticism levded againg the former B.Paed programme centered on the need
tor

1 extend the Schoolbased teaching pr actice component of the curriculum;

2 more conscioudy develop didogue between “content based” knowledge and
“classroom methodology” from an early sage in the in the teechers development
programme;

3 address the specific under-preparedness of many students who came to the course
with poor academic literacy <Kills, paticulaly in handing (English) language
competence;

4 prepare  dudents to address teaching and learning in  multilingual,
multicultural settings;

5 devdop deeper levds of andyds of teaching and learning as a historical,
cultural, social and poalitically laden endeavour;

6 develop students who are prepared to use thelr univergty training to contribute to
educationd environments (“learning Stes’ to use the policy jargon) beyond just
formal primary and secondary schoaling;

7 contribute to the production of Mathematics, Science and Language educators
who were in short supply in the province;
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8 develop dudent teachers critical reflective <Kills, in order to promote the
teaching professon as ar esear ching profession

9 develop social responsbility of the sudents in rdaion to the community through
the use of educationd knowledge;

10 develop student teachers to become technologically liter ate.

These identified needs hdped formulate the gods thet were focussed on when designing
the new curriculum. In light of the overdl principles guiding curriculum design set out by
the Nationd Qudifications Framework (NQF) and the South African Qudification
Authority (SAQA), the Faculty chose to design a curriculum that addressed:

1 the achievement of the broad critical outcomes of any educationd and training
curriculum:;  which incdluded the devdopment of collaboraive learning, use of
technology and respect for diversty;

2 the need for the curriculum to incdlude dimensons that conssted of three kinds of
focuses.

21 Foundational dements: which addressed the devdopment of
competences which were regarded as the plaform upon which the
particular qudification is structured,

2.2 Core dements: which addressed the development of competences which
were regarded as the essentid basic knowledge (product/ content and
process methodologicd knowledge) needed to be a professond in a
particular field eg. an educator in aprimary school;

2.3  Elective dements: which provided the sudent with the opportunity to
devdop a more divergent rather than “boxed-in” exposure to academic
knowledge outsde the scope of the paticular professond training of the
specific qudification.

3 The devdopment of a modular programme which highlighted the number of
“notiona hours’ of dudents engagement with the curriculum. The concept of
“notiond hours’ includes a description of the number of hours spent with contact
face-to-face sessions between the sudents and the lecturers, as well as the number
of hours spent on sdf-sudy. In the undergraduate programme esch curriculum
module would be avarded a credit point (cp.) raing which indicated the number
of notiona hours to be utilised. One credit point was equated to 10 notiona hours.

The Faculty emerged with a new curriculum dructure (see Appendix 2). The teecher
education programme begins with the Sudents being exposed to a universty-wide
“foundational module’ which addresses broad issues around knowledge production and
dissemination. All fird year students throughout the university are introduced to current
topica debates, and sudents are tutored to develop criticd and credtive thinking skills to
address these issues from a multiplicdty of perspectives eg. politica, sociologicd,
anthropologicad, higtoricd, datidtica, etc. It focuses on exposng dudents to the wide
range of possble disciplines of inquiry within higher educaion showing the vdue of a
mult-disdplinary way of thinking. The universty regards these modules as providing a
foundetiond base of geneic “life <kills' which promote qudity academic Student
engagement. This programme was introduced in 2000.
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The essntid feaures of the curriculum  (Core) for teecher devdopment are a
combination of subject and methodology courses, and educationd theory. The “ Subject
methodology” courses integrate both disciplinary based knowledge (content) and
knowledge about teeching and learning the subject content (methodology). These
courses (eg. Scdence Education, Mathemaics Education and Language Education)
develop sudents to underdand these “disciplines’ in the context within which they will
be taught and learnt. For example, in Language Education, the focus rests on how
teachers can engage learners to negotiate rdationship between firg and second language
learning in multilingual contexts The dudents ae expossd to soddinguisic and
psycholinguidic andyds of teeching and leaning practices and approaches The
dudents own persond expeiences of learning and teeching languages in the divided
schooling sysems is critigued and dternative pedagogies are explored as options for
engagement to deveop future learners.

The educational theory dmendons of the curriculum ae presented In an
interdisciplinary manner to engender a “problemsolving reflective  engagement”  with
educationd matters. The dudent is presented in these modules with tools for developing
interpretive  ariticdl  indghts usng sociologicd,  philosophicd, psychologicd, paliticd,
historica orientations to ask better questions about everyday lived phenomenain schools.

