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Multi-Site Teacher Education Research Project (MUSTER)

MUSTER is a collaborative research project co-ordinated from the Centre for Internationd
Education a the Univerdty of Sussex Inditute of Education. It has been developed in partnership
with:
- The Indtitute of Education, University of Cgpe Coadt, Ghana

The Indtitute of Education, The Nationd Universty of Lesotho.

The Centre for Educationd Research and Training, Universty of Maawi.

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

The Schoadl of Education, The Universty of the West Indies, St. Augusting s Campus,
Trinided.

Financid support has been provided for three years by the British Department for Internationd
Development (DFID).

MUSTER is focusad on generating new understandings of teecher education before, during and
dter the point of initid qudification as a teecher. Its concans indude exploring how new
teechers are identified and sdected for traning programmes, how they acquire the sills they
need to teech effectivdy, and how they experience training and induction into the teaching
professon. The research indudes andyticd concerns with the dructure and organisation of
teecher education, the form and substance of teacher education curriculum, the identity, roles and
culturd experience of trainee teachers, and the cods and probable bendfits of different types of
initid teecher training.

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

This series of discusson papers has been crested to provide an early opportunity to share output
from sub-gudies generated within MUSTER for comment and condructive criticism. Each paper
takes atheme within or across countries and offersaview 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.Samud and Y. Sayed, (Heinemann Press 2003). The book explores policy and
prectice in Teacher Education in South Africa and their implications for the future, representing
one of few empiricdly grounded, policy orientated studies of teecher education in South Africa
The research presented covers critica topics of interest to those who prepare teachers and study
teaching: the evolving higories of teacher education policy, Shifting tescher identities, teecher
upply and demand, contrasting modds of teacher educaion ddivery, college mergers and
rationaisation, and the impact of HIV/AIDS on teachers and on teacher provisoning.
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CHAPTER 1

INTRODUCTION
1.1 Rationale

The post-goartheid period of South African hisory has been marked by hopes for a better future
for dl, together with gpprehenson for what the future holds Education hes played a key role in
bringing about a change from an gpartheld way of life to a way of life based on a democratic
society.  In the new socid dispensation, teachers carry the heavy responshility of leading and
guiding young people in the country towards the rorms and practices of a democratic way of life.
The present and future teachers of South Africa face numerous chdlenges in bringing about this
trandformation in Sodiety.

The quedtion is - how are teachers prepared to face up to these chdlenges, and how do teacher
education progranmes megt the demands and needs of a changing socety? One such
programme facing these quedtions is the Higher Diploma in Education (HDE), a one year pre
savice teecher education programme offered by the Universty of the Western Cape, South
Africa  The following extract from a course outline in this diploma explains the chdlenge as
folows

.. & we enter the new millennium, teechers in South Africa face very spedific,
perhgps unique chdlenges. They have the task of undoing the effects of years of
goathad education and a the same time contributing to new educationd vaues,
skills and practices (Course Outline - Preparing to Teach in South Africa 2000,
Faculty of Education, UWC, p. 2).

This pgper atempts to andyse the extent to which this programme meets its objectives of
producing future teachers who will be able to face up to the demands of argpidly changing South
African

The need to deveop teachers for a changing society is particularly acute in present-day South
Africa At the same time however, an aray of new demands face dl tescher education
programmes across the globe.  Ddin (1998) locates these chdlenges within three areas, namdly,
societd paradigm shifts changing locd contexts, and the expangon of children's learning needs.
He devedops the socigd paradigm shifts into ten globd revolutions that are currently affecting
the lives of children entering the twenty-fird century. Thee indude the knowledge and
information revolution, the technologicd revolution, the ecologica revolution, the politicd
revolution and the vaues revolution.

Thee globd paradigm shifts are compounded by locd forces which too are having a mgor
impact on the daly lives of teacher educators in South Africa  Such forces indude a new
netional school curriculum, workplace redities which have fundamentaly shifted over the last



ten years and anew st of policy guiddines for teacher education programmes themselves.

Ddin (1998) idertifies the learning needs of children and youth as another important chalenge
facing teachers and teacher educators The examples which Ddin gives in this caegory ae very
petinent to the South African dtuation and include the ability to cope in more than one
languege, the adlity to play an active consumer and producer role, and the importance of
developing as an independent learner. To this one would need to add the importance of learning
to live within the dl-encompassing threst of the HIV/AIDS pandemic and of leaning and
practisng the vaues associated with the vison of ademocratic South Africa

The emotiond space of teacher educators to cope with these responshilities has, however, been

eroded by the shifting occupationd redlities in this sector.  The higher education system in South
Africa, where teacher education is located, is in the midst of a process of redtructuring.  This
redructuring is both interndly-driven, as universty faculties of education become absorbed into
larger faculties, and externdly-driven as colleges of education amagamate with one another and
become atached to univerdties  Furthemore, the higher education sector as a whole is
grgppling with proposds for imminent restructuring aound the dze and shgpe of inditutions.
The shifting ground of teacher education is compounded by a further set of Stresses as teacher

education is besst by dropping enrolments and a poor public image of teaching.

As these new scenarios emerge, 0 the problems of the apathed era have not disgppeared.
Teacher educators continue to face the chdlenge of teaching student teechers who druggle with
academic reading and writing, who often lack confidence, who in many ingances have only been
exposed to chak-and-tak teaching methods, and whose own disciplinary and generd knowledge
may be limited.

1.2  Theaim of the sudy

Agang this background, the am of this sudy isto examine the curriculum of the HDE
programme including the attitudes of the lecturers, student experiences, resources, the nature of
teaching practice in the programme and to consder the cost of the programme.

1.3  Sourcesof data

The study was conducted during the academic year of 2000, between March and October. A
number of different sources of datawere drawn on for thisstudy. Theseindude:

< an entry quedionnare which was completed by 178 student teachers a the beginning of
thar HDE yesr

¢ an exit questionnaire with a sample of 48 sudent teachers

«» interviews with 5 lecturers teaching on the programme as well as the Deen of the Faculty
of Education

¢+ aguedionnare completed by eight lecturers teeching on the programme



< interviews with arandom sample of eighteen Sudent teechers
¢+ andyssof curricullum materiads and other Faculty of Education documents.

The findings of the different sources of data are summarised in the paper and key themes are
extracted for discusson. The findings have been complemented by the persond observations
and experiences of the authors who have and are working on the programme



CHAPTER 2

THE INSTITUTIONAL LOCATION OF THE HDE PROGRAMME

Section Two locates the HDE progranme within the higory of the Univerdty of the Weden
Cae and spedificdly within the higory of the Faculty of Education. The section provides
background information which can be used to discuss ways in which the HDE programme relates
toitssocid context.

21 TheUnivergty of the Western Cape

The Univerdty of the Western Cape was edtablished in 1960 by the previous South African
government as a univarsty college for those dassfied a that time as Coloured. It was daffed in
its ealy days manly by those dasdfied White, and identifying with the government policy of
goathed. By the 1980s however, UWC as an inditution had become actively involved in
natiiond druggles for democracy and had moved to become a centre recognised internationaly
for its intdlectud and politicd ressance to gpathad. The Misson Statement of 1982
committed the univergty to privileging research and teaching to serve the devdopment of Third
World communities in South Africa, and in 1987 the then Rector of the university, Professor
Jakes Gerwd, wrote:

The inditution has developed to a point in its higory where it is without doubt the
universty in this country that hes the most unequivocaly committed its teaching,
research and service activities to an anti-gpartheid and to the post-gpartheid idedl.
Such a podtion for a Universty is not an uncomplicated one it is fraught with
tensgons and contradictions (quoted in Van den Berg, 1994 115).

The univerdty has seven faculties namdy, Arts Dentidry, Community and Hedth Scences
Economic and Management Sciences, Law, Science and Education. There are dso numerous
innovative programmes in the universty. A few of these are named here as examples of the
socd orientation of the universty:  the Public Hedth Programme which looks spedificdly a
primary hedth needs of the country, the School of Government which trains personnd for a new
democratic public service and the Mayibuye Centre which houses vast collections on the hisory

of apartheid.

In the Faculty of Educdtion there are three units which reflect the sodd orientation of the
universty. The Teecher Insarvice Project (TIP) is an ‘organisaion development’ organisation,
which works with educationd inditutions to enhance ther capacity for managing change. The
Education Policy Unit (EPU) is a leader in the country in ressarch and devdopment for higher
education, while the Centre for Adult and Continuing Education (CACE) has a long higory of
involvement with adult educaion, paticulaly progranmes to do with combeting gender and



racial oppresson.

The sze and compogtion of the universty has changed subgtantidly over time. From about 2
000 gtudents in 1975, there was an increase to aout 4 000 in 1980 and 9 000 in 1987 (Van den
Beg, 1994). By 1993 the envolment was 12 554. Sgnificantly, 49 percent of thee were
women.  Approximately 40 percent of students were classfied African (Black), as opposad to
1,5 percent ten years ealier (UWC Office for Devdopment and Public Affars, no date). By the
year 2000, however, regigration had dropped to 9 686 sudents. The reasons for this include the
fact that, with the demise of gpatheid, many sudents who might have previoudy attended UWC
now moved to previoudy White universties while financid redraints continued to dog the
families of gudents treditiondly attracted to UWC.

Although the origins of UWC were as a universty spedificdly established for those dasdfied by
the gpartheid date as Coloured, it is dgnificant to note that the number of Black sudents now
aurpasses the number of Coloured sudents.  While figures for the HDE dass itsdf were not
avaldble, figures for the whole universty indicate that in 2000, there were nearly 5 000 Black
students registered and nearly 4 000 Coloured students.

Wheress initidly sudents had been mainly drawvn from the communities of the Western Cape,
sudents now come from al over the country. By the early 1990s the medium of indruction and
communicaion had changed from manly Afrikeens to manly English. Although English is not
the mother tongue of mog of the dudents, it is a common language of the mgority of sudents
This shift in language use has not been an easy trangtion, giving rise to heated debates about
language policies medium of indruction, the rdationship between language and learning, and
about the identity of the universty. It has dso, ironicdly, contributed to the drop in enrolment as
meny Afrikeens-gpesking Coloured students moved away from UWC as English became more
dominart.

2.2  TheFaculty of Education

The recent higory of the Faculty of Educdion is intimatdy tied up with the anti-apartheid and
socid recondructionist higory of UWC. In the 1970s the dominant orientation in the Faculty
was that of Fundamenta Pedagogics, while in the 1980s the Faculty began increesngly to
identify with the Peoplés Education for Peoplés Power movement, a nationd resstance
movement saeking to establish a non-racid, nonrsexis and democretic political and educationd
system in the country.

The dominant gpproach to teacher education in some universties and in the mgority of colleges,
even in the early 1990s, was Fundamentd Pedagogics (Sieborger and Kenyon, 1992; Hofmeyr
and Hall, 1995), described asfollows:

Fundamenta Pedagogics is the dominant theoretical discourse in South African
teecher education. It provides little illumingtion of the present socid and
educational order, of possble dterndives to that order or how teechers might



contribute to tranformation. By exduding the palitical as a legitimate dimenson
of theoretica discourse, Fundamental Pedagogics offers neither a language of
critique nor alanguage of possibility (Endin, 1990: 78).

Endin explans how, through an daborae logic, Fundamenta Pedagogics identified itsdf as a
neutrad science, cordoned off from quesions around ideology or politics. By sgparaing
pedagogy from any discusson of power and privilege, Fundamenta Pedagogics managed to
cregte a discourse of dlence and acceptance about the role of education in socety.  An
adounding picture presents itsdf, of generations of young people who were living under a
sydem of radsn and domindion, leaning not to ask quedions about the link between
educationd policies and practices and the oppressve palicies ruling ther lives. (That this was
not entirdy successful is, of course illusraed by the crucid role played by educationd
inditutionsin the higtory of resstance in the country).

Endin hersdf notes the different discourse a2 UWC:

There the theoreticd discourse could be described as edectic, offering criticd
perspectives on education through liberd and Maxis perspectives. It is
sgnificant thet both these pergpectives treat the politicd as centrd to a criticd
underganding of schooling in South Africa and to future posshbilities for South
African education (1990: 88).

An extract from the Faculty misson datement of 1992 gives some illudraion of the spirit of the
Faculty a thetime:

Asthe Faculty of Education & UWC weam:
-to contribute to the development of educationd theory and practice in a
rigorous academic and professond way
-to paticipate, in a spirit of chdlerge, in the recondruction and development of
education in South Africato redress higtoricd inequities...

We locate our work in the socid, culturd, politica, economic and ecologica
devdopment of the region, the country and the continent (Misson Satement,
1992).

Expanding sudent numbers in the Faculty in the late 1980s meant that many new daf were
gopointed in the early 1990s, s0 that by the mid-1990s there were forty members on the
academic daff. Many of these people had been involved in the Peoples Educaion movement,
and they provided the catdys for much of the new thinking in the Faculty.

At the time of writing (2000), the Faculty of Education was facing a new st of higoricd
cdrcumgances. Many daf had moved into other inditutions or into government or parastata
Sructures and, due to fiscd redraints and dropping enrolments a the university, these saff were

not aways replaced. Incressed competitiveness for a dwindling market of Education students
placed UWC a a disadvantage to its neighbouring universties where better fadlities aitracted
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the more academicdly-able sudents. The student body incressingly was drawn from the poorer
sections of socety, in paticular from rurd African backgrounds, where inadeguate schooling
meant tha dudents were often academicdly wesk. Nevethdess, the spirit of UWC wes il
very much dive, as was evidenced by the comment & a Faculty review of the HDE programme,
where lecturers remarked thet one of the srengths of the Faculty was: “Our strength lies mainly
inour commitment and in our critical edge, and the fact that we have our heads in the clouds but
our feet on the ground” (Find Year Teacher Education programme review, 2000, p.3).



CHAPTER 3

THE CURRICULUM OF THE HDE PROGRAMME

The higory of UWC has impacted dgnificantly on the conceptudisation and desgn of the
teacher education programme. This section describes and discusses the key features of the
curriculum of the HDE programme.

3.1  Conceptualisation and organisation

The presarvice teecher education diploma runs over one academic year and is geared towards
traning student teachers to teach in secondary schools (Grades 8 to 12). At the time of writing,
new nomenclature for programmes was being indituted by the South African Qudifications
Authority, and the Higher Diploma in Education (HDE) would soon change to be cdled the Post
Graduate Certificate in Education (PGCE). Theterm HDE is, however, Hill used in this paper.

