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ABSTRACT

This research centred on one broad objective, i.e. to establish the effectiveness of
school-based practice teaching for student teachers in a selection of Primary Teachers

Diplaoma (PTD) Colleges of Education in KwaZulu.

Chapter 2 covers the review of literature on practice feaching. Firstly, the history of practice
teaching is discussed so as to put the study in historical perspective. Secondly, research
findings in selected countries are reviewed so thal the study can be viewed in relation to
intemational research trends. Thirdly, some approaches, which give a multifaceted nature of

practice teaching as a field of study, are analysed.

Chapter 3 discusses the critena for effective schoolbased practice teaching with the aim of

using such critefda as a yardslick for the analysis of the results of the study.

Chapter 4 looks at the didactic theoretical constructs for a practice leaching curriculum . The
implication being that any didactically justifiable practice teaching pregramme should be

informed by what is discussed in Chapters 3 and 4.

The questionnaire survey, as well as the informal interviews, were used in this study. A
mixture of quantitative and qualitative methods has enabled the researcher to gain deeper
understanding and a more penstraling insight regarding the problem under investigation.

Findings of the study revealed that there was a consistent pattemn of conflict regarding the
results which emanated from qualitative findings. Qualitative findings, because of the
open-ended nature of the questions, tended to te more reliable in terms of the respondents’
ahility 1o critically reflect upon current praclices regarding practice leaching in KwaZulu
Colieges of Education. Quantitative results, because of the close-ended nature of the survey
questions, tended o be less realistic regarding practice teaching in these colleges. This
became a chief advantage of quantiiative and qualitative coupling of research methods as

discussed in the above paragraph.



The three most important findings of this study are:
1. There is lack of effective partnership between colleges and schools when it
comes to the professional preparation of teachers.
2 The transfer of theory to practice by student teachers is hindered due to the
poor guality of the relationship between theoretical training and practice.
3. The supervision of practice teaching is not effective because there is no
collaboration between the college lecturer, the co-operating teacher and the

student.

The above major findings emphasise the need for colleges and schools to view themselves
as institutions for teacher education. In this case teacher education should not be seen as
the function of colleges of education only. This has implications for a major paradigm shift

regarding teacher education.

The following are the two most significant recommendations:

1. The practical training of teachers requires radical transformation regarding
the need for collaboration between colleges and schaols in the training of
teachars. Partnership betweén the college and practising schools should not
be a haphazard affair, but should be formalised,

2. All those involved in practice teaching supervision should be trained which
will lead to practice teaching being a professional exercise, which is
presently not the case. At the moment the praciical tfraining of students is a
nitual which beth the lecturers and studenis endure cut of sympathy for
students and not because of an understanding of the finer points regarding

the importance this area of human experience.

This study recommends major innovations regarding teacher education. One might conclude

that viable solutions te the research problem have been found.



ABSTRAK

Die algemene doelstelling van hierdie navorsing was om die doeltreffendheid van

proefonderwys vir onderwysstudente in 'n aantal onderwyskolleges vir |aerskoolonderwysers

in KwaZulu vas te stel.

' Vralysopname, en informele onderhoude is in hierdie studie aangewend. 'n Vermenging
van kwantitatiewe en kwalittatiewe melodes het die navorser daartoe in staat gestel om 'n

diepgaande en indringende insig in die probleem te ontwikkel.

Resultate van die ondersoek het aan die lig gebring dat daar 'n konsekwente konflikpatroon
bestaan het tussen kwanlitatiewe en kwalilatiewe bevindinge. Aangesien die kwalitatiewe
bevindinge uit ongestruktureerde vrae gespruit hel, was hierdie gegewens betroubaarder in

terme van i‘esponse oor huidige prakiyke as die kwantitatiewe bevindinge.

Die drie belangrikste bevindinge van hierdie studie was:
1 Daaris 'n gebrek aan effektiewe vemootskap tussen koileges en skole met
betrekking tot die professionele voorbereiding van onderwysers,
2. Die oordrag van teorie na praktyk deur onderwysstudente word
' gedwarshoom as gevolg van die swak verwantskap tussen teoretiese
opleiding en die praktyk..
3 Die ioesig van proefonderwys is ondoeltreffend omdat daar nie samewerking

tussen die kollegedosent, die klasonderwyser en die student is nie.
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CHAPTER 1

THE STUDY AND ITS PURPOSE

1.1 CRIENTATION

It is generally accepted that education is one of the most effective means of facilitating
development in @ country. Education of a society can rise no higher than the qualifications of
its teachers. As Corrigan (1982: 37) rightly points qut, "o ignore or neglect the role of teacher
education is 1o ignore the intellectual nature of the country itself”. This shows the extent to

which the country's development is inextricably linked with teacher education.