The deeper content orientation of the discipline is provided through the dudents
engagement with a lesst 2 modules (16¢p) taken outdde of the School of Educationa
Sudies The dudents are advisad aout which modules would be appropriate in raion
to the kind of subject/ learning area that they would like to devdlop more detaled
competence in. For example, the student might be counsded into taking a course on
writing and textud andyss in the School of Languages and Literature in order to fud
thelr preparation to become a teacher of languages.

The dudent dso chooses the externd module with “one eye on the changing school
curricllum”.  The School  curriculum  policy proposes that “primary  schooling”
(foundationd and intermediate phases) would congs of engagement with 8 broad
learning aress, organised into different kinds of combinations The following leaning
areas condtitute the kinds of foca areas that teachers could choose to specidisein:

1 Language, Literacy and Communication
2 Natural Sciences

3 Mathematics and Mahematicd Literacy
4 Humean and Socid Studies

5 Entrepreneurid Education

6 Artsand Culture

7 Technology Educetion

8 Life Skills

- The B.Ed (Undergraduate) programme concentrates on 3 of these learning aress in
paticula: Language Education, Science Education and Mathematics Education.
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These were consdered as targeted areas of need within the schools, and as a response
to the Naiond Teacher Educatiion Audit's finding outlining the under-supply of
teechers in these areas (Hofmeyr and Hall 1996).

- This dso atempts to redress the overemphass on the Arts and Humanities reflected
in the patterns of enrollment discussad in section 1 above.

- The other learning areas were introduced with smdler proportions of time dalocated
e.g. Integrated Arts, Entrepreneurial Education and Social Science Education
were offered as sdected choices for 8 credit points only. The Integrated Arts course
was a0 dlocated an extra 16¢p & Levd 1 because it was believed that the course
could introduce dudents to the integrated inter-disciplinery notions about teeching
and learning usng the arts as amethodology.

- Gengic technologicad competences were focussed on in an 8-credit point module,
Technology Education, in levd 1II.

The course dructure is heavily skewed in the direction of providing Sudents with
auffident “practical experience’. These practicd experiences are being organised in
three broad ways.

1. A Community Service module which focuses on the sudents providing an
educationd sarvice to one of severd community-based centres. This might
involve amongst others the teaching of children in a dred shdter (which was
“adopted” by the university); the tutoring of children in a place of safety in order
to rencorporate them into mandream schools, and/or reconcile them with ther
families. Thee are projects tha the School had been involved with as “extra
curricular voluntary activities’, but they now conditute an inditutiondised part of
the sudents compulsory curriculum.

2. A Workplace Education which focuses on the placement of dudents within a
range of dtes of work: eg. in libraries factory worker educaion offices in
tourism board offices, in the broadcasting media offices, eic. It is beieved tha the
sudents need to be exposed to such dterndive spaces within which they might
use their growing expertise.

3. Teaching Practices This course condds of fidd-based placements interspersed
across Levd I, Levd Il and the entire Levd IV year. As the name of the
engagement suggedts, practicad internship is an atempt to develop an introduction
to the practicd world of teaching whils being an intern within the school sysem.
This internship is amed a bringing a doser synagy beween the so-cdled
educationd theory and subject methodology courses throughout the training
process.

4. Practical Internship | (Levd Il) condds of approximatdy 4- 5 weeks of
placement within a dte of teaching and learning (160 hours). This placement is
intended to orientate the dudents to the “school” context. Students will be
encouraged to engage with observation of experienced teachers lessons and will
be expected to engage with a least some degree of lesson preparation and
classroom teeching.

5. Practical Internship 11 (Levd I1ll) condds of another fidd-based placement.
Here dudent teechers will be expected to take more full responghility for
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organisng and _desgning a_curriculum_theme in conultation with the universty
upervisors and mentor teachers. A larger percentage of time will be devoted to
actud teaching in the dassoom then in the fird placement in Levd 1. The
sudents will be engaged with schools for gpproximately 4.5 weeks.

6. Practical Internship 111 congss of teachers being placed for the entire year
within the context of a sthool. This will endble sudents to imbibe the culturd
practices of the school environment in dl its various phases of organisation:
planning,  recruitment, adminidraive  plecements of  pupils  teaching,
examinaions and extracurricular activiies The dudet teachers would be
placed in teams of about four persons. The focus will follow the modd of critica
refledive practice as s&t out in Section 4.1.3 aove. This entails the sudents being
involved inan action research project in a collaborative team.