Students enter the pre-sarvice teecher education diploma in two ways. The mgority firg do a
three year Bachdors degree and then follow this with a year-long teeching diploma  Many,
however, make use of the so-cdled ‘nontdegree route, where dudents without a meatric
exemption ae dlowed to enter a four-year teaching qudification. In the non-graduae
qudification, some Education courses are followed prior to the teaching diploma itsdf. In 2000,
170 sudents came in through the post-graduate route, and 95 through the non-graduate route.

The programme is gructured in the following way for dl sudents, regardiess of ther entry route.
Students do two subject methods, these being the secondary school subjects which they are then
gudified to teech. All dudents dso complete a generic Education Theory course, which
provides a backdrop to thinking about a range of topics in education. In addition, al students
goend ten weeks doing Teaching Practice  The format and timing of the Teaching Practice hes
changed over the years, but since 1995 has taken the form of students spending an entire term as
one blocked period in aschooal.

The so-caled ‘theory-practice debate has influenced the format and timing of teaching practice
in the Faculty of Education over the lagt ten years

Over the pagt ten years or 0 the faculty has shifted from those gpproaches to
teecher education that emphasse (largely decontextudized) subject content and
teaching drategies and techniques. It has moved away from the view tha theory
must firg be learnt and then applied to practice, that good teaching comes about
mainly by learning a body of content and an gppropriate set of kills and draegies
for goplying these. It has indined towards the view that good teaching develops
through the practice of practisng teaching and within the context of a darification



of the concept of professona competence ... [with more atention to] a reflective
dance in respect of ones teaching and learning ... and an appreciation for those
contextud metters that impact on teaching, learning and education (Jantjes, Smadl
and Smith, 1995: 151).

The teecher education curriculum a UWC has many roots in the resstance to gparthed
education of the 1980s and the politics of reconstruction and development of the 1990s. But how
does the curriculum compare with other conceptions of teacher education more broadly?

Gore (1995) argues that presarvice teecher education can be located within two broad
perspectives, one emphassng technicd rationdity and the other emphassng reflectivity. She
equates the fird perspective with tescher education which trans teachers in a st of narrowly
defined competencies.  The second perspective introduces more ddiberatdly the notions of
moras, vaues, purposes and socid gods into teacher education.

Liston and Zeichner (1991) have tracked reforms in teacher education in the United Staes in
recent years and have placed these within four didinct traditions. The firgt, the academic
tradition, emphasizes the teecher's role as a scholar and subject maiter specidist.  The second, the
socid-efficdency  tradition, emphaszes the acquidtion of specfic and observable sills  of
teaching that are assumed to be rdated to pupil learning. Performance is here assumed to be the
most vaid messure of teeching competence.  The devdopmentdist tradition has its roots in the
child sudy movement and is based on the assumption that the naturd order of the development
of the learner provides the bads for determining what should be taught, both to pupils and to
thelr teechers.

The fourth tradition, the socid-recondructionist tredition, defines schooling and teacher
education as crucid dements in a movement towards a more just society.  Programmes here are
linked by:

the common desre to prepare teachers who have criticd perspectives on the
relaionship between schooling and societd inequities and a mord commitment to
correcting those inequities through their daly dassoom and school activities
(Liston and Zeichner, 1991: 33).

A dightly different conceptudisation of teacher educaion is presented by Diamond (1991) who
dso didinguishes between four approaches to teacher education: competency-based,
persondidic, language and learning, and perspective transformation.

A competency-based gpproach centres on the prior specification of competencies that teachers
should acquire in order to perform certain tasks. Persondidtic teacher education tries to fecilitete
pesond growth and indght in the progpective teecher. A language and learning gpproach
encourages teachers to tak and write about ther experiences, and 0 to generate knowledge,
undersanding and meaning.  This is in some contrast to the fourth gpproach, pergpective
trandformation, which seeks to go beyond teechers existing experience to enlarge awareness of
persona and socid condructs and, in so doing, to develop the capacity for self-direction.
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To a lage extent lecturers a UWC have the autonomy to design their own courses, and it is
likdy that different components of the pre-sarvice programme contan dements from dl the
above traditions. However, perhaps because of the higory of UWC itsdf, or the misson of the
Faculty of Education, many courses within the Faculty would probably identify with the ethos of
Ligon and Zeichner's socid-recondructionist tradition or Diamond's perspective trandformeation
approach.

The objectives of the programme (Student Guide 2000) shows that three out of the four ams are
ill-based. That is to say that the student teachers are expected to devdop kills in managing
classoom environment, designing teaching and learning resources and teeching specific subject
aea The fourth am is the only one tha is knowledge-based. Therefore it is pertinent that the
whole progranme should be orientated towards prectice rather theory. One way this can be
achieved is to give more emphass to subject method courses. However as it was rightly pointed
by one of the lecturers interviewed, subject method courses are more expensve to run than
Education Theory courses. The Education Theory courses have been described as very ‘cogt
effective. In order to produce future teachers of high cdibre it would be necessary to consder
the pedagogicd (the teeching and learning) effectiveness of the programme dongdde its cost
effectiveness. Another way a <kill-based objective can be achieved is to give greater fidd
experience to the trainees. In other words the teaching practice period should be of a reasonable
length to alow for experientid learning to take place.

3.2  Education Theory

The shift in the Faculty thinking to issues of professond competence, reflection and contextud
education have impacted heavily on the conceptudisation and desgn of the Educaion Theory
component of the programme.  During 1995 extensve curriculum renewd took place and by
1996 there were no courses under the rubric of traditiona theoreticd or foundation disciplines.
Sx coss-curricular modules are offered, under the heading ‘Preparing to teach in the South
today’. The themes of the 9x modules are congruent with the am of the HDE programme, to
tran teechers to be trandormative agents of society. They are Conceptions of Teaching and
Leaning (Module 1), Organisng Leaning (Module 2), Managing Classooms (Modde 3),
Teaching a Diversty of Learners (Module 4), Orderliness and Chaos (Module 5) and Education
and Deveopment (Module 6). Within these modules lectures are presented on themes such as
the new naiond curriculum, teeching in large dasses aiticd thinking skills teaching for
diversity, environmenta contexts and the policy process.

In 2000 a new component was introduced, cdled Contemporary Chdlenges in Educetion. This
course was ancther atempt to bring a greaster awareness among sudent teechers of thar future
roles and responsbilities as teachers  The course indludes topics such as language and learning,
HIV/AIDS education and indusive education.

In addition, in order to expand the skills of the sudent teechers a number of optiond extra
courses are offered in the faculty. These indude a sexudity educaion course which is run by a



11
locd non-governmenta organisation (the Planned Parenthood Assodietion), a first ad course and
a course to help develop teaching and learning materids. In adition, students are encouraged to
enrol for a computer literacy course. The levd of computer literacy of students is generdly very
poor and a large number of students enrol for this course. All of these course, however, have to
be pad for in addition to the normd fees, and given the poverty of mog of the sudents, many of
them cannot afford to do these courses,

3.3  Teaching stylesand methods

Reorganisng the course maerids into new themes and titles does not in itsdf ensure the
redistion of the st targets for the course.  An important issue is the ddivery of the course
content. This indudes the teaching syles and methods employed by the individud lecturers.
Interviews with some of the lecturers regarding this issue show that a variety of teaching syles
and methods are employed. It is evident from the interviews tha the syles and methods
employed by the lecturers are largdy determined by the dass sze. For the Education Theory
courses there is a tendency towards using less interactive, one-way lecture methods. The reason
given was because of the large number of student teechers attending these courses. One lecturer
indicated that there could be as many as two hundred student teachers in one lecture sesson and
poor fadlities in the lecture hdl has inhibited this lecturer from udng more interactive and

participatory gpproach.

Subject method course lecturers have smdler classes and are able to employ a variety of teaching
methods to ddiver the course content. The smdler number of sudent teachers atending these
coursss endbles greater contact with the student teachers. However the limiting factor is time.
With one practicd and one theory lesson per week (a totd of about three hours contact time),
subject method lecturers find it difficult to ddiver the contents of respective courses effectively.
They fed that there is insuffident time for effective collaboration and interaction to take place
between dudent teachers and lecturers.  Effective collaboration and interaction are important
ingredientsfor the interndisation of the stated ams and objectives of the whole programme.

Ancther important issue with regards to teaching styles and methods is the knowledge, skills and
experience of lecturers conducting the various courses on the HDE programme. The lecturers
have a mgor responghility to initiste awareness and reflection among student teachers on the
programme.  They would need to have the necessary skills and experience to do this within the
short span of the course and the little contact time thet has been dlotted to them. Interviews with
seveard Education Theory and subject method lecturers shows that dl have had a least three
years of teaching experience a schools, with most having had much more.  Lecturers show an
awaeness of the redities tha exis a schools and the problems and chdlenges tha future
teachers in South Africa will face The lecturers dso indicated in the interviews ther eforts to
keep aoreast with recent developments in Education genadly and in therr respective fidd of
expatise, through conference atendance, collaboration with colleagues from other inditutions,
use of the Internet, etc.
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3.4  Teaching resourcesand course materials

The fallowing extract from the Course Outline 2000 of the HDE programme dearly spells out
the respongihiilities of the sudent teachers on the programme:

The course is based on a conception of learning which is different from that which
you experienced a sthool or even universty in your undergraduate study. It
places the responghility for learning on YOU, the dudent. You are expected to

goend a subdantid portion of your dudy time on independent learning (Course
Outline 2000, p.8).

Due to the emphads on independent learning the course designers of the Education Theory
component of the programme have provided sudent teechers with course materids in the form
of compulsory readings and exercises gopropriate to the particular module theme. The modules
have been put together by the lecturers of the respective courses.

As the dudent teachers are expected to spend a mgor portion of their learning time on the
modules, the organisation of the modules must be clear and easy to follow. All the sx Education
Theory modules are organised differently according to the taste of the individud lecturers who
have put them together. For an outsde reader, there gppears to be a lack of uniformity and
condgency in the organistion of the modules For indance, one module may give Student
teachers a brief summary of the various sections in the module, the questions they need to reflect
upon and suggeded further reeding. This overview a the beginning of the module will help to
give student teachers a clear idea of what to expect in the readings and the area they need to
focus on. On the other hand, other modules only State the generd ams and contents page a the
beginning, with no dear indication of what the sudent teachers need to focus on in each reading
and vay little guidance in the form of quegtions for the student teachers to reflect on. This may
digract sudent teachers from the need to read carefully and focus on the vitd message in the
readings

One of the criticiams that can perhaps be leveled a the course, and paticulaly the theory
courses, is that students do not have to read outsde of the course readers in order to pass the
course. This is due to a number of factors which indude the fact that the universty library has an
inadequate collection of books on education, paticulaly more recent books. In fact, no new
books were bought a dl in education over the 19981999 period due to severe budgetary
condraints in the library budget. In addition, due to the large dasses, sudents were not required
to write assgnments for the theory dasses and thus were not forced to read anything other than
the course reader. In addition, no prescribed books were used due to the poor financid position
of most of the students. It was generdly assumed by lecturers that sudents could not afford to
buy books. A number of lecturers have expressed grave concern about the fact that many of the
HDE sudents pass through their universty years without ever having hed to read a whole book
for their coursework and that this practice is continued in the HDE course. This results in a
sudent teachers who are used to having dl their notes given to them in the form of handouts and
with poor skills to actudly seerch for rdevant materia and a poor wider generd knowledge. This
will ineviteably lead to difficulties in teaching according to the new curriculum, in which teschers
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are permitted and encouraged to use resources that they find for themsdves In addition, they
should have a wide generd knowledge in order to make the links between their subject method
and other subject methods and between what they are teaching and what is hgppening outsde of
the schoal.

3.5 Languageof ingruction

All readers (except for the subject methods of Afrikeens and Xhosa) are in English, and English
conditutes the dominant language of indruction and, most importantly, of assessment in the
HDE progranme. Student teachers need a farly good command of the English language to be
able to comprehend, gppreciate and assmilae the lectures and course materids. However this is
not dways the case, as indicated by one of the senior subject method lecturers interviewed, who
sad: “Increasingly students are not proficient in the English language and lack the knowledge
about the language.”

There ae now deven offidd langueges in South Africa and udng English as the medium of
indruction can be problematic to a lage number of Sudents following the HDE programme
While one might argue that the HDE programme favours sudents with a better command of the
English language, lecturers are aware of the problems faced by student teachers. Readings are
sected to take sudents command of English into account, and examinaion quedions ae
mosly marked without pendisng dudents for grammaticd or Syligic erors.  This rases its
own pedagogicd dilemmas as lecturers often find it difficult to didil Sudents conceptud
understanding from their poor use of English

3.6  Teaching Practice

Teaching Practice is a the core of any pre-sarvice teacher traning programme. It provides the
hands-on opportunity for dudent teechers to experiment and experience red dassoom
Stuations. It opens the way for student teachers to put theory into practice, and to reflect on ther
practice.  The Teaching Practice Guide of the HDE progranme dearly dates these ams in its
opening comments.

Pre-sarvice teacher education ams to ensure that future teechers gain indght into
teeching, schools and dassooms before they engage in the serious and
professond prectice of education. The teaching practice programme has been
designed to endble students to observe and make a dose sudy of, school as a
formd inditution of education and to experience the complexity of dassoom
behaviour (Teaching Practice Guide: p 1).

For their Teaching Pradice, dl student teachers spend about ten weeks in a loca school. There,
under the guidance of the teachers a the school, they are expected to plan and teach a leest two
lessons a day, to observe the cdassoom praectice of other teachers and their peers, and to
participate in the life of the school. They are dso required to keep a journd, and to complete a
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number of assgnments relating their fiedd experience to ther dudies a the universty. During

this time, universty-agppointed supervisors vist the school three or four times but on the whole
the student teachers are under the guidance of the teachersin the schooal.

Over the years the school-based component of the diploma has undergone many changes towards
restructuring and reconceptudisation  Jantjes, Smdl and Smith (1995) have outlined in some
detal the restructuring that has taken place, and have linked this to new conceptions of the role
of Teeching Practice.  The 1970s, they argue, was a time when teecher traning a UWC was
dominated by competency-based modds and Fundamenta Pedagogics, with the emphasis in
Teaching Practice being on student teachers cdassoom performance rather than on deveoping
the ability to reflect on or discuss schodl life beyond the dassoom.  During the late 1970s and
1980s gtudent uprisngs dl over the country focused attention on the oppressive nature of South
African education. Jantjes, Smal and Smith (1995) describe the impact of this on the UWC pre
sarvice teacher education programme. A two week period of school obsarvaion wes indituted
ealy in the year and, ingead of being assessed on classoom performance only, student teechers
were expected to write an assgnment on the socid environment at the schoal.