The above views have alse been implied in the following words: "We are convinced that
uniess we are in a position to supply the system with an adequate number of suitably
qualified teachers, there will be little improvement in the quality of education we offer to our
pupils” (KwaZulu Department of Education and Culture , 1993: 71). This quotation also
shows the concern attached to education in KwaZulu. The brief discussion which follows on
education and pre-service education, teaching staff in colleges and practice teaching will

provide background to the study.



1.2 BACKGROUND TO THE STUDY

1.2.1 Education and pre-service teacher education in

KwaZulu

KwaZulu was, at the time of writing this thesis, in a transitional phase, being transformed
from a former self-goveming territory to part of a province, namely KwaZulu Natal, in South
Africa. Aithough this thesis was completed after the Agpril 1994 genera! election in South

Africa, reference has been made to KwaZulu education because of the following reasons:

a) the empirical investigation was conducted in the former KwaZulu colteges
of education in 1993,

bl when this study was completed the KwaZulu education department still
functioned as an entity. The process ofjntegration of ali the hitherto
separate departments into a KwaZutu Natal Department of Education had

not been finalised.

KwaZulu runs its own department of education and it has twenty-five circuits. These circuits
falf under the Ministry of Educaticn in the region. Schools in these circuits draw most of their

teachers from colleges of education.

Besides the question aiready implied regarding the quality of teachers produced by colleges
of education, there is also the questicn of quantity. This view is expressed in the following
quotation: "It is g sad fact that we just do not have anything like the number of places in our
ten pre-service colleges of education to meet the needs of the KwaZulu school system”
(KwaZulu Department of Education and Culture, 1992: 54). The foliowing table depicts some

data regarding the college enrolment and output (graduates) in 1881,



TABLE 1: ENROLMENTS OF AlLL STUDENTS AND OUTPUT OF PRIMARY
TEACHER'S DIPLOMA (PTD) FINAL YEAR STUDENTS IN 1991,

YEAR OF TRAINING ‘; ENROLMENTS ‘ QUTPUT (DIPLOMAS) “
%gFirs: Year Students 1426 % - i
‘ Second Year Students 1677 | - :
i Third Year Students 1456 o0 ‘[
i
i TOTAL 4599 &80 5

Source: Adapted from KwaZulu Department of Education and Culture, 1982: 54,

Although this table does provide insight conceming enrolment in Primary Teacher Diploma
Coileges, it does not give the output for the first and second year students. ft only gives the
output at the end of the third year, which is a final year at college. Nine hundred and ninety
(990), therefore, represented the overail output of all Primary Teacher Diploma Colleges in
KwaZulu in 1891. "When considering the ever-increasing pupil population in our schools, the
comparatively smali number of qualified teachers emerging from our training institutions is

cause for concern”™ (KwaZulu Department of Education and Culture, 1982: 56).

Students who attend colleges of education are drawn from both urban and rural schools in
KwaZulu. Although scme of these students have Matric Exemption, the majority of them
have School Leaving Cerificates, according to a study which was conducted by the
Education Research Unit of the University of Natal (Nel, 1991). The study found that colleges
rely mainly on School Leaving Certificates as the major admission criterion (fbid., 1991). This
study also reveals that mere matriculation is an unreliable criterion. The fact that students
were able to obtain a matriculation centificate through whatever means, as Nel suggests, is

an example of the unreliability of School Leaving Certificates as a criterion for admission.

From the foregoing discussion, it can be assumed that most teacher trainees are not top
matric students in terms of achievement. This implies that these students come to colleges of

education with disadvantaged leaming experiences and social backgrounds.



Research had demonstrated that there is a close relationship between achievement and the
socio-economic status (SES) of the student and family (Harvighust and Levine, 1992: 111).
Different families create different environments which influence children's intellectual growth

and educational achievement.

As Harvighust & Levine further point out, it has been proved that there is a relationship
between students’' social background and academic achievement, and the single best
predictor of achievement has been the amount of reading material at home. it should be kept
in mind that social class, level of education, occupation, income and other indicators of social

status are positively correlated with reading materials in the home (Ibid.)

1.2.2 Teaching staff in KwaZulu colleges of education

Teacher trainees jn colleges of education in Kwalulu are taught mainly by lecturers who
have been drawn from the same school system from which students emerge. Some lecturers
do not have the necessary school teaching experience. Their recruitment into the college
system is based on academic standing rather than on teaching experience. According to a
survey conducted by the Planning Section of the KwaZulu Department of Education and
Culture the number and relative frequencies of Primary Teachers Diploma [PTD] college

lecturers who have no school-teaching experience were as shown in Table 2.