The students will be expected to present a bi-weekly seminar to the team of mentor
teechers, universty supervisors and other dudent team members, outlining the kinds of
planning, reflecting and actions that they have engaged with during the course of the
engagement with the learners in ther particular school. This modd of “teeching practice’
will endble students to develop an extended repertoire of various kinds of knowledge
relaed to teaching and learning in a school: for example, practicd knowledge, content/
subject-based  knowledge, pedagogica  knowledge, classoom related  knowledge,
sociologica awareness of the podtion of the school and the community. It represents a
more comprehensve understanding of the kinds of practicd craft knowledge needed to
develop apersond working theory about teeching and learning.

This modd is an adgpted verson of the Professond Devedopment Schools modd (Boles
& Troen: 1997) being used by Bogon Universty and Michigan Sate Universty
programmes. It reies on a highly organised teeching practice unit within the universty,
and this has been caered for in the edablidwment of a full-time co-ordinator being
gppointed to serve these functions.

Across the three internships the students will be encouraged to take up ther placements a
three different teeching contexts one of them bang a lees Sgnificantly different from
their own persond schooling experiences

This modd will only come into operation in July 2000, and a time of the writing of this
report it is not possble to review its implementation. Suffice to say that this modd of
teecher development rdies on a competent and well-organised management Sructure.
The modd is ds0 rdiatt on edablishing a more formdised patnership between the
paticipating schools It dso presumes that the faculty will be successful in developing a
drong programme for development of the didogue between mentors in schools and the
univerdty lecturers. It is envissged that this patnership will result in co-operative
assessment  drategies induding Al members of the collaborative team. Thee ae

responghilities, which will be undertaken in the course of the further development of the
curriculum.
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It isevident in the weighting of the curriculum components (See Appendix 3) thet thereis
an over-emphass on the development of practica pedagogicd knowledge, methodology
and practical work. It may be argued that the content dimensions of the subject based
knowledge is underplayed in this curriculum gructure dthough the integrated Science
Education, Language Education and Mathemetics Education courses attempt to reconcile
both content and methodological concerns. The teaching practice dimensions should dso
not be seen as only “practicd” in that the intention is to develop students to formulate
their own persond working theories of teaching and learning. Practiceisavery
theoretica issue, if the sudents are made to become aware of their own theoretica
orientations in the kinds of practices they choose. The programme ams to make students
aware of their own theoretica orientation, o that it is made available for andyss,
scrutiny, contestation and /or affirmation. This dial ogue between theory and practice is
what the Practicd Internship courses are intended to achieve.

During the internship the responshility ress on the teecher educator and the mentor
teacher to create the ‘critical discursive space” (Samud: 1998) within which the sudent
teecher lean to fed comfortable with expeimenting with dtenaive frames and
orientations to teaching and learning. The mentor teechers and the supervisors therefore
have a role in providing the sounding board for the students reflections. Rather than a
ampligic impogtion to replace “undedrable teacher actions’, the course is directed
towards developing teechers criticad orientation to ther biographica experiences of
teaching and learning gained from school. Student teachers are encouraged to develop a
constious and planned response to the contextud forces within their particular
“schooling” dte Students will be expected to aticulate the kinds of forces, which
aurround them & a macro- and micro-leve. All of these forces compete for dominance
during the process of teacher professond devdopment. The course ams to deveop
sudents ability to engage with these forces actively, and perhaps to contest those that are
deemed ingppropriate and unjust. Such professond judgement is the hdlmark of a good
teacher.
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CHAPTER 8

EMERGING ISSUES

This dudy has reveded thet the deveopment of the PRESET curriculum a UDW was
conceptudised within a climate of contestation of the views about the role and identities
of teachers. The former gpathed government conceived of teachers serving as fathful
implementers of a State-driven education system. As teecher educators within the UDW
daff came to contest these notions about heir own roles within the chalenge to gparthed
education, they introduced into the curriculum broader gods and aspirations for future
teechers. These included a focus on the role of the teecher as a curriculum developer, a
shaper of the school contexts within which they operated. These hifts gradudly
chdlenged the traditiond conceptions of a “good teacher”. Teacher Educators within the
sysem through their own exposure to dternative conceptions of teecher professond
devdlopment infused into the curriculum new conceptions of critical reflective practice:
highlighting the activis nature of the future teacher. Such conceptions came to displace
the former over-theoretica gpproach to teacher professond deveopment in pre-sarvice
teacher education.