To enhance the posshilities for student teechers to link the different aspects of their course, a
modd of continuous teaching practice was implemented in 1992 and 1993. This mode expected
sudent teachers to spend one day a week at school, and four days a university, the argument
being tha this would give them more opportunity to plan ther lessons and reflect on thar
experiences a schools.

The sysem of continuous teaching practice was short-lived.  Part of its demise derived from the
unpredictability of the timetable a schools where student teachers were doing their Teaching
Practice. Often student teachers could not find out a week ahead of time what they would be
expected to teach on their day a school.  While this is dearly an untenable Stuation for school
pupils, student teachers and teachers dike, many teachers seemed to accept it as the way schools
‘a€, and criticdian weas levdled & UWC for introducing what they saw as an ‘impractica’
programme.

In 1994 the Faculty changed its modd to sending student teechers to a school for the entire
second term. The moativation here was that opportunities would gill exist for sudent teechers to
reflect on practice and link their school-based experience to ther universty courses, but thet the
model would be more practicd and manageglde than the continuous modd. As a bonus it was
argued, student teachers would be abile to become pat of the daff for a full teem and 0
paticipate in dl agpects of sthodl life, like doing adminigrative work and assding with tedts
and examingions. In 2000, the block period was shifted to the third term.  The reason for this
was the drong feding that student teachers needed more than one term a university before being
sent out to the schools.

One of the main issues rased during interviews with severd lecturers was the block arrangement
of Teaching Practice. The one-block ten week period has, according to some lectures, its pitfals
compared to a it Teaching Practice period. Beng placed in only one school can limit the
dudent teachers experience, as school environments and cultures differ greaily.  This is
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paticularly true in the case of South Africa, which is undergoing a trangtion in every sohere of
life. If the Sudent teachers are to be aware of the great diversty in school environments and
cultures then, it is argued, they must be given the opportunity to do ther Teaching Practice at
two or more gtes. Robinson (1999) found that student teachers on Teaching Practice report both
postive and negdive experiences. The placement of student teachers in a second schoal, it is
argued, could open the way for improvements for sudent teachers who have not done wel in the
firgt school for whatever reason.

Over the years the cohort of schools with which the Faculty works has dso changed. Wheress in
the past sudents chose to go to the school which was dosest to their homes or to the campus,
schools dose to the campus are bardy used any longer, as many of these schools teach through
the medium of Afrikeens. Many more sthoadls in the former African (Black) aress are now used
as Teaching Practice schools, as these are the schools which offer Xhosa and where many of the
dudents say they fed most comfortable  The large number of students with Xhosa as one of
thelr teaching subjects means that even primary schools have to be drawn on for Teaching
Practice Sites.

It is important to note, however, that former Black schools tend to be atended for Teaching
Prectice by Black students only, while the former White and Coloured schools are atended by
both Black and Coloured dudent teachers. Attempts by the Faculty of Education to expose
dudent teachers to different racid experiences are largdy condraned by the fact tha so many
sudent teachers have Xhosa as their subject method, and et this languege is taught in very few
schools formerly for Whites and Coloureds.  To compound the problem of ongoing racid
separation, very few (if any) of the Coloured sudents in the Faculty even speek, let done teach,
Xhosa Few of the Coloured and White lecturing gaff have sufficient command of Xhosa to do
proper supervison of Xhosa lessons, and contract lecturers, teachers and even student teechers
themsdlves are often cdled on to hdp universty gaff with thistask.

With regard to assessmert, there has been a move from summative assessment of the student
teecher's dassoom peformance during Teeching Practice to continuous and formdive
assessment of the sudent teecher's professona competence over time. Professond competence
is understood as including good tesching, knowledge of the subject, ability to criticaly reflect,
involvement in extramura activities enthusasm and saiousness about the professon  of
teaching, and a collegid rdationship with the 9&ff, peers, pupils and the community.

New kinds of assgnments have been introduced into the Teeching Practice programme.  These
include journd writing, close obsarvation of teachers in subjects other than their own and peer
evduation. All these assgnments embody the interest in notions like the teacher as reflective
practitioner, inquiry-based leaning and action research.  The interest in reflective teaching is
pat of an ongoing interet and commitment in the Faculty of Educaion to developing the
autonomy of learners in an educationd sysem with a higory of rote activity. Many members of
daf were drawvn by the posshilities for professond growth suggested by reflective teaching:
andyds of mord and ethicd issues in teaching, taking responshility for action, and examining
practice with aview to improvement.
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Teaching Practice requires careful planning and implementation and the Teaching Practice Guide
shows the meticulous planning that has to teke place before Teaching Practice can be
successfully implemented.  This handbook gives detailed information about the expectations of
the Faculty of Education of its trainees while on Teaching Practice.

An issue of dgnificance that emerged from the interviews with lecturers is the sysem of
mentoring of student teachers by teachers a the school. During Teaching Practice the student
teachers are under the guidance and supervison of two subject teachers (mentors). The mentors
assessment of student teachers teaching accounts for 30% of the find mark. It is thus obvious
that the mentor plays an important part in the professond development of the student teecher.
Some of the lecturers interviewed expressed concern about the ability of some mentors to give
the gppropriate guidance to dudent teachers, especidly in reflective practice and in employing
teeching and learning methods that they ae not familiar with.  While lecturers are grongly
encouraged to liase with the mentor teachers and even to conduct workshops on the
expectaions of Teaching Practice, in redity this usualy does not happen.

The Teaching Practice supervisor is the person responsble for the overdl assessment of the
dudent teachers under hisher supervison. Two issues emerged in the interviews concerning the
gopointment of Teeching Practice supervisors. The firg was the training of the lecturers & UWC
to be Teaching Practice supervisors.  Lecturers fdt that supervisors need traning in negotiating
with schools, especidly with the co-ordinating teachers and mentors.  Subject method lecturers
adso rased the concearn that frequently supervisors are not subject specidists and therefore are
not able to guide or assess sudent teechers effectively. In fact, supervisors are responsble for dl
the sudent teechers a a particular school, no maiter what their subject. This is particulaly
problematic when sudent teechers are teaching in Xhosa, which mogt of the supervisors cannot
understand.

The second issue rased in the interviews with lecturers was the rdationship between the
Teaching Prectice supervisor and mentors & school.  The supervisors only vist the school three
or four times during the duraion of the Teaching Practice There is not auffident time for
didogue between the supervisors and the mentors for effective collaboration to take place. The
lack of communication between supervisor and the mentor may affect the professond
development and assessment process of the student teachers during Teaching Practice.

A further concern expressed is that, due to dtaff shortages, the Faculty makes extensve use of
contract supervisors from outsde the Faculty, paticulaly for the supervison of the lage
number of Xhosa method dudents While an atempt is made to introduce thee externd
supervisors to the Faculty’s approach to teaching and learning, there is little control over how
these supervisors are actudly working with the student teachers when a the schools.

3.7 Assessment

The assessment method varies greetly between the various components of the PGCE programme.
The mog common methods of assessng student teechers include examindions, tests, portfolios,
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and assgnments in the form of essays with exams being the dominant mode for large dasses In
fact there is a heavy emphads on examinaion as evident from the alocation of 50%-60% of the
asesImat in most courses to examindions. One weskness of the programme is that given the
inteke of the students there is limited opportunity for developing academic kills through essay
writing. In fact, is some of the theory papers multiple-choice questions are Hill the preferred
assessment mode.

A closer look a one of the test pgpers (Module 2 Education Theory 401 march 2000) shows that
a great mgority of the questions (4 out of 5) requires student teechers to remember and goply
knowledge. There is a lack of questions requiring them to use higher thinking skills of andysing,
gynthessng and evauaing. This is in contrary to the am of ‘producing thinking teechers as
expressed by the Dean of the Education Faculty.

A mgor problem of assessment is the lack information given to sudent teachers about the type
of assessment they will undergo during ther training. There is no Assessment Guide and the
Sudent Guide 2000 only briefly mentions about examinaions There is no mention of
assessment in ay of the other documents induding the Course Outline 2000 and course
modules. However the Teaching Practice Guide does spel out dearly the type and criteria for
assessmant during teaching practice A gmilar overdl Assessment Guide would be beneficid to
the sudent teechers as it will hdp them to focus ther efforts towards achieving the ams and
criteria st out.

With the drop in sudent numbers on the HDE course, there is a move back toward seting
assgnments  rather than tests for the theory courses. Thee require students to search for
information and aso to show that they can goply the theoreticd knowledge thet they have gained
in this course. In addition, exam papers focus on essay type quesions which am a evduaing to
what extent the student teachers are able to make sense of and apply the knowledge and concepts
that they are taught in the theory classes

3.8  Quality Assurance

One method of qudity assurance employed on the HDE programme is the use of extend
examings. The lecturers give mixed opinions about the effectiveness of extend examingrs
feedback. One of the man concans is that there is no conagent format of feedback from
extend examings.  This has reaulted in different lecturers having different levels of feedback.
Some lecturers indicated that a more uniform system of feedback from externd examiners
should be developed to optimise the benefits from such quality assurance methods.

A concern raised during the interviews with lecturers was the use of externd markers. Due to the
large number of dudents in certain courses it has often been necessry to employ externd
markers. However some lecturers felt that the markers do not undergo proper training. They
expressed doubts whether this sysem will ensure condgtency in the assessment process of

sudent teachers.
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Another important form of qudity assurance is Sudent evaluations. All lectures are expected to
ak sudents to evauate their courses but there is not dways sufficient control thet this is actudly
done.

A further, and very important, form of quality assurance is thet of course reviews Lecturers
meet & intervals of 1 to 2 years to look a their courses and to discuss changes. An extensve
review process of the HDE programme was held during 2000 and a number of recommendations
for improving the course were given. These incuded doing more research into Students
backgrounds and devedoping the rdaionship with sthools. At a curricular levd, the
recommendetions induded improving communication beween subject method and Theory
lecturers,  enhancing academic  <kills devdopment amongs  dudents,  improving  teeching
materids and addressing sudents fears and anxieties about Teaching Practice In addition,
course committees are in the process of being set up to review dl sections of the course on an
annud bads. These will comprise the lecturers concerned, student representation, experts from
the field and academics from other univergties.

3.9 Concluson

The HDE programme was designed to produce professona teachers who are able to take on the
numerous chdlenges fading teachers in presat day South Africa  The programme ams to
produce enthusadtic teachers who will drive to become professond teachers through a process
of lifdong learning. There are many factors determining the success of the programme and it is
hoped that this andyds will hdp in highlignting some of thee factors Gengdly the lecturers
interviewed were optimigic that the qudity of graduates produced through this programme is
good. They dso fdt, however, that there is much room for improvement.

In subsequent sections of this report other perceptions and experiences of the programme will be
presented. Data from student teecher and lecturer questionnaires, as well as from student teacher
interviews will complement the information presented thus far, and will provide further detall on
some of theissuesraised in this section.
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CHAPTER 4

EXPERIENCES AND VIEWS OF LECTURERS

This section documents the experiences and views of lecturers teaching on the programme. It
dravs manly on the daa of eght quedionnares and is supplemented by comments from
interviews with five lecturers on the programme as well as the Dean of the Faculty of Education.

4.1  Biographical information of lecturerswho wereinterviewed

Of those who completed the questionnaire, one lecturer was between 31 and 35 years old, one
was between 36 and 40, two were between 41 and 45, two were between 46 and 50 and two were
over 50. Four were mdes and four were femdes Usng gpathed terminology, one was
fomely dassfied African, one Coloured and four Whitew Two did not complete the
information on racid categories. While no reasons were given, it is likdy thet they did not want
to associate themsalves with a racid dasdfication. Two of the respondents were placed on the
rank of lecturer, four were senior lecturers and two were associate professors.  The generic term
‘lecturers is usad in this report to denote al the respondents. All were permanent members of
.

The respondents represented a range of spedidisations within the HDE programme, induding
five who taught on the subject methodology courses, five on the Education Theory programme
and three who taught e both aspects of the programme.  The number of lectures per year ranged
between deven in totd for the year, to one per week (about 26 for the year). The different
amounts of time spent lecturing is difficult to compare within the sample, as some lecturers share
courses (and thus have less lecturing time on that course) and others teach entire courses.

The highest qudification of two of the respondents was a Masters degree, while sx had
doctorates. Seven of the eight had a teaching diploma Only two were ill studying, most
probably the two who did not have a doctorate.

Hve gaf members had four to 9x years teaching experience & a high school, while two had
sixteen to seventeen years high school teeching experience.  None had primary school teeching
experience.

At the time of the research (2000) experience lecturing a universty ranged from one year (one
person) to seven years (one person) to four people who had ten to thirteen years experience. One
had twenty years experience teeching in a universty, and another thirty years. Only one person
hed taught at a college, and had deven years experience of this.
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A drong degree of job ability is indicated by the fact that four of the eight lecturers had been &
UWC for between one and saven years, three between ten and thirteen years and one for twenty
years.

4.2  Perceptionsof thejob

When asked to indicate which aspects of their job they found most attractive, lecturers lised
most aspects of ther work as atractive, incuding supervisng students on Teaching Practice,
developing dudent teschers professond skills  subject teaching, developing curriculum
materids and research.  Adminidraion is the one activity which is regarded as less dtractive by
mogt of the lecturers.

Given the choice of where they would like to work, sx of the seven who responded to this
question indicated thet they would like to day in the Faculty of Educaion & UWC, with only
one indicating that he would like to move to ancther universty. Nobody expressed interest in
moving to atechnikon, a school or to the provincid or nationd department of education.

4.3 Teaching

The workload of lecturers is described in the account of dl the courses which the eght
respondents taught in 2000. What is most significant to this sudy is the fact that ther
involvement in the pre-service teacher education programme condituted only a smdl pat of
ther overdl work load. While this dlows for crossfetilisstion across programmes and levds, it
adso means that there are no lecturers who are able to put thar full energies into the deveopment
of the HDE. The following were the courses in which the respondents to the questionnaire were
involved in 2000:

Undergraduate
Sociology of Education
Didactics

Philosophy of Education

Higher Diplomain Education
Method of English

Method of History

Method of Xhosa

Method of Afrikaans

Method of Guidance

Education Theory

Xhosa Communication
Afrikaans Communicaion
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Further Diplomain Education
Schodl management
School adminidration

Bachelor of Education (Honours)
Research in language education
Education and schooling
Education in South Africa
Orientations in language teeching
Metatheory

Curriculum innovation
Mentoring and teacher education
Current issuesin educetion
Cognitive devel opment
Lifeskillsand Aids education

Magters

Discourse andys's

Language teaching and learning

Research approaches in language education
Educeation policy

Credtivity in reading and writing

Proposa deve opment

Leadership in education

Leadership and management theories
Research into curriculum

Theory and practice of educationd change
Magters programme in teecher educetion for Eritrean sudents

As can be seen from the above lig, the lecturers were involved in teaching a large number of
diverse courses. Over and above their normd teaching, lecturers were dso involved in research
supervison.  All eight respondents were supervisng Maders sudents, with three having more
than six students. Five aso had between one and three Doctoral students.