TABLE 2. LECTURERS WITHOUT TEACHING EXPERIENCE

i i
NAME OF NUMBER OF | % OF LECTURING
COLLEGE LECTURERS STAFF
N =47 N =100
Ezakheri 5 15.6%
| Kwa-Qgkazt 7 ! 13.4%
| ;
Mpumalanga 3 | 7%
|
! Ntuzuma = ] 188%
H t
i Appelsbosh 8 24.2%
Umbumbuiu 7 : 12.7%
Madaceni 8 ‘ 11.6%
|
TOTAL a7 \} Average = 14,2%

Source:  Adapted from Thurlow (1952; 51).

The recruitment into calleges of education of lecturers with high academic standing but with
little or no school-experience was intensified as frem 1882, This was when teacher training
colleges were transformed into colleges of educstion. The minimum academic qualification
for a college lecturer became a bachelor's degree. The majority of college lecturers did not
have bachelor's degrees. Some of them were transferred to the school system, except those
who had made some progress towards compieting their degrees on a part-time basis. To
compiicéte the matter further, more colleges were built and this meant that specialist
lecturers had to be appointed. i.e. those with degrees and who had majored in the subjects
they were teaching. This explains why colleges of education hired inexperienced lecturers

who were nevertheless specialists in their subjects in terms of academic standing.



1.2.3 PRACTICE TEACHING IN KWAZULU COLLEGES OF
EDUCATION

KwaZulu has ten colleges of education [see map page 7]. Seven of these colleges train
primary school teachers, whereas three of them train secondary school teachers. The
general practice in South African Black pre-service teacher education (including KwaZulu) is
ta train teachers for three years, which includes the practical training of teachers as a major

component. School-based practice teaching is part of the practice teaching component.

Teaching practice is divided into institute practicum and school-based practicumn as reflected

in Table 3.

TABLE 3 PRACTICE TEACHING SYLLABUS FOR COLLEGES OF EDUCATION

Practicum Curricuium |1t Year 2nd  Year 2rd  Year Total
periods p.a. periods p.a. periods p.a.
Educational Media * 28 p:} 2 84 periods
Chalkboard work 28 - - 28 periods
Skills Practice 28 28 28 84 periods
Total 84 56 56 196 periods
School Pragticum 10 days 20 days 20 days 50 days

Adapted from the Practice Teaching Sylabus published by DET (1550)
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The relationship between theory and practice in the preparation of teachers is a matter which
gives rise to prablems in many teacher education systems. it is at times a divisive factor
between theorists in training institutions and classroom teachers in schools. If the quality of
the teachers produced, including their effectiveness in the classroom, is to be improved, then
tﬁe problem has to be addressed as a matter of urgency. "it is a problem which can be
worsened by overcrowded scheols and by unqualified or undergualified teachers who may
themselves feel threatened by better educated students whom they are required to train, as
well as by well qualified tutors who lack experience of the school situation”. (KwaZulu

Department of Education and Culture, 1990: 73).

The report referred to above further suggested that it was necessary to strengthen the links
between regional colleges and the schools used by them for teaching practice as both
teachers and lecturers have much to leam from closer contact. These recommendations

have, however, not been implemented befere the empirical investigation.

1.3 STATEMENT OF PROBLEM

1.3.1 Practice teaching problems identified in developed countries.

Only a few general problems will be outlined here:

(a) In Scotland, the Sneddon Report {1978) has, inter alia, recommended the
appointment of regents in every school to supervise students as well as to oversee
the requirements of probationers. An example of this approach is provided by
Jordanhili, the largest college of education in Glasgow, with a one-year course for
students qualifying for secendary school teaching. The college has been reorganised
so as to provide more sustained contact with particular schools and a close

relationship between professional studies, methods, work and practice. Since 1974



the Jordanhill Regent Scheme has grown to invelve more than 40 secondary schools
in the Glasgow area. The head of each school selects a member of staff (usually an
assistant head or deputy) who is given sole responsibility of overseeing student
teachers and tasks, including spending two timetable periods per week tutoring the
students according to a prescribed programme. The important point is that the
regent and students are involved in a helping relationship during school-hased

practice teaching (Sneddon Report, 1878: 8).

(D) Naguran (1985: 443) cites the case of Arizona State Department of Education in the
United States. The department requires that students who are seeking a degree in
education to have completed a maximum of sixteen semester hours of school-based

practice teaching before being certified a teacher. The state department appoints a
student sponsor in a co-operating school. Each student teacher is under the direction

of a college supervisor.

{c) In the case of the Canadian teacher education programme, Hopkins and Reid (1985:
77) also recommended that more emphasis should be placed on teaching practice
rather than on thecretical training. Théy further contend that more time should be
allotted to this activity in order to give students time to familiarise themselves with

the realities of the classroom situation.