With the changing to a new democraic digpensation, the educationd system saw the
introduction of severd policy regulations which atempted to dgnd a depature from
goatheld education. This brought more credence to the kind of curriculum efforts that the

innovators had introduced. However the innovations are not without problem.

In the quest to downplay the front-loaded theoretica orientetion of the programme, the
new curriculum of the B.ED (undergraduate) has emphasised “Practical knowledge’ or
“teacher craft knowledge’. The new curriculum foregrounds the need for (dudent)
teechers to develop their own “personal working theories’. The curriculum promotes
the devdopment of a “critical discursive space” within which (dudent) teechers can
activdy expeiment, chdlenge and present dterndive conceptions of teaching and
learning.

This discursve space is neverthdess infused with the higory of the cultural heritages
that the students bring with them to the pre-service course. This heritage embeds culturd,
politicd and higoricd memories aout being a teacher developed as a consequence of
growing up in paticular communities and attending particular schools. The landscape of
heritages is as varied as the diverse peoples of the country. The teacher education course
needs to acknowledge conscioudy wha thee heriteges are, and how they sand in
relation to the dominant discourses about a professond teacher. An acknowledgement of
the competing notions of the roles and identities of teachers and the drengths and
limitetions of Sudent teachers heritages should become an important dimenson of
teacher professond education.
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For example, a growing number of dudent teachers are increasngly under-prepared in
the subject disciplines, which they will teach. Students have had poor qudlity introduction
to the foundations of the subject knowledge necessary to teach. With the school
curriculum policy focus directed towards a “content-less’ curriculum (Vingevold and
Taylor: 1999), it is likdy that these graduating teechers may be herdded as competent in
being dile to generate the kind of generdisad critical outcomes of such educationd
endeavour. The dudent teechers are likely to be able to engage in critical didogue about
the nature of the educationd sydem, doout ther role in desgning/ citiquing an
outcomes-based curriculum, but may not necessarily be able to devdop amongs the
learners the quditative in-depth knowledge base in particular subjects The chdlenge for
teacher education providers is to desgn a curriculum that drikes the gppropriate baance
between a subject content knowledge and pedagogica methodologica knowledge.

The neaed for academic coherence within the teacher education curriculum can be best
achieved when teecher educators temporarily abandon therr anxiety over the traditiond
boundaries that demarcated their academic teritorid disciplines The posshility for
curriculum innovation within the UDW context arose out of the necessary blurring of
the boundaries between and withn Educational Theory, Content  (Subject)
Knowledge, Methodology, and Practical work. Beng able to think beyond these
boundaries dlowed for a reevduaion of the fod and depth of the paticular
engagements with sudent teechers.

A concern, which emerges from this sudy, revolves around whether the development of
critical reflective practices is in itdf a culturally externally embedded st of gods
from outsde the worldview of the mgority of the sudent teechers. In many ways it may
be argued that the teacher educeators represent a teacher education discourse around
reflective practice that exigts outdde the dominant mainstream views about the role of the
teecher. A large percentage of teachers gill hold onto their inherited understandings of
ther roles as trangmitters of knowledge. This has been the success of the Aparthed State,
which has led many to bdieve in the passve role of the teecher in rddion to Sae
incentives. This is the success of a teechar professond devdopment modd thet
amplifies the role of the teacher to being a modifier of learners behaviours Does post-
goathed policy merdy dgnd a new orthodoxy of a new State without Sgnificant
acknowledgement of wha the majority of teachers actually believe about ther roles
and functions? For example, the sudent teachers even a the end of ther training reman
ambivaent about the need for corpord punishment as a means of ensuring discipline in
the dassoom. Could these teachers merdy be dgnding ther own desre for a highly
reguiated and disciplined schooling sysem to counteract the norm of a continudly
disuptive working ethos? Pupils and parents in such disuptive communities proclam
the benefits of a drong management syle within schools, which indudes the sanctioned
uee of corpord punishment. Within cetan rurd communities the use of physcd
punishments could be argued to be “normd”. Should schools and teachers chalenge
these norms, or not?