4.4  Experiencesof teaching on the HDE course

As a way of gauging the mogt common teaching methods on the HDE course, lecturers were
asked to think about their teaching periods over the last four weeks of teaching they had done on
the HDE programme, ad to esimate the proportion of the time they spent on lecturing, using
amdl group discusson (less than 20 students), usng large group discussons and doing practica
work.
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For the mgority, lecturing hed been the most common form of indruction, in particular for those
who worked with big groups  Subject methodology lecturers (who have smdler groups of
sudentsin their dasses) indicated a greeter variety of forms of ingtruction.

Lecturers were dso asked to indicate what would help them to teech nore effectivdly. There
was a far level of agreement that an improved pedagogica context would help lecturers to teech
more effectivdy. Improved student motivetion was liged mogt often, with more lectures,
sndler lecture groups and dricter sdection criteria dso being noted often as important or very
important.  The poor precticd facilities were noted by some lecturers as contributing to high
levels of dress. They underlined the frudration of having to cope with poor resources (eg.
broken overhead projectors, venues that were often dirty, broken furniture and so on). This was
compounded by very old computers, which were unable to cope with newer programmes, lack of
prining fadlites in the faculty and ongoing difficulties with getting adequete adminidrative
support. In addition poor library fadlities meant that they often did not sat assgnments in which
sudents had to make use of the library.

The issue of lecturers perceptions of student motivation is a point that will be teken up agan in
the condusion, as ggnificant differences emerged on this point in the comments of lecturers and
Sudents

4.5 Assessment

Different forms of assessment were dl indicated as hgppening regulaly in the different course
components of the HDE, induding multiple choice, open response questions, essay questions,
assgnments, projects and practicd work. Of dl of these, essay questions were used far more
frequently than the other forms of assessmet. There was an equa bdance of lecturers who
indicated that they often developed their tests and exams on their own, and often with other
lecturers.

A vey important question relaed to lecturers perceptions of what prevented students from
doing better on ther tets and exams. Overwhdmingly, language levd was identified as the
factor impeding students doing better on tests and exams. This factor was added to by one
lecturer who found students  poor reading ability to be a hindering factor.

The responses to the question of what prevents students from dbing better in tests and exams are
summarised in the table below.
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Table 1: Viewsof lecturerson what prevents sudents from doing better in testsand exams
(N=8)

Very Important | Minor Not a

important importance | problem
Lack of time to Sudy the sLbject 1 0 7 3
Large teaching groups 4 T 0 T
Canguage Tevd of Sudents 8 0 0 0
Low sudent motivation o 2 1 0
Low academic level of Sudents 4 2 1 0
Lack of textbooks 0 3 3 1
Lack of practicd facilities 0 3 2 1
Sudent disruption 0 0 1 2
Other: reading ability 1

4.6  Curriculum devedopment

There was a baance of lecturers who indicated thet they planned their courses on their own, and
with other lecturers.  All indicated that they had devised course outlines for thar courses, had
written couse materid for ther own courses and had worked with other lecturers to produce
shared teeching materid. Three indicated experience with working with lecturers a other
univerdties to produce teaching maeriads or working with NGOs on curriculum  development
projects.

4.7  Teaching Practice

Lecturers were asked how wdl they thought the programme's Teaching Practice modd prepared
dudents to teech in reldion to a number of aees. Most responses to this question clustered

around Adeguate and tended towards Not Well. Clearly, lecturers & UWC themsdves do not
fed fully saidfied with the way in which the course prepares sudent teechers for Teaching
Practice. The information is summarised in the table beow.

Table 2: Views of lecturerson the edent to which the HDE cour se prepar es sudent
teachersfor Teaching Practice (N = 8)

Very well wdl Adequate Not well

SUbject Knowledge

Teaching skills

Classroom management

Professond attitudes

Use of teaching aids

Ol N O N MW
WNH W N W

QN H R H
QN QB H

Assessment
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Most arangements for Teaeching Practice were rated by lecturers as good or adequate, including
sdection of schools, quality of experience for sudents, travel to school for UWC gaff, duration
and timing of Teaching Practice.

The issues of support from teachers and student teacher trangport were rated as not good. Support
from teachers is a theme which emerged drongly from the interviews with student teschers as
wel and which will be daborated on in the condusons  Sudent teacher trangport is an annud
problem, as veay few dudents have their own transport, public trangport is unrdigble and
expendve, and many sudents do not have financid resources to pay for daly trangport to the
school wherethey do their practice teaching for ten weeks.

Mog lecturers felt that there were a range of initiaives which could meke Teaching Practice
preparation more vauable for sudent teachers For dl of the following, lecturers indicated that
more or much more was needed: prepardion & universty, vists to schools by universty
lecturers, micro-teeching lessons & univergty, preparaion in lesson  planning, follon-up
discussons a universty and more involvement of school teechers It was fdt that no change
was needed with regard to the provison of teaching maerids, or the number of days on
Teaching Practice.

Four lecturers indicated that they had assessed between five and ten dtudents on Teaching
Practice and three had assessed between deven and fifteen student teechers. Two had vidted
between three and four schools, and five had vidted one or two schools This rdates to the
modd of supervison a& UWC, where lecturers assess sudent teechers in al subject methods,
large numbers in some subject methods making it impossble for method lecturers to focus on
their sudents only. All lecturers vidted student teachers a least three times, with five lecturers
going more than three times.

All lecturers indicated that they discuss the lessons with the students, that they give sudents
written feedback on the lessons observed and that they mark student lesson plans.  Significantly,
only three discussed lessons they observed with the supervisng school teecher.

It was intereting to note that lecturers could pinpoint the briefing and orientation before
Teaching Prectice as being a least ten hours. Preparation included lectures, discusson with
lecturers, micro-teaching and, to a lesser extent, discussons with school teechers, school vidts
and project work. The responses to the question about discusson time after Teaching Practice
were much more varied, however, with responses ranging from no discusson to more than
twenty hours of discusson.  The reason for this is probably that discussons a the universty
dter Teaching Practice are not dearly timetabled and hgppen on a more random beds then the
preparation before Teeching Practice The issue of formd timetabling of reflection time after
Teaching Practice is an important point for a teacher education programme that dams to be
encouraging reflection on practice as a cornerstone of its gpproach.

Lecturers rated the lectures a the univerdty as ussful preparation for Teeching Praectice.
Discussons with lecturers and micro-teeching were dso raied as ussful or very ussful.  School
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vigts, teaching journds and discussons with school teachers were rated in a more varied way,
with some lecturers seeing them as useful and some seeing them as not very useful.

4.8 ldeason teaching

Lecturers were given a numbea of datements about teaching, teacher training and schools, and
were asked to indicate whether they agreed or disagreed with these datements on the bads of
ther experience The datements are liged bdow, with a summary of responses. A few
interesing points are highlighted by the responses.

Hrdly, it is noteworthy that lecturers have a high degree of confidence in ther own programme.
Mos agree that the courses are well designed to prepare sudents for school teaching, thet
lecturers do know dout teaching school learners, that there is not too much theory in the course,
and that the subject courses are not too difficult. In contrast, most believe that schools used for
Teaching Practice do not provide good examples of teeching from which sudents can learn.
Notwithdanding this last obsarvation, the great mgority of the lecturers fed that Teaching
Practice is the most useful part of the training course.

With regard to universty learning and lecturing, most lecturers indicated thet they ask a lot of
questions in class. They repeat their earlier obsarvation that udents have week study kills and
tha sudents levd of English prevents them from learning effectivdy. Interesingly, in the light
of recent policy reform, most do not agree hat the Norms and Standards policy ensures that the
sudent is better prepared for teaching. This may of course be due to the fact that new curricula
within this policy had not yet been put into place a the time of the research. Mot do agree,
however, tha the impending changes in teacher education policy have inculcated a hedthy
debate about curriculum issues and contributed to lecturers staff development.

The issue of large group teaching dso sands out from the responses Modt lecturers fed thet
dudent teachers learn best when in smdl groups. They themsdves dso prefer working with
Sudent teachersin smdl groups.



Table 3: Views of lecturerson various aspects of teacher training (N = 8)

Relevance of Training

Strongly

agree

Agree

Disagree

Strongly
disagree

Student teachers receive a lot of guidance from
school teachers during teaching practice

The University courses are well designed to
prepare students for school teaching

Most lecturers do not know much about teaching
school learners

There is too much theory in the University
COourses

The subject courses at University are difficult for
students

Teaching practice is the most useful part of the
training coursefor teachers

Schools used for teaching practice do not provide

good examples of teaching from which students
canlearn

N O K O o O O

BN R O N

N = O K O N B

O O kK K DN O N

Univergty Learning and Lecturing

| ask alot of questionsin class of my students

My students have very weak study skills

The English language level of my students
prevents them from learning effectively

Students do not have to work hard at University to
pass the examinations

I do not have a clear understanding of outcomes
based education

NQF recommendations will not have much effect
on my teaching

The Norms and Standards curriculum ensures that
the student is better prepared for teaching

The changes in the teacher education curriculum
has inculcated a healthy debate about curriculum
issues and contributed to lecturers staff
development.

O O O O O NN~

o N W K W Oooulw

R Ol W O] W ORIk

O O K N N OO0Oo

Student teachers learn best when in small groups

Lecturers cannot do much to improve the
academic ability of academically weak students

Young lecturers have better ideas about teaching
than older lecturers

| prefer to lecture to student teachers in a large
group rather than divide them into small groups

Students do not study independently and only do
what they are asked to do.

W O O oOnN

R O NA~

w B K OfF
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4.9  Teacher education policy

At the time of the research, a new policy on teacher education was being introduced in South

Africa, and many lecturers were involved in re-desgning and reregigering thelr programmes
according to this new policy.

Ledurers were asked how familiar they were with the COTEP (Committee on Teacher
Education Policy, which was the precursor to the Norms and Standards) and the Norms and
Standards for Educators. Nobody indicated a high degree of familiarity with COTEP, but four
lecturers were a lesst familiar with its contents. Three were unfamiliar with COTEP.  With
regard to the Norms and Standards for Educaiors, two sad they were very familiar with the
policy, four were familiar, and one was unfamiliar with the document.

Two had been exposed to the contents of the Norms and Standards for Educators through
seminars run by the Department of Education, and four by internd universty seminars. Seven of
the eight respondents had been exposed to the document by reading it. L is interesing to note
the low levd of active engagement of lecturers with the naiond Depatment of Education
regarding the contents of the new policy and the extent to which lecturers have only drawvn on
ther own intend resources in becoming familiar with the new policy. Even inditutiondly,
however, four of the lecturers indicated that they had discussed and/or debated the Norms and
Standards with their colleagues only “to some extent.”

One lecturer indicated strong support for what is envisaged in the Norms and Standards policy,
four indicated mild support and two indicated little support. Lecturers support for the new
teecher education policy is dearly not very gdrong, but they adso do not oppose what is
ewvisged. How this mild engagement with a new policy impacts on changing practice in
teacher education would be an important follow-up piece of research.

Lecturers were asked the extent to which the subject they teach corresponds to the Norms and
Standards. Mogt lecturers fdt that ther subject corresponded well to the new policy and that the
following aspects of their course did not need changes or only needed minor changes. course
objectives, knowledge content, practica work, relevance to student teachers, relevance to issues
of diversity, recognition of language problems, recognition of conditions a schools It was only
in the area of assessment that the need for subgtantid change was strongly noted.  The new
policy is based on the notion of outcomes it is not surprising, therefore thet lecturers should fed

that they need to be more aware of the assessment of such outcomes.
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CHAPTER 5
THE STUDENT TEACHERS ON THE HDE PROGRAMM E

51 Introduction

This section of the report provides biographicd information about the dudent teachers in the
class of 2000, including such factors as age, gender, socio-economic daus, educationd leve of
parents, occupation of parents, financid postion and academic higory of the sudents. It dso
looks a student teachers moativation to become ateacher. The data was collected by means of an
entry questionnaire in March 2000, and a through a gructured interview with a sandler sample of
18 studentsin October 2000.

5.2  Biographical information of sudent teachersinterviewed

A totd of four mae and 14 femae dudents were interviewed. Ten of the students were between
22 and 28 years old and seven were aged 30 to 38. One student did not divulge his age.

Eleven of the students were previoudy dassfied African (or Black) (according to apartheid
policy and terminology). Eight were previoudy dassfied Coloured.

Eleven of the students were regisered for the subject method Higtory, ten for Xhosa, three for
English, Guidance and Geogrephy respectivdy, and one each for Afrikeens Rdigious
Education, Library, Busness Economics and Latin. The mos common combination of subject
methods was that of Higory and Xhosa (9 student teechers). Agan, this reflects the Stuation in
the class as a whole, where in 2000, out of a class of 266, 170 were regisered for the subject
method of Xhosaand 148 for the subject method of Higtory.

5.3  Biographical information of sudent teacherswho completed the entry
guegtionnaire

531 Ageand Gender

The age range of the 178 dudent teechers who completed the entry level quedtionnaire was
between 20 and 48 years (see Fig. 1). The mgority (71.9%) of the students were between 22 and
30 years old, with a mean age of 25.7 years and a dandard deviation of 8.05. More than two-
thirds (68%) of the dudents were femde and dmost a third mae (3290). Reflecting this trend,
femdes predominated in al age groups (see Table 1)



Figure 1: Agedistribution of student teachers(N = 178)
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Table4: Age by gender
Age Female Male
N % N %
NO response 5 23 T 06
2022 2/ 152 4 2.3
2325 32 18.0 19 107
26-30 33 185 27 152
31-35 15 8.4 5 2.8
36-40 §] 3.4 0 0
41+ 3 1.7 1 .06

29

5.3.2 Home language and home province

The mgority (83%) of the student teachers were Xhosagpesking. The remainder  spoke
Afrikaans (5%), English (5%), Zulu (4%) and Tswana (1%). Most (73%) of the sudents came
from the Eagtern Cgpe, followed by the Western Cape (19%) and KwaZulu Nad (4%). The
magority come from a rurd background, with 74% having atended a rurd primary school and
only 21% an urban primary school.
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5.3.3 Socio-economic status (SES)

A number of quedions were asked that gave some indication about the socio-economic
background of the students. From Table 5 below, it can be seen that most students came from
families in which the parents owned their house (74%), dthough it mugt be kept in mind that of
these, the mgority came from rurd aress, where house ownership is more common than in urban
township areas. More then hdf of the students (54%), however, came from households without
running water. Over 70% of the dudents came from homes with dectricity and that own
televison sets. Mogt families dso gppeared to have access to a teephone (629). However,
owning a car and/or computer was rare, with less than 30% of families owning a car and less
than 5% a computer.