The cases cited above show that the problematic nature of practice teaching is recognised

even by First World Countries



1.3.2 Practice teaching problems identified in South Africa

Amongst others, the following writers have made reference to the problematic nature of

practice teaching in the South African context:

(a) Mokoena (1981: 9) is of the view that colleges have been criticised for

. being too theoretically oriented and
. nat permitting students to spend enough time in the classroom practising the

art of teaching.

{b) Boyce {1979: 33) recommends a more structured relationship between schools and
colleges as well as a clear definition of the individual responsibilities in the training

and induction of teachers.
{c) Du Piessié {19385: 133) found that the most important characteristic of an effective
practice teaching curriculum is that it should be based on a scientific theory of

teaching which both tutors and students should put into practice.

{d) Tait (1988: 304) argues that the scope of practice teaching should be broadened as

follows:

. by following up graduates in the schools

. investigating the students' perception of staff supervising skiils

. incorporation of counselling skilis into the curmiculum

. establishing comparative statistical bases and the development of a

teaching experience model.
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1.3.3 Practice teaching problems identified in KwaZuiu

The foliowing general problems have heen highlighted in the case of KwaZulu:

(a) Walters (1988; 22-23) cites the major probiematic areas as lack of communication
between:
= colleges and schools
» lecturers and teachers
= lecturers and student teachers
= ieachers and student teachers, and even
u student teachers and pupiis.

He also reports resentment from school teachers. "They fear that the students will
teach befter than they can", he argues. Reference is also made to lack of
congruence between teaching methods and teaching that goes on in schools. (fbid..

23).

(b) Nel (1981) has found a number of problems regarding school-based practice

teaching. These findings are reflected in Table 4.

11



TABLE 4 PROBLEMS EXPERIENCED BY STUDENTS DURING PRACTICE

TEACHING

PROBLEMS NUMBER OF | PERCENTAGE
RESPONSES

Classroom difficutties =2 37
Conflict with teachers in school 2] 5
Lack of school faciliies \ aids \ resources 21 13
Speaking in English 14 e
Lecturers not helpful 7 4
Organisation of teaching practice 6 4
Pupil's background 5 3
Inappropriate methodology 2 3
Dant know 1 1
No Problems 1 1

TOTAL 158 100

Saurce: Adapted from Nel (1991).

Although the above findings are not based on a comprehensive and wide-ranging study on
school-based practice, they do reveal that practice teaching has problems which require an
investigation of this nature. Classroom difficulties (37%) gave some direction as to the

magnitude of didactic problems during school-based practice teaching.

Table 4 also refers to lack of facilities as a problem. This gives a picture conceming lack of
congruence between what is taught at the College (e.g.. to use many teaching aids) and what
actually happens in the schoo! classrooms (e.g. hardly any teaching aids exist). It will be
interesting to find out the extent to which college lecturers make student teachers aware of

these school realities so that reality shock ¢an be reduced.

12



The reported difficulty in speaking English could be related to the use of English as a second
language, as well as to the students’ home background. This should affect Senior Primary

Diploma teacher frainees who are supposed ta teach through the mediurm of English.

lﬁ terms of this table cother problems, such as lecturers not being helpful (4%), organisation of
teaching practice (4%), pupil background (3%) and inappropriate metihodology (3%), do not
appear to be prominent probiems in Nel's study. However, the fact that these problems are
mentioned warrants a8 more comprehensive investigation - hence the need for the current

study.

1.3.4 A critique of existing school-based teaching

(a) Student dissatisfaction

Critics of school-based practice teaching have raised a number of concems.
Although Nel's study (1991: 69) did not concern school-based practice teaching as
such, it did reveal that students were dissatisfied with the practice teaching
component. As noted above, a corﬁmon compiaint by student teachers was that
teacher education courses do not equip them with immediate skills required for

classroom practice.

in general, practice teaching in KwaZulu is also faced with problems such as large
student numbers, overcrowded facilities and additional expenses (KwaZulu

Department of Education and Culture, 1980: 74).
) Insufficient time

The existing twelve weeks of school-based practice teaching in a three year course
appears to be inadequate. It does not allow the student enough opportunity to

practice, to be exposed to a vanety of classroom problems and to the syllabi of

13



school subjects. In this respect Hartshome (1982: 253) has commented: "The
question is rather whether an intemship, preferably during the course of initial
training and before the final year, would not be preferable and more effective”. This
would, according to Hartshome, provide some background to the schoo! reality and

enrich and enlighten the final year of study.

(c) Supervision and evaluation of [essons

The evaluation of student teachers during school-based practice teaching