It is dear that teecher education is not amply about replacing one orthodoxy, the
orthodoxy of traditiond vaues and heritages, with ancther, the orthodoxy of the new
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State-driven policdes. Teacher professonal development ought to be about how to
bring these different discourses, each with their own origins and intentionalities, in

dialogue with each other.
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CHAPTER 9

CONCLUSION

This report indicates thet the Universty of DurbanWesville School of Educationd
Sudies certanly represents one of the univerdties which have activedly engeged with
transforming the teacher educaiond curriculum in order to meet the chdlenges of the
post-gpathed society. It has the potentid to offer good qudity PRESET educdtion. It has
recruited dudent teechers from  within  the Africen rurd communities into  ther
programmes and amultaneoudy reformed its curricullum to acknowledge the resources
that such dudents bring into the programme Rather than Imply tresting sudents as
deficty burdens to the teacher education curriculum, the programmes acknowledge the
kinds of heritages that dudents bring with them from gpathed secondary and primary
schooling. The programmes attempt to chdlenge these heritages with the view to extend
the teacher professond educator such tha they ae adle to conscioudy develop
conceptions of their active role in recondructing the society. The sudent teechers are
being introduced to the benefits of criticd reflective practice, which atempts to develop
Sudents to become articulate about ther own persond working theories about teaching
and learning.

The modd of critical reflective practice is developed to a far degree of complexity in the
teecher education programmes. The sudents emerge beng able to critique ther own
learning and professond development, are able to recognise options for practice in ther
own school contexts, but do not necessxily have al the sophidticated subject meatter
knowledge base that may be required for in-depth qudity education amongs learners in
the school. Students generdly experience the curriculum as a vauable contribution to
ther professond devdopment. However they would like to see the curriculum
concentrate more on practicd work rather than abdract theorisng about educetion. The
desgn of the new curricula for PRESET a degree and podgraduate cetificate leve
atempts to capture a more bdanced and integrated focus encgpsulaing various
dimensons of teacher professona knowledge.

An important concern of the universty is aout the drop in students enrolling to become
teachers. The large drop in PRESET dudent numbers entering the univergty programme
is symptomdtic of the dedining datus of the teaching professon within the society as a
whole. The embaitled daus of the teacher in the policy environment of recongtruction
has burdened teachers with smultaneoudy deding with severd changes to ther daly
worlds of dassooms and schools. It is now the respongbility of the Depatment of
Education and the univerdty to creste the necessxy incentives for students to enter
teaching as a career. These incentives could include:

The offering of bursaries to desired prospective sudents;

The devdopment of sydemic intervention (a policy and practicd implementation
levels) to support a school partner ship model of teacher developmert;
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Providing the necessary infragtructure for mentor teachers to take more serioudy
their role within the novice teechers  professond deve opment;

The devdopmet of a wdl co-ordinated Teaching Practice unit focussing on
upporting and monitoring quditative learning across the diverse learning contexts of
afragmented society;

The devdopment of dear policies around initial placement and pogting of newly
qualifying teachers induding the qudity of induction programmes that schools
manage as part of their repongbility to the graduating teechers.

Together thee reforms are likely to produce better qudity educators who assume their
professond datus as competent contributors in shaping the teaching / learning
environment of the schoolsin which they teach.

In the latest policy proposds regarding the shape of the recondructed higher education
sysem (Depatment of Education: 2001) the fate of the Universty of DurbanWedville is
not dealy marked as a potentid dte for PRESET teacher development. Not usng the
resources and cgpadity of this inditution would be a dgnificant loss to the tescher
education sysem, which ought to haness the drengths within the system. Co-operation
with the nationd and provincda minidries of education, togetter with the UDW School
of Educationd Studies should endeavour to resolve this oversight.
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Appendix 1: The overall structure of the B.Paed Degree

OUTSIDE FACULTY | WITHIN FACULTY OF
OF EDUCATION EDUCATION
“ACADEMIC" “ACADEMIC” “METHODOLOGY” TEACHING PRACTICE
CONTENT CONTENT: TEACHING AND
EDUCATIONAL THEORY LEARNING
YEAR Undergraduate courses | Education 1. *(Science Education |[;
ONE in the faculties of | Sociology, Mathematics Education |
Commerce, Arts  or | Philosophy. Psychology, Higory, | Integrated Arts Education
Sciences Management & Adminigration, | 1)
(Leve 1) Didactics (Curriculum Studies)
(Leve 1)
YEAR Undergraduate courses | Educationll *(Sc. Ed I1; Maths. Ed I1; | Teaching Practicel
TWO in the faoulties of Int. Artsll) (©On campus: micro-teaching)
Commerce, Arts or
Sciences
(Levd 11)
YEAR Undergraduate courses Teaching Practicel|
THREE in the faculies of 2 weeks school site visit;
Commerce,  Arts  or On campus: weekly tutorids
Sciences
(Leved 111)
YEAR Education I11 English Usage Teaching Practicelll:
FOUR Afrikaans Usage School gtevigt:
*(Language and Learning) 1 week
WeeKly tutorids:
Media Education; Computer
Literacy
*(Professona Studies)
School-based teaching