Table5: Indicator s of socio-economic status

Par ents own/have YES NO
N % N %

Hidge 171 68.0 57 32.0
Video Recorder 57 32.0 171 68.0
Piped water 83 46.1 95 5410
Electricity 127 713 b1 28.7
Tdephone 110 61.8 63 38.2
Computer S 45 1/0 9.5
Ca 48 270 130 3.0
Tdevigon 123 69.1 55 30.9
House 132 4.2 46 258

The highest educationd leved of the parents is dso an indicator of SES. In regponse to the
quesion on the highest educationd levd of ther father, 25% of the sudents indicated that ther
fethers had attended high school, 24% thet he had only atended primary school, and 13% that he
had not atended school a dl. Only nine percent indicated that ther father had passed matric,
and 3% each tha thar fathers had a univeraty degree or technicd diploma As can be seen from
these figures, just over a third (37%) of the students fathers therefore, had ether left school
during primary school and/or had no forma education & dl. A large number of students did not
respond to this question (N = 40) and it is possble that many of these did not respond because
they fdt embarrassed about the educationd level of their fahers or fdt that the question was
intrusve or genuindy did not know the answer. It is therefore possible that a larger percentage of
the sudents fathers had only primary school and/or no forma educaion than the one-third cited
above.

Smilar figures were found regarding the highest educationd leved of the mothers with 38% of
the mothers with no forma education or only a primary leve educdtion (see Table 6). Sightly
more of the mothers than the fathers had a matric certificate (12 % versus 9%), universty degree
(5% versus 3%) or atechnica diploma (5% versus 3%).
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Table 6: Highest educational level of parents

Highest educational | Mother Father
level N % N %
Did not attend school 25| 1404 23| 1292
Primary school 431 2416 421 2359
Standard 8 557 3089 1471 24.72
Mairic 2117 11.79 6] 899
Universty degree 10 562 6| 337
Technica diploma o 449 o| 208l
No reply 6] 8% 27 2359

From the replies to questions regarding the occupation of their parents, it gopears that quite a
number of mothers and/or fathers are dther pendoners or recave a disgbility grant (15% of the
mothers and 14% of the fathers). In addition 13% of the fathers and 3% of the mothers were
deceasad and a quarter of the mothers and 6% of the fathers were unemployed. Despite the fact
that 63% of the sample sad tha they had a direct family member who was a teacher, only 10%
of the mothers and 3% of the fathers were teachers. As can seen from Table 7 below, mogt of the
other jobs mentioned are unskilled or semi-skilled, reflecting the low average educaiond leve
of the parents. Almos a quarter of the respondents did not reply to the question about their
faher's occupation and smilarly 14% of the respondents did not give their mother’s occupation.
In line with the high rates of ‘no responsg to the questions regarding parenta educetion leve,
this could gmilaly reflect discomfort andlor embarassment about paents being dther
unemployed or working in subsstence agriculture or the informa sector.



Table 7: Occupation of parents
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Occupation Mother Father
N % N %

No response 23 135 46| 25.8
Pensoner/Disability 27 152 241 135
Deceased 5} 2.8 25| 129
Unemployed 451 53 I 6.2
Teacher 17 9.6 §] 3.4
Driver 9| 51
Supervisor/Manager 1 0.6 51 2.8
Caretaker 41 22
General Assistant/ Stock 3 17
controller
Officejob 7 23
Labourer/Painter/ 3 1.7 14 7.9
Building contractor
Chief Executive Officer 1 0.6
Agricultunst 1 0.6
First Aid Worker/Nurse 7 3.9 I 06
Operaor/Dry cleaner/ 3 1.7 4 22
Cuitter/Factory Worker
Sdf-employed 9 5.1 3 1.7
Walter\Waitress Grill 1 0.6 1 0.6
hand
Busness person I 06
Security Guard 31 1.7
Domestic/Municipa 33 185 4 2.2
worker
Interpreter/TLC member 2 11
Crewman/Navy Sallor 2 11
Depot Scheduler 1 0.6
SdesRep I 06

In summary, it gopears as if the mgority of the UWC dudents in the 2000 cohort came from
poorly educated or even lliterate families with parents often living off pendons or disility
grants or unemployed. In addition, in a number of cases one or both parents were decessed,
which placed a grave financd burden on the family. Among the smdl percentage who had
white collar jobs, a large percentage of these gppeared to be teachers. However, overdl only a
vay sndl percentage of the sudents came from families with a tertiary education background
and it is probable that in a large percentage of the cases they were the first generdtion of the
family to enter into tertiary education.
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54  Financing of gudiesat UWC

The low sodo-economic datus and economic hardship of the mgority of the dudents in the
HDE course was substantiated by the replies to an openended question on how they financed
ther sudies & UWC. Almog hdf (45%) sad tha they were hoping for a TEFSA loan, which
would be the only way that they could finance thar dudies. An additiond 17% dso relied on
TEFSA funding, even though their parents contributed to the fees where possble Only 8% of
the students fees were pad soldy by ther family members. A further 8% worked part-time over
weekends and in the evenings to finance thar dudies. Many of these dso rdied on TEFSA
loans. A number of students (17%) had no idea where they would get money for ther dudies and
in a number of cases the sudents mentioned high leves of dress rdaed to financid insecurity as

can be seen from the quotes below.

“ It isunclear where | will get money because | did not even pay my registration fees. So it
isvery painful and | do not want to talk about thisissue” (male, 25 years)

“ I amin a financial crigs, because this year the one who is responsible for me was
attacked by a stroke” (female, 30 years)

The overwhdming impresson from the responses, is that this sudent cohort was very poor and
that problem of finding enough money to pay for their dudies was a huge and ongoing problem.
A rumber of the sudents were being supported by parents who were pensoners and/or living off
disgbility grants. Others were desperate because the family member who had helped pay for their
gudies was unemployed or deceased. Many had huge outdanding financia debts and did not
even have the money to pay ther regidration fees The quotes bdow illugrae the dire financd
draits of the sudents:

“I'm still saving to try to study, because the one who sent me to university is not working
and he' s go too much problems at home” (male, 25 years old)

“1 don't have enough money, so | think TEFSA will help because it is my only help all
theseyears’ (female, 24 yearsold)

“My mother loaned some money in the bank to help me with my studies, because she
doesn’t have money, sheis a single parent, and she has been medically boarded at work.
She is waiting for her pension money and my father doesn't support me” (female, 21
years)

“My parents are struggling to pay for me, as a result 1 owe a lot of money and it is
frugtrating” (female, 29 years)

“1 am struggling and hoping for a loan — both of my parents are unemployed” (male 26
years old)

“1 do not know because my mother is not working and I’ m depending on her because my
father died. So | do not know where | can get noney for my studies. | did not get
bursaries’ (Female, 26 years)



5,5  Academic higory of sudents

The mgority of dudent teachers atended ather an e«DET scthool or a school in one of the
previous homeands or independent states (49% and 38% respectively). Only 11 of the Sudents

attended exHouse of Representative schools and two each ex- House of Assembly or House of
Deegate schools. Only one student had attended a private school (see Table 8)

Table 8: Typeof school attended by students

Previous education department N %

House of Assembly 2 11
House of Delegates 2 11
House of Representatives 11 6.2
Department of Education and Training 88 294
Department under ex-homdand 70 39.3
Private school 1 0.6
No response/ don't know 4 2.3

The mgority of the dudents mariculated between 1992 and 1996 as indicated in Table 9.
However the range of mariculation years is from 1973 to 1996 . From Table 10, it is evident that
the mgority of the dudents had English and Higory as subjects in maric and in those cases
where stience and mathematics were taken, these were teken a a Sandard grade leve in the
magority of cases (64% and 91% respectively). The average symbols obtained were quite poor,
with Ds and Es predominating. Only one sudent oltained an A in maths and there were no As
in English, Science or Higtory

Table 9: Matriculation year of sudent teachers

Year Matriculated N %

No response 14 7.86
19/3-1965 §] 3.3/
1989 5 2.80
1990 5 280
1901 3 168
1992 10 562
19093 23 1292
I9A 53 29.78
1995 30 19.60
199% 24 1548
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Table10: Matric gradesof sudent teachersfor English, Maths, Science and History

SUBJECTS N3 HG G

N % N % N %
English 163 95.32 8 468
(n=171)
Mathemetics I 31 4 25 29 90.62
n=32
Science 10 35.71 18 64.29
(n=29)
History 82 7391 33 28.69
(n=115

Table 11: Matric subjects and symbols of student teachers

Subjects A B C D E F G

N [ % N [ % N [ % N [ % N | % N [ % N [ %
English 21 1171 30| Ir54 67| 3918 4] 234 1] 0OL8| 1] 058
(n=171)
Mathemetics | 1| 313 1] 313 3| 938 12| 375 7| 2188 7| 21.88] 4] 125
(n=32
Science 51 178 8| 2857 9| 3214 6| 2143
(n=28)
History 8] 69| 15| 1130 45| 41.7/4] 6| 3130| 9| ros| 3| 261
(=115

5.6  Previousteaching experience

As can be seen from Table 12, 88% of the student teachers had no previous teaching experience,
3% had between one and two years experience and 1% had taught for more than three years. It is
interesing to note that 63% of the sample had family members who were teachers. However,
these were often not their parents, but rather aunts, uncles, cousins or shlings.



Table 12: Previousteaching experience of sudent teachers

Number of Years of [ N %

teaching experience

No response 10 5.6
Never taught before 157 88.2
Less than one year 3 1.7
1-Z years 6 34
More than 3 years 2 11

36

As Table 13 shows, the most common pattern (nearly hdf) was to have teken a Bachdors
Degree, though a few (8%) had a Diploma The large number of ‘no responsg most likey
induded those who came through the non-graduate route.

Table 13: Entry experience (Qualifications held)

Degree N %

Y esresponse 111 62.0
No response 67 376
Type of qualification mentioned

BA 86 48.3
BX 1 0.6
B Comm. 3 1.7
Diploma 2 79
Other (Mus c/HDE €ic) 7 39

5.7 Method subjects

As can be seen from Table 14, the mgority of the sudents had an African language (64%) and/or
Higtory (60%) as ther teaching subjects. This was followed by Guidance (15%), English (15%)
and Geography (16%). Notable were the very few sudents who had science and/or maths as thar
subject methods, which reflects the low numbers that ether did not take or did not pass these
ubjects a matric level.
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Table 14: Method subjects

Subjects N %

No response 7 3.9
Geography 29 16.3
Gurdance 27 15.2
English 19 10.7
Afrikaans 7 4.0
African Languages 115 64.6
Hislory 107 60.1
Economics 9 5.0
Musc 2 1.2
Physics 1 0.6
Mathematics 3 1.7
Home Economics 13 7.3
HMS 3 1.7
Biblicd Sudies 4 2.3

5.8 Moativation for studying to become a teacher

The responses to an openrended question on what motivated them to become a tescher, reved
that amost 40% of the sudents wanted to become a teacher for dtruigtic reasons. These include
reasons such as wanting to help build the community, wanting to help improve the matric results
of ther community, and wanting to give the learners of tomorrow a better education than they
had experienced themsdalves. The following quotesilludrate these types of responses

“The high failure rate forced me to become a teacher in order to improve the educational
status of our brothers and sisters’ (male, 24 years)

“Because of the poor education | got, | decided to become a teacher so that | can
encourage and teach children what | did not get” (female, 30 years)

“1 want to help the children in the community, so that they become a minister and teacher
of tomorrow” (female, 30 years)

“1 would like to help our brothers and sisters who are struggling to cope in the classroom’
(male, 31 years)

“1 decided to become a teacher because in the place where | come from, | have
encountered situations where the teachers couldn’t care less about the learners
education. They only care about going to class when the month end is approaching”
(male, 20 years)

An dmos equd number (38%) mentioned intrindc ressons, such as loving teaching and/or
working with children, as mativating ther decison to become a teacher As can be seen from the
quotes bedow, a number of Sudents mentioned that they had adways dreamt of becoming a
teecher and that as children they dready play-acted teaching gtudions in which they were
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aways the teecher. Others dressed that they loved teaching and/or felt that they had the qudlities
to become ateacher.

“1 think it is something | grew up with. | love teaching. Mostly when | was a young boy |
like playing the role of being a teacher and | think I am making a right choice following
my dream” (male, 26 years)

“ As | was growing up, there was nothing on my mind rather than to go for teaching
professon” (male, 26 years)

“1 love teaching very much and it isthefirst choice of all my careers’ (female, 23 years)

“Itisbecauseit is my dreamto become one’” (male 25 years)

“ | decided to become a teacher because | happen to like teaching when | was young. |
remember when | was young, we used to do teaching play with my friends and | was
alwaysthe teacher. | knew it then that my career isteaching” (female, 23 years)

A number of responses combined both intringc and extringc reasons as is illudrated by the
fallowing quotes

“1 like to work with children, want to help them, love them, respect them” (female, 31
years)

“ | love teaching and working with children. | feel that | can help build our community to a
better standard of life, knowing it all startswith our children” (male, 27 years)

The drong desre to hdp ther communities and country by becoming a teecher was adso
reflected in some of the answers given in the in-depth interviews with students towards the end
of the course. In response to a question on whether they fdt motivated to go and work as a
teacher in South Africa today, fifteen of the 18 students interviewed replied in the afirmative
They saw themsdves as being able to contribute to the growth of learners, as well as the growth
of the country. they spoke about wanting “to come with a solution to what is happening in South
Africa today” , “to change the lives of other people, to contribute to the development of the
learners socially and intellectually”. Others indicated a concern for the future of South Africa
and a wish to “build the children for my country” . They were aware that there were learners with
meany problems and that the education sector “ needs people like me” .

In the responses to the questionnaire, gpproximady 14% of the sudents cited that they were
sudying HDE because this was the only option open to them due to their poor matric results and
that this was not ther firsd choice of career. Others had applied either & other inditutions or at
other faculties a&a UWC and had not been accepted due to their poor marks. This is obvioudy
veay worrying, firdly because it means tha a number of udents who are academicdly very
week will be entering the professon and in addition, some of themdid not want to be teachers in
thefirg place.

“Because | did not get my matric exemption and so | had to do HDE” (female, 21 years)
“ Because | was not accepted at the Technikon to do fashion design, so | ended up enrolling

for teaching because my exammarks were not that good” (female, 21 years)
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“1 decided to become a teacher because | don’t have any other choice. | passed my matric
with a conditional exemption and | am still under age to qualify for an age exemption. |
did HDE because | did not want to stay at home” (female, 20 years)
“1 did not choose this career, but as | came here without exemption | was told that |
qualify for this course” (male, 26 years)
“1 didn’t decide to become a teacher but | could only get space in education at university. |
had an ‘s in standard 10 so | had to do education — not that | don’t want or don’t like
it, but when | came herel did not intendto do it.” (female, 24 years)

However, encouraging is that a number of this group of students sad that despite the fact that
this had been the only option open to them, they now redly liked the professon and fdt
committed to hdping their communities as teechers

“ 1t was never my decision. | wanted to be something else but | find teaching an interesting
career for this generation because of the new curriculum which was introduced a few
years ago, so | feel confident about teaching now!” (female, 23 years)

“1 didn’t have a choice, but on the other hand | like the job” (female, 23 years)

“Its because | didn't qualify for social work, but when | did HDE (non-grad) it makes me
love teaching because | will not only teach but deal with social problems of my
students’ (female, 24 years)

A few gudents sad that they had decided to sudy HDE as a ep in furthering their sudies ad
others chose this course of study because they hope that they can find ajob.

“1 see it as a way through — it will allow me to continue with different qualifications
otherwise I’'mnot interested at all” (female, 22 years)

Table 15: Reasonsfor deciding to become a teacher

Reason for becoming a teacher N %

no other choice due to poor matric results 25 140
dtruidic reasons (eg. bulld community; hdp 70 393
children; make a difference)

intring ¢ reasons (e.g. Tove teaching, Tike working 63 B2
with children, have dways wanted to become a

teacher)

importart/respected job 5 28
easy to find work 5 2.8
pathway to other jobg/qudificaions 3 1.7
parents/friends advised 3 17

(students sometimes responded In more than one category)

The above reasons for becoming a teacher were subdantigted in the interviews where the

ovewhdming mgority of the student teachers interviewed expressed a pogtive motivaion for
ther choice of the HDE course. Twelve of the eghteen spoke of beng interested in tesching,
wanting to be a teacher and of enjoying working with children. Four expressed a desire to make a
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difference to peoplés lives and seaing teaching as a way of doing this Three interviewees
indicated that they had chosen the HDE because they had little other choice due to university
entrance requirements. All, however, sad tha they had come to like the idea of becoming a
teacher. “I had no exemption (university entrance) so it was my only option. Later | enjoyed it.
My dreamis now to become a teacher. | like teaching.”

In summary, most of the students appear to have chosen to become a teacher for postive reasons,
namndy dther to improve teaching in thar communities and/or for intrindc reasons such as a
love of teaching. Mogt of the responses showed tha the students are enthusadtic, passonae and
committed to the professon of teaching. However, there was a samdl group that appear to have
landed in the HDE course because this was the only option open to them due to their poor matric
resultsor because they could not get into other courses.

59 Reasonsfor sudying HDE at UWC

The responses to an openrended question on why they had chosen to sudy their HDE a UWC
reveded that a large number of sudents chose UWC for podtive reasons (see Bble 16). These
include that they thought it was a good or the best universty (12%), thet it had good lecturers
(2%), that UWC was a democratic inditution with a good human rights record and/or thet they
liked UWC (11%). Seventeen percent of the responses indicated thet they fdt that the education
faculty was highly respected and had a good reputation.

“Itisthe best indtitution that offers the best HDE course” (male, 31 years)

“It is the ingtitution that produces good teachers when compared to other ingtitutions
around the Western Cape’ (female, 29 years)

“ Because UWC is the best ingtitution that can produce good teachers. Most of the people
who are in the present government come from UWC. So UWC is the best institution here
in South Africa. Even the Minister of Education, Mr Kadar Asmal, was one of the
lecturersat UWC” (female, 25 years)

“1 love UWC. | have learned many things fromthisinstitution and | regard it as one of the
best universitiesin Africa” (male, 26 years)

“ Because of the rumours that UWC works hard to produce motivated teachers who can
make changes in the community” (male, 27 years)

“1 found that by doing a course of HDE at UWC you have a greater opportunity of finding
work at a senior secondary school in my home town” (male, 20 years)



Table 16: Reasonsfor sudying HDE at UWC
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Reason N %
advised/encouraged by Tamily members or past 9 5.1
students

UWC goodithe best universty 22 !
did previous degree a UWC 12 6.7
UWC —best/good Tecturers 1 2.3
wanted to be in Cape Town 10 2.0
like UWC 19 10.7
only universty that would accept Sudent — dueto 20 112
poor matric results

affordableffinancid reasons 23 129
idedlogicd reasons (home of the Teft; human 6 34
rights record; democrétic)

Education Faculty good  reputation/highly 31 174
respected

only place that offered HDE non-graduate course 10 5.6
close to where Sudent Tives 3 1.7

(Sfudents could respond in more than one category)

A number of students sressed that UWC had a reputation for looking after poorer students and

that it was more affordable than other universties.

“1 like UWC because it is one of the universities that always looks after the disadvantaged
students as compared to other universities’ (male, 24 years)

“1 liked UWC since | was in Transkel when | heard about it and how affordableit is as far
as UNITRA and others are concerned in terms of fees’ (male, 26 years)

“ That isthe only university that accepts the black poor people” (female, 25 years)

“ It considers the disadvantaged student and our poor backgrounds’ (female, 22 years)

Some dudents, however, gopeared to have no option but to study further & UWC due to the
large amount of money thet they owed the universty.

“Because | have no option. My balance says | must still study at UWC whether | like it or

not” (male, 26 years)

Other reasons cited for coming to dudy HDE a UWC were the advice of family members,
because friends had studied there, because they wanted to be in the Western Cape or because

they had done their undergraduate gudies there.

“ 1t was my wish to study here because my family isherein thisprovince” (male, 26 years)
“1 respect UWC and | was also encouraged by people who were once HDE students at

UWC’ (male, 23 years)

“1 didmy BAat UWC, so | wishto do my HDE hereaswell” (male, 27 years)
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510 Summary

The dudent teachers in the 2000 cohort were mainly Xhosagpesking and came from the rurd
Eagtern Cape. Their average age was 26 years, which is older than might be expected in a course
of this nature. Mogt of them come from families that are druggling to survive finenddly, in
which the parents are often dther illiterate or only have a primary school education. Many of
them are @ther unemployed, pensoners or on disability grants. Of those that are employed, very
few are in highrincome earning jobs As a result of this virtudly dl of the sudents sruggle to
pay for thar univerdty fees and have to rdy on loans to finance ther dudies. The condant
druggle to survive finanddly places a huge psychologicd buden on many dudents Many of
the dudent teachers gppear to be academicdly week and their matric results reved average to
bdow average marks. Some of them are only sudying the course because this is the only the
way that they could sudy a universty. Almost 40% of the cohort followed the non-graduate
route, which means tha they did not get amatric exemption.

Encouraging is the fact that the mgority of the students are highly motivated to become teachers
and want to make a difference by serving ad improving ther communities Many of them redly
love teeching and have adways wanted to be teachers. Approximady 14%, however, are only
doing the course because there was not other option available to them to study. Thelr reasons for
sudying & UWC ae lagdy podtive UWC gopears to be highly rated academicdly by the
sudents and is seen as a progressive inditution that provides good teacher training. It is dso seen
as an inditution that looks after the needs of the poor black students and has a reputation for
being financidly more afordable than other inditutions, which is one of the reasons that many
students gppear to be studying at UWC.



CHAPTER 6

STUDENT TEACHERS EXPECTATIONS AND EXPERIENCESOF THE
HDE PROGRAMME

6.1 Introduction

This section of the report detalls student teacher responses to questions about their expectations
and experiences of the HDE programme. Agan the daa has been collected through the entry
questionnaire and interviews with a sdect group of sudents a the end of the year. The data is
upplemented by the exit questionnaire. However, this data needs to be treated with caution, as
only 48 sudents completed the exit questionnaire and in a number of cases they did not reply to
al the questions.

6.2  Organisation of HDE course

In response to a quedtion in the entry questionnaire on how they would like the HDE course to be
organised, students gppeared to prefer that demondrations by lecturers (43%), smdl group work
(38%), observation in schools (37%) and micro-teaching (28%) be used in the course. However,
it is noteworthy that 19% of the sample fet that they did not want to observe what was
happening in schools. Mogt of the students (65%) did not want the lecturers to dictate notes and
preferred amal group to large group teaching. However, 29% fdt that they would like large
group teeching to happen a times and a Imilar percentage fdt that smal group teeching should
only take place ‘sometimes. Although dmog a third were in favour of micro-teaching, the large
percentage that did not respond to this quesion (38%) probably indicaied that entry leve
dudents did not know what micro-teaching was. Smilaly, it is possble tha many of those tha
did not reply to the question on observation in school, dso did not know exectly wha this
entailed.



Table 17: Responsesto question: “How would you like the HDE cour se to be or ganised?”
(entry questionnaire) (N = 178)

Reponses Never Sometimes | Often Very often | No
response
N % N % N [% [N % [N [%

Lectures with Tecturers 3B 202 9 4441 22| 124 6 34 34| 191
dictating notes

Lectures with Targe 51| 287 O 2751 241 135 141 79| 40| 224
groups

Small group teaching 27| 152 50 2811 36| 202 321 180 33| 185
Micro teaching 201 112 421 236 271 152 22 1241 67| 376
Observation in schools Al 191 Al 1I91] 36| 202 291 163 45 253
Demonstration by 6 34 60 337 36| 20.2 411 230 35| 19.7

lecturers

6.3  Teaching Practice

Regarding the prefared length of the Teaching Practice period, a the dat of the course the
mgority (58%) of students fdt that it should remain one schoadl term in length. Almog a third of
the group (31%), however, fdt that it should be increased by three months, with very few (5%)
indicating that the period should be decreased. At the end of ther HDE year there was a ddfinite
shift towards more students feding that the Teaching Practice period should be incressed by 3
months and less sudents feding that it should remain the same length than had been the cae &
the beginning of the HDE course (see Table 18 below).

Table 18: Responsesto question regarding ideal length of Teaching Practice

entry exit questionnaire
L ength of Teaching Practice guestionnaire

N % N %
Remain the same as at presert (1.6, 03[ 579 22| 468
one school term)
[ncreased by three months 55 309 19 404
Decreased by one month 9 51 4 85
NO response do not Know 1T 6.1 2 Z3

The importance that dudents atach to getting practica experience in teeching is substantiated by
some of the responses to an opentended question included in the exit quegtionnaire, in which
students could comment on any aspect of the course. Mogt of the respondents chose not to reply
to this question, but of those that did, the mgority commented on the Teaching Practice period,
with a number feding that the period should be increased. The main reasons cited were thet they
needed more time to adgpt to what was happening in dassrooms and that a lack of gppropriate
educationd background necessitated alonger teaching practice period.
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“1 wish the faculty can give more time for student teachers on practice teaching, especially
those who have no foundation in education” (female, 30 years)

“Teaching practice must be increased. Some of us take a long time to adapt in the
classroom to the teaching process. These people need to be given enough time. Teaching
Practiceistoo short.” (male, 23 years)

“Nothing can prepare you for teaching practice, except teaching practice itself” (female,
21 years).

The responses to a question posed to the students in the entry questionnaire on what would make
ther Teaching Practice more vauable showed that over 70% fet that they needed teaching and
learning materids, hdp with lesson planning, and to be able to watch experienced teachers (see
Table 19). Approximatdy 60% #t that they needed preparation in the faculty, vists by lecturers
during their Teaching Practice period and demondration lessons by lecturers. Approximaey
haf fet that they needed input from the school principd and followup discussions in the faculty
of education.

A dmilar quesion was posed in the exit questionnaire in which sudents were asked what they
fdt would make the Teaching Practice period more vauable for the sudents (see Table 20).
Over 60% of the students fdt that they needed more preparation in faculty, more vidts by
lecturers, gregter input from the school teachers, more time to watch experienced teachers. more
teaching and learning materids and more help in lesson planning.  Note needs to be taken of the
large number of ‘no responses to this quedion will which affect the vdidity of this data
Neverthdess, the responses are very Smiilar to those given in the entry questionnaire.

Table 19: Responsesto the question: “What will make Teaching Practice valuable?” (entry
questionnaire) (N = 178)

[tem Yes No
N % N %

Preparation in Faculty of Education 107 60.1 71 399
Vists by Faculty of Education 113 635 63 354
Lecturers

Demonstration lessons by Lecturers 103 579 15 421
School teachersinput 129 2.5 49 275
Principalsinput 90 50.6 88 494
Teaching and learning materias 162 910 16 9.0
Help inlesson planning 139 78.1 38 213
Watching experienced 130 73.0 48 270
teachers

Follow-up discussions in Faculty of 88 494 0 50.6
Education
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Table 20: Responsesto the question: “How can teaching practice be changed to make it
mor e valuablefor student teachers?” (exit questionnaire) (N = 48)

Item Yes No No response
N % N % N %

More preparation in Faculty of 30 625 7 146 11 229
Education
More visits by Faculty of 31 64.6 6 125 11 229
Education Lecturers
More demonstration lessons by 26 542 10 208 12 25.0
Lecturers
More school teachers’ input A /0.8 3 0.3 11 22.9
More input from the principal 32 006.7 4 8.3 2 25.0
More teaching and learning 31 64.6 3 6.3 14 29.2
materias
More help in lesson planning 30 0625 4 8.3 14 292
Watching experienced 30 62.5 4 8.3 14 292
teachers
More follow-up discussions in 28 58.3 5 104 15 31.2
Faculty of Education
Increasing the number of days on 23 479 15 201 12 25.0
teaching practice

It appears from the responses that the sudents were able to teach a fair number of lessons during
their Teaching Practice period. However, mog did not seem to mest the required average of
teaching two new lessons per day duing the period thet they were & schools. Almogt hdf (51%)
of the students only taught between one and four lessons per week, 21% between 5 and 10
lessons and 13% between 11 and 15 lessons per week. Most students gppeared to have adso
observed lessons during ther teaching practice period, but 19% sad that they had not observed
any lessons during this period. This was despite the fact that observing an average of two lessons
per day is a requirement of ther Teeching Practice. If what these students reparted is correct,
then this implies that quite a number of sudents did not fulfil the badc requirements for the
number of lessons taught and/or lessons observed and that this is not being picked up by the
monitoring and evauation system thet is currently in place.