Practice

10weeks
Secondary 2 Special Methods: mgor
Students subjects
Primary 1 Special Method: maor
Students subject

2 Special Method (minor):
Choice: 2 of the following:
Higtory, Geography, Natura
Science, Integrated Arts)




Appendix 2: The Curriculum Structure of the new Bachelor of Education (under graduate) (1998)

SAQA CORE ELECTIVE FOUNDATIONAL MODULES
terminology
TEACHER “SUBJECT EDUCATIONAL SUBJECT CONTENT/
EDUCATION CONTENT/ THEORY METHODLOGY
DISCOURSE METHODLOGY”
LEVEL |
Semester 1 | Language Education | School and Society Integrated Arts Education | Universty wide module
(16cp) (8cp) (16cp) (16cp)
Science Education | (16cp) | Teaching and Leaning
(8cp)
Semester 2 | Mathematics Education | Life Skills X Modules teken outside the| - University wide module
(16cp) (16cp) SOEDS (2x 16cp) (16cp)
LEVEL 11
Semester 1 | Language Education |1 Policy and Practice Educationd Technology
(16cp) (8cp) (8cp)
Science Education |1 Identity and Diversity Workplace Education
(16cp) (8cp) (8cp)
Semester 2 | Mathematics Educetion 11 Practical Internship |
(16cp) (16cp)
LEVEL 111
Semester 1 | Language Education |11 Images, Identity and 1 x module taken outsde| Community Service
(16cp) Vaues of Teachers SOED (16cp) (8cp)
(8cp) Integrated Arts Ed. 11 (8cp)
Science Education 111 Or Technology Education
(16cp) Managing Education Economics &  Entrepreneurid | (8cp)
(8cp) Education (8cp)
OR Socid Science Education
(8cp)
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Semester 2 | Mathematics Education 1l | Precticd  Internship |1
(16cp) (16cp)
LEVEL IV
Prectica Internship 3
(104cp)
outsde SOEDS

SOEDS: School of Educationa Studies

Cp= credit points (1 cp. = 10 notiond hours = 50% contact time + 50% self study)
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Appendix 3: Digribution of hoursper modulein the B.Ed (undergraduate) course

Module No. of|No. of|Tota % of
credit contact | numbe | total
points hours of hours | time

with
staff

“EDUCATIONAL THEORY”

School and Society 8 40 80 1.8%

Teeching and Learning 8 40 80 1.8%

Life ills 16 80 160 3.6%

Policy and Practice 8 40 80 1.8%

Identity and Diversty 8 40 80 1.8%

Images, Identity and Vdues of Teachers 8 40 80 1.8%

Managing Education 8 40 80 1.8%

320 640 14.3%

PEDAGOGICAL KNOWLEDGE

“Subject Methods’/ Content

Language Ed 1 16 80 160 3.6%

Mathematics Education | 16 80 160 3.6%

Science Education | 16 80 160 3.6%

Language Education 11 16 80 160 3.6%

Language Education I 16 80 160 3.6%

Science Education 1 16 80 160 3.6%

Language Education Il 16 80 160 3.6%

Mathematics Education 11 16 80 160 3.6%

Science Education 11 16 80 160 3.6%

Integrated Arts Education | 16 80 160 3.6%

Integrated Arts Ed. 1l/ Economics & | 8 40 80 1.8%

Entrepreneurid Ed? Socid Science Ed

Educationd Technology 8 40 80 1.8%

880 1760 39.3%

Generic Pedagogical Knowledge

Technology Education 8 40 80 1.8%

Qub-total (Pedagogical Knowledge) 920 1840 41.1%

ACADEMIC CONTENT

3 Outsde Faculty modules 48 240 480 10.7%

“PRACTICAL WORK”

Practicd Internship | 16 80 160 3.6%

Practicd Internship 11 16 80 160 3.6%

Practicd Internship 111 104 520 1040 23.2%

Community Sarvice 8 40 80 1.8%

Workplace Education 8 40 80 1.8%

760 1520 33.9%

TOTAL 2240 4480 100%
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