As far as obsarvation and supervison of the lessons taught by the sudents, it appears as if the
class teacher observed lessons in most cases (see Table 21). Worrying is the fact that in 19% of
the cases sudents sad that they had not been observed by ther lecturer. However, this could
have been due to misundersanding the question, as some sudents were supervised by people
outsde of the faculty, who are not lecturers.
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Table 21: Observation of lessons taught by students during the teaching practice period

No. of times | Classteacher | Other teacher | Principal L ecturer Others

N % N % N % N % N %
No response 9 191 11 234 9 191 9] 191 33 70.2
None 1 2.1 16 340 27 574 9] 191
14 15 319 4 149 9 191 27 574 5 10.6
510 12 255 8 17.0 2 43 2 43 3 6.4
Morethan 11 10 213 5 106 §] 28

In reflecting back on the teaching practice period, 68% of the students fdt that they had been
wdl-prepared for ther term in the schools and a further 19% that the preparation had been
‘average . Only 4% felt that their preparation had been poor.

Most of the students (77%) fdt that the assessment of ther teaching practice was a good measure
of their achievement. Roughly one-third of the dudents (35%), however, fet that the schools
where they had done their teaching practice did not have enough resources for ther practice
However, the remaining two-thirds gppeared to fed that enough resources were avalable a ther
schools.

6.4  Expectationsregarding the course

The mgority of respondents to the entry questionnaire had postive expectaions regarding the
teaching and subject expertise of the HDE lecturers (see Table 22). Thus, 87% fdt that the
lecturers would know their subject wdl, 79% tha they would teach content that would be helpful
in teaching in schools and 88% that they would teach content that would be easy to understand.
However, less favourdble views were hdd rdating to the more persond characterisics of the
lecturers. Quite a number of students felt that lecturers would often not mark and return students

work (43%), be drict (47%), ungpproachable (24%) and uncaring (23%). Approximatey two-
thirds of the students (66%), however, expected that lecturers would mark farly. Over 60% of
the students expected that the lecturers would rardy link theory to practice in schools, which
appears to contradict the 79% that expected that lecturers would teach content that will help them
teech in the schools. This could be due to the fact that the question on ‘rardy linking theory to
practicein schools was reverse-coded and the students did not pick this up.
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Table 22: Expectations of sudentsregarding lecturerswho are going to teach on the HDE
course— entry questionnaire (N = 178)

Lecturerswill: Very Often | Quite Quite Very Noresponse
Often Rarely Rardy
N % N | % N [% N [% N %
Know their subject| 130[ 730 24| 135 4 2.2 20 112
well

Rarely link theory to 68| 382 44| 247] 10 56| 23| 129 3 185
practicein schools

Encourage smal | 10/ 60.1| 4o 258 5 2.8 2 11 15| 101
group work activity

Never mak and 62| 48| 16 gd| 23| 129 21| 118 571 321
return students' work

Bestrict S| 197] 491 275 20 112 31| 174 431 326
Beunapproachable 211 118 21| 118| 15 84| 63| 3H4 58| 326
Beuncaring 211 1181 19| 107 13 73] 711 393 1T 303
Teach only theory 271 1521 271 152] 16 9.0] 58| 326 50 280
Befarinmarking 76| 4271 421 236 9 511 12 6.7 39| 220
Teach content, which [ 114 640 | 26| 146 6 3.4 3 1.7 29| 163

can help us teach in
schools

Present lectures that 9% [ 539 43 242 5 2.8 §] 3.4 28] 15.7
are easy to understand

Regarding their expectations of the course, the responses to an openended quedion in this
regard in the entry questionnaire showed that 23% of the students hoped that the course would
train them to become good, professond and competent teachers (see Table 23).

“ | expect to get as much skills as possible so that | can be a professional teacher”

(female, 30 years)

“To help me become a good educator” (female, 22 years)

“To betrained well in order to be a good teacher tomorrow” (male, 28 years)

“how to be a competent teacher — something worthwhile to carry across to the learners’
(female, 37 years)

“1 have great expectations in this course in terms of moulding me to become a better
teacher who sl be ableto facilitate learning in our schools’ (female, 37 years)

“ to equip myself to become an excellent teacher” (female, 22 years)

An additiona 4% expected to gain the knowledge, skills and vaues to become a good teacher,
showing familiarity with some of the terminology used in Curriculum 2005.

“I expect to gain more knowledge, skills and values so that | can be able to transform the
learners’ (female, 45 years)

“| expect it to give me the knowledge, skills, values and confidence to be an effective and
helpful teacher” (female, 22 years)
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For some students (11%), their main expectation was to ether pass the course and/or pass with

good marks asilludrated by the following quotes:

“ | expect everybody on the course to be passed” (female, 28 years)

“1 expect to passas | would loveto” (female, 20 years)

“To get good symbols in my practice teaching and education theory exams in June and
December” (male, 29 years)

“ 1 expect to pass my HDE course and get good results’ (female, 24 years)

A number of udents specifically wanted to learn more about curriculum 2005 and outcomes
based education (OBE ):

“The things | expect from HDE course this year is the big change — students have to do
HDE course this year must use that OBE” (female, 30 years)

“1 expect to know more about OBE because | see it as the only way to change the old
system of teaching. At the end of this year, | will know what our learners need out there”
(male, 23 years)

“1 need to understand this kind of OBE” (male, 27 years)

Table 23: Responsesto question, “What do you expect from the HDE cour s€?” —entry
guestionnaire (N = 178)

Expectations N %

pass the course/get good results 20 112
training to become a good & professond teacher 40 225
underdtand curriculum 2005/0BE 15 84
become ateacher that can help the community 10 5.6
gan confidence to teach 8 14
enjoyadle/exciting/chalenging course 4 2.2
help find ajob 3 1.7
[esson-planning 2 11
knowledge, skills & vaues to become a good teacher 8 4.4
good practice teaching/good practical preparaiion 11 6.2
good, caring, Tar Tecturers 5 28
preparation for arange of jobs 2 11
feestor traveling 2 11
upgrade non-graduate to graduate course 2 11
how to dedl with discipline problems 2 11

(note: respondents somefimes answered 1n more than one category)
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6.5 Exam preparation

The responsss to the quedtion, “What do you think you will need for examingtions?” were
interesting in thet the mgority of the dudents (75%) dressed more sudy time and enough time
for revison (58%) were necessry. However, more than hdf did not fed that they needed good
teaching (56%) and/or good notes (64%) to prepare them for exams. This is perhgps a reflection
of how they have leant in the past and ds0 how they conceptudise learning. A amilar question
was pod in the exit quedionnaire, namdy, “Wha would hdp you do better for your
examindions?’. As can be seen from Table 24 bdow there was very little change between the
views of the sudents at the beginning and end of the course.

Table 24: What studentsfed that they need in order to prepare better for exams

Need to preparefor | entry questionnaire (N = 178) exit questionnaire (N = 48)
exams: Yes No Yes No

N % N % N % N %
Enough/more  time 104 5384 74 416 25 532 19 404
for revison
Good/better teaching 9 444 9 55.6 20 426 24 511
Good/better notes 65 36.5 113 63.5 16 340 28 59.6
Enough/more  study 133 4.7 44 24.7 A 12.3 10 213
time

6.6 Viewsof sudentsabout the HDE course

In the exit quedionnare, the overdl ratiings given by the dudents to the various course
components were very favourable. Thus 79% of the students rated the education theory course as
good or excdlent. Smilar ratings were given to the various method courses. Mogt of the sudents
fdt that the lecturers on the course knew ther subject wel or very wel (89%), were adle to link
theory to practice (92%), and taught content which would help them teach in schools (83%). Just
over hdf of dudents however, gopeared to have difficulty underganding the theory lectures
(51%), which could be rdated to the language difficulties dready mentioned in this paper.

The data from the exit quesionnare indicate that some of the fears regading the persond
qudlities of the lecturers that the students had a the beginning of the course gppear to have been
ubgtantiated during the year. Students, however, had much more negative ratings of the persond
qudities of theory lecturers than method lecturers. This could be due to the fact that because of
the samdler groups in the various method subjects they were able to get to know ther lecturers
better and more persondly. In the lage theory dasses where a large number of different
lecturers teech, this is virtudly impossible, Thus 32% of the sudents fdt that the theory lecturers
on the course were often unapproachable, and 42.% tha they were often uncaring. However,
85% of the dudents fdt that the theory lecturers had been far in ther assessment of the sudents
work during the year.
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From the responses to a quedion regarding the resources that were available to the students
during the course, it gopears as if the mgority fdt tha the universty library had enough books
on education (77%). Almogt hdf (46%), however, fdt that the library did not have enough books
relaing to ther subject methods. Three-quarters of the students felt that the course reeders
provided by the faculty were sufficient for the course.

Table 25: Students views on resour ces made available to them during the HDE course

Item Agree Disagree No response
% N % N %

The universty library has enough 37 771 7 146 4 8.3
books on education
The course readers provided by the 36 75.0 3 6.3 91 188
Department were sufficient for the
course
‘The school where | did my teaching 14 292 2/ 96.3 4 146
had enough resources for my work
The universty library has enough 2 258 20 17 6] 125
books on my subject methods

In response to a question on what would improve the HDE course in the exit questionnaire (see
Table 26), the ovewhdming mgority of the sudents fdt that more time should be spent on dl
the mgor components of the course (i.e Teaching Practice, subject methods and education
theory). They dso fdt that having smdler teaching groups more time for and hep with exam
preparation, more time to sudy on their own, and more group work activity would improve the
course. The mgority were dso in favour of more time being spent in the schools.




Table 26: Responsesto question on what would improve the HDE cour se (exit
guestionnaire) (N = 48)

[tem important not important noresponse

N % N % N %
more teaching on 42 875 2 4.3 4 8.3
content of Education
Theory
more teaching on 45 93.8 2 4.3 1 2.1
Method subjects
smaller teaching 42 SYAS) 2 4.3 4 .3
groups
more time for exam 41 804 2 4.5 5 104
preparation
more time to study 40 83.3 4 8.3 4 8.3
onmy own
more notes  from 29 604 13 271 §] 125
lecturers
more help in 41 854 4 8.3 3 6.3
preparing for final
exans
more group work 338 9.2 !’ 146 3 6.3
activity
more time working 37 (11 o 1o.7 3 0.3
in schools

6.7 L eves of confidence at the end of the cour se

The exit levd quetionnare showed tha dudents fdt mos confidence in preparing lessons
(70.4%), followed by knowing their subject content (62%) and methodology (62%) (see Table
27). Between 50% and 60% of the sudents fdlt confident to assess learners work, control the
class ded with individud learners needs and meke teaching and learning aids. Less than hdf of
the students, however, fdt confident about education theory (47%). In comparing entry and exit
levels of confidence, the largest improvement in leveds of confidence was in the aress of lesson
preparation and subject methodology. In most of the other aress, levels of confidence gppeared to
have decreased between the entry and exit levd quedionnares. The exit levd daa however,
needs to be trested with caution both due to the smdl sample Sze and the large numbers who did

not respond to the questions.
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Table 27: Levd of confidence regarding different teaching ar eas. comparison of entry and
exit questionnaires

confident not very confident no response

Teaching area entry exit entry exit entry exit

N % N % N % N [ % N [% N [%
Subject content 1091 61.3 29| 617 P B9 2 43 23] 129 16| 340
Subject 83| 46.7 29| 617 64 360 3 6.4 31| I74| 15| 320
methodol ogy
Preparing lessons 1041 584 33| 704 91 2751 1 211 251 140 13| 27.7
Assessing  learners 971 45 27| 574 551 309 6| 127 26| 146| 14| 298
work
Controlling theclass 88] 495 28| 59.6 68| 382 o] 127 22| 124 13| 277
Dedling with | 104| 584 25| 532 481 270 7| 149 26| 147 15| 320
individual  learners
needs
Making teaching and | 112] 62.9 27 574 471 264 5| 106 19 106 15| 320
learning aids
Education theory 105 579 22| 40.8 4o 258 8| 170 29| 1o3| 17| 362

6.8 Futureplansand preferences

In Tables 28 to 30 beow, entry and exit level data are compared regarding future work
preferences and expectations. The exit level data, however, needs to be trested with caution due
to the smdl number who replied to the questionnaire and aso the large number of ‘no responses

to many of theitems

At the beginning of the HDE course, dmost one-third of the sudents (32%) sad they would
prefer teaching in an urban secondary school, followed by a rura secondary school (23%). 1t s,
however, interesting to note that twenty percent of the students said they would prefer to teach in
a primary school one day, despite the fact that the HDE course is exdusvely amed a traning
secondary school teachers.

In response to a question on what they thought they would mogt likdy be doing in five years
time, only 29% expected to be teaching a a secondary school, 12% expected to be doing a
different job to teeching and a third (33%) that they would be studying further (Table 29). It
appears, therefore, as if for the mgority of sudents, the HDE course is seen as a sepping sone
to further studies and not necessarily as a course tha will lead them to a secondary school
teaching podt. If one compares these responses to what students hoped to be doing in five years
time, it can be seen tha the expectations and hopes do not differ greatly. As can be seen from
Table 30, only 29% of the sudents hoped to be in secondary school teaching, which means that
over two-thirds of the students did not wish to be in teaching in five years time. This leads one to
question why these students are doing the HDE course. Almogt hdf of the students (46% ) hope
to be sudying further in five years time, which is sgnificantly more than the 33% who fdt that
this would actualy happen. It is interesting that only 11% hoped to find another job outsde
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teaching. It would, therefore, be interesting to find out if the 46% who hoped to be sudying

further in five years time envisaged tha dter that they would dill reman in the teaching
profession.

Table 28: Preferencesregarding teaching posts. entry and exit level data

Type of school entry exit
N % N %
No response a4z 243 i) 532
Urban secondary 57 32.0 3 0.4
Rural secondary 41 23 11 234
Urban primary 23 129 1 2.1
Rurd primary 13 7.3 7 149

Table29: Most likely to bedoing in five yearstime: entry and exit level data

Future plans entry exit
N % N %

No response 33 185 23 489
Teaching at a primary schoal 10 5.6 1 2.1
Teaching & a secondary 52 292 17 255
school

Hnd another job and leave 21 118 1 2.1
teaching

Gone on to further Studies o9 331 10 213
OTHER 3 1.7 0 0

Table 30: Hopeto bedoing in five yearstime

Future hopes entry exit
N % N %

NO response 21 1138 O] 404
Teaching & a secondary 53 298 13 277
school

Find another  job outsde 19 10.7 3 6.4
teaching

Sudy further for another 81 455 12 255
qudification

Other 4 2.2 0 0

The responses to the openrended question on why they decided to become a teacher, could shed
some light on the reasons why so many hoped to sudy further, rather than enter the teaching
professon directly. From these responses it is apparent that some students were studying HDE
because it was the only course that they could get into, given ther poor métric reats. Other
dudents chose teaching because they could not get into courses such as socid work and
physotherapy. Thisisillusrated by the quotes below:



55
“1 did not choose this career, but as | came here without exemption, | was told that |
qualify for thiscourse’ (male, 24 years)
“1 had no other choice, | qualified to do HDE” (female, 21 years)
“1 was obliged by university faculties selecting criteria. 1 did not want to become a
teacher” (male 32 years)
“1 did not qualify for social work” (female, 24 years)
“1 didn’t plan to be a teacher. | became a teacher because | did not qualify to do the
course | wanted to do” (female, 29 years)

The responses to some of the questions posed to the students in the in-depth interviews provide
further explanations abaut some of the reasons why students did not dl want to become teechers
one day. The interviewees were asked whether they fdt motivated to go and work as a teacher in
South Africa today. Those who did not fed motivated to go and work as a teacher focused on the
violence and lack of discpline in the schools as wdl as on thar own lack of confidence to
manage classrooms and to master their subject matter. As one student said: “I’m not cut out to be
a teacher because | must admit | am too soft for the learners.” Another said that: ‘I feel that | am
not competent in my subject and that | will end up teaching the learners the wrong things’ .

6.9 ummary

The student teachers rated most components of the course highly and fdt that it was hdpful in
preparing them to be good teachers. Some problems appeared to have been experienced relaing
to underganding the theory lectures which are most probably rdaed to language issues
Students dso mentioned problems with resources that they needed for teaching, paticulaly in
some of the schools that they did thair practice teaching in.

Suggesions for improvement induded that more time should be spent on dl the mgor
components of the course. This seems to suggest that most sudents needed to have more training
before going out to teech. However, the levels of confidence a the end of the course were quite
high, paticulaly rdaing to the preparation of lessons, subject content and the methodology.
Students were less confident with regard to the theory, which underlines the fact that some of
them appear to have difficulty underganding the theory dasses.

Gengdly, lecturers were viewed as showing expertise in ther subject aress and being far in
thelr assessment of the students work. Theory lecturers were however, sometimes perceived as
being digant and not very caring. This could be due to the fact that there are a large number of
different lecturers teaching on the theory course and that students do not have much direct and
persond contact with them due to the large classes.

Many of the sudents gppear to be usng the HDE course as a sepping sone to further sudies,
and do not plan to teach immediady after the course. This could be related to the redities of
retrenchment and the difficulties in finding a teaching job rather than the fact that they did not
want to be teachers. Worrying, however, is the fact that some students appear to be doing the
course because they could not get into other courses or because this was the only way they could
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study. Encouraging, however, is tha the mgority of the sudents show a strong sense of socd
responsibility and educationd commitment and like teaching.
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CHAPTER 7

CONCLUS ON AND DISCUSSION

In this find section, key themes are drawn together for discusson. Common issues that emerged
from the different sources of daa ae highlighted, as wdl as ggnificant issues for further
research.

71 Students lifehhistories

The account of the biogrephies of the sudents in the HDE dass of 2000 indicates that the vast
magority come from very poor backgrounds. The mgority are Xhosaspesking and come from
the rurd Eagtern Cape. Many students are older than the expected age for those in ther fourth
year of tetiay education. Mog come from very disadvantaged and poor backgrounds and have
svere finandd difficulties which means that they Struggle to pay their fees as wel as support
themsdlves during their HDE year.

The sodd disadvantages faced by these dudents impact dgnificantly on the HDE progamme.
Students struggle to pay trangport costs to Teaeching Practice schools. No reading is prescribed
outsde of the course reeders, as lecturers know that students cannot afford to buy books. This
has a negative effect on the culture of reflection which the programme ams to promote. This
results in enormous amounts of pressure and dress, which impacts negatively on ther
concentration and learning bility.

In addition, the academic higory of many of the dudents is very wesk and mog did not have
meths and science subjects for matric. This means that they end up with teaching subjects such
as Higory and Xhosa for which there is a limited demand. More than a third of the Students
entered the course via the non-graduate route, which means that they dd not get a matriculation
exemption. A number of sudents are doing the course because this was the only way tha they
could dudy a universty. This rases a number of vey difficult dilemmas On the one hand,
UWC has a higory of caing for the disadvantaged and opening the doors of learning as far as
possble. The fact that a number of students sad thet they are sudying a8 UWC because it is an
inditution thet cares for the poor black sudent and is seen as beng financidly more lenient and
affordade than other inditutions means that it atracts sudents from sodaly disadvantaged
backgrounds. While this is very laudable it brings a number of problems with it that seem dmogt
inurmountable. Ther poor academic background, coupled with language difficulties, and the
fact thaa many dudents live under severe dress due to financid problems, means that these
dudents are not necessarily going to meke the best teachers. They often Sruggle with criticd
reflection, have avery poor generd and subject specific knowledge, and have alow sdf-esteem.
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UWC is faced with the dilemma of having to increase udent numbers in order to survive, and of
having to try to dtract better sudents and more students with a maths and science background.
This means that it has to try and compete for a market that has been largdly tapped by the Sder
univerdties in the area At the same time, it wants to reman true to its misson of sarving the
poorer and previoudy disadvantaged communities who cannot afford to pay for their gudies

7.2  Languageand learning

A reaed fegture of the above discusson is the fact that the mgority of students do not have
English as ther mother tongue, and that many, paticularly those from rurd aress, have probably
had limited exposure to English as a language of leaning. South Africen has deven officd
languages and English is usudly used as a common languege of indruction. However it is
evident from the data in this Sudy that this gives rise to enormous problems, both for lecturers
and dudents. There are dudents who find the course materid inaccessble, and there are
lecturers who are frugtrated by whet they perceive as the sudents, lack of reading ability.

It seems obvious that this chalenge needs to be faced head on, both by the universty and by the
Feculty. Some ways in which this might be addressed would be through language support
programmes, the recruitment of more Xhosagpesking lecturers and support daff, and the
avaldbility of more course maerids in laguages other then English. However, the limited
finandd and human resources of the Faculty means that this is a chdlenge that is unlikdy to be
addressed in the short term.

7.3  Curriculum dedgn

It is useful to note the suggestions for curricdum changes to the HDE programme that emerged
from the interviews with sudent teechers. These indude inserting more ‘practicd’ moments into
the course, like peer teaching and board technique. They ds0 indude a suggestion that the
course ded more directly with the fears of sudent teechers, like having to face raciam in schools,
or not being able to cope with alack of disciplinein schools.

Suggedions were dso made about the desgn and timetable of the programme as a whole,
Presently, the HDE dudent teachers follow both Education Theory courses and subject method
courses. The Education Theory course is divided into Sx modules and is taught over three terms,
with about four hours of contact time per week. Interviews with subject method course lecturers
indicated a perception that there is an overemphasis on Education Theory. In fact one of the
lecturers interviewed was of the opinion that it is the subject method courses that will “ ultimately
help student teachers trandate theory into practice and therefore more time should be accorded
to subject method courses’. Extending time for subject methods would dso dlow subject
method lecturers more opportunity to address the students lack of exposure to the very subject
distplines which they are expected to teach. It is worth noting that the issue of extending time
for subject methods was one of the key recommendations of the review of the HDE programme
a the end of 2000. With a new school curriculum, and with sSudent teschers having to learn to
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desgn lesons to give shgpe to outcomes-based education, such a suggestion seems to be

particularly important.

An examinaion of the objectives of the HDE programme (Student Guide 2000) shows that three
out of the four ams are kills-based. Student teachers are expected to develop skills in managing
classyoom environments, designing teaching and learning resources and teaching specific subject
aess. The fourth am is the only one that is knowledge-based. Based on these objectives, it
would seem gppropriate that the programme be orientated towards practice more than it perhagps
currently is. One way this can be achieved, as has dready been mentioned, is to give more
emphass to subject method courses. However as was rightly pointed by one of the lecturers
interviewed, subject method courses are more expengive to run than Education Theory courses.
The Education Theory courses have been described as very cogt effective, in that they reech large
numbers of dudents in a rddively short goace of time, and with limited resources.  In order to
produce future teachers of high cdibre it would, however, be necessary to consder in detal the
pedagogica effectiveness of the programme dongdde its codt effectiveness.

74  Teaching Practice

Another way in which skills can be developed in student teachers is to give grester fidd
experience to the trainees.  In other words the Teaching Practice period should be of a reasonable
length to dlow for experientid learning to take place.  Currently, the ten weeks spent in schools
does seem to be adequate for this purpose. There are, however, a number of issues related to the
qudlity of the Teaching Practice experience which arise from the data

One of the man isues rasad during interviews with severd lecturers was the block arrangement
of Teaching Practice. The one-block ten week period has, according to some lectures, its pitfdls
compared to a olit Teaching Practice period. Being placed in only one school can limit the
sudent teachers experience, as <thod enwironments and cultures differ greatly.  This is
paticularly true in the case of South Africa, which is undergoing a trangtion in every ohere of
life. If the sudent teechers are to be aware of the great diversty in school environments and
cultures then, it is argued, they mugt be given the opportunity to do their Teeching Practice a
two or more Stes. Robinson (1999:196) found that student teachers on Teaching Practice report
both podtive and negative experiences. The placement of student teachers in a second school
could dso open the way for improvements for sudent teachers who have not done wel in the
firgt school for whetever reason.

The concern about which sudents to send to which schools for Teaching Practice remains a
complex and important issue, even more 0 in a pod-gpatheld era The process of dlocating
dudent teachers to schools raises dilemmas, not only of language and indruction, but adso of
racid identity. Many Sudent teachers indicate that they wish to be placed & a school for
Teaching Practice which resembles schools with which they are familiar and meny students fed
inscure a schools which are different from the type of school where they were pupils. While
lecturers in the Faculty of Education may wish sudents to bresk through racid identities which
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are the product of an gpartheld pad, they cannot at the same time compound students fedings of
anxiety about Teaching Practice by sending them to teach in unfamiliar environments.

The choice of schodls is made more difficult by the fact thet, & a sodo-economic leve, many of
the schoadls in both the former Black and Coloured aress remain characterised by high levels of
poverty, poor resources and ongoing problems of a lack of safety and security. A lack of
resources, large dasses, and prevaling socid tensons may meen that the ability to creste and
manage a condudve learning environment (one of the ams of the HDE programme) is a «ill
that cannot be acquired easlly.

Outsgde the school much has changed in South African life but changes in the schoo usudly
teke a longer time The student teschers may witness conditions and Stuaions tha ae dill
treditiond or gmila to the ones they had experienced while a school. This could give the
impresson that credting and managing a condudive leamning environment is not a al possble
given the crcumgances they are in. It is in this regard that the support of the teechers in the
school becomes especidly crudd, something which, however, the daa reveds is not dways
optimal.

One of the recommenddions of the review of the HDE programme was to deveop the
relationship with schools. The discusson above seems to indicate that this is crucid; however,
once agan, limited internd resources in the Faculty make thisa difficult task.

75 Recruitment of sudents

Ore of the mgor issues rasd in the interviews with the lecturers was tha of the qudity and
number of sudent teachers recruited to the HDE programme. The number of udent teachers
aoplying to go on the progranme is dwindling due to teaching not being seen as an dtractive
carer option. Although this is a nationd problem and one that is faced by most other teacher
education inditutions in the country, the course desgners will have to endeavour to make the
HDE programme more &tractive.

Suggestions for making the course more atractive indude paying gregter dtention to the issue of
language, investing more money in the ongoing traning of lecturers and mentor teachers ad
equipping the Faculty of Education with better fadlities Mogt important of dl would ssem to be
the provision of adequate study bursaries to sudents.

Notwithstanding the above, one of the mogt dgnificant findings of the student quegtionnaire was
the fact that sudents who ae a UWC express great enthusasm for the univergty and strong
motivation for becoming a teacher. This is corrdated by the interviews in which student teechers
indicated thet they are very podtive about the HDE course itsdf, about the contribution of the
course to their own development and about eventualy working as a teecher. In the light of much
of the negdive publicty about schools and teechers in South Africa it is highly encouraging to
note the sense of socid responghbility ad educationd commitment emandting from these sudent
teechers. Wha is interesting, however, is that lecturers do not seem to share this image of the
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dudent teachers, with “low student motivation” being rated as a very important factor

contributing to sudents' (lack of) achievement on tests and exams.

Although the student teachers interviewed expressed optimism about their potentid contribution
to education, they were dso sober and redigic about the socid and educationd problems that
exig in shools  Comments about a lack of teecher professondism and about violence and
gangderiam did not, however, seem to go hand in hand with a dfedtist atitude The Sudent
teachers who were negative about themsdves as teachers were more concerned with what they
perceved as persond deficiencies, like wesk subject knowledge or “not being cut out for
teaching” , rather than with a hodtile educationa environment.

7.6  Folow up research

As a find comment, a number of areas for further research are identified. The firg of these (and
one which goes beyond the case of UWC) is the need to investigate whether the new policy
currently being introduced into teacher education, the Norms and Standards for Educators, does
in fact lead to improvements in the practice of teaching and of teacher education. It will be most
important to see how the exisence of legidated benchmarks for teecher education across the
country impacts on providers, ther programmes and their students (Parker, 2002) and whether
the qudlity of teachersimproves through the new palicy.

At a more loca leve, it would be useful to track what happens to the HDE cdlass after graduation.
Many of them, while expressng a drong interes in becoming a teecher, ds0 indicaed an
interest in other carears and in further dudies The dories of these udents lives - both their
pasts and ther futures - would be a fasdnding tde of ambition in the context of socd
disadvantage.

A lag point rdaes to the importance of doing further conceptud work around the notion of
teecher education for trandormaion. This paper began by outlining the trandformdive
intentions of the UWC HDE programme. It then outlined the many difficulties and chdlenges of
the programme. An andyss of the gods and achevements of this one smdl programme againgt
the backdrop of the many socid and educaiond chdlenges of South Africa could contribute to
the internationd literature by developing the base for a truly grounded theory of teacher
education for socid recongruction.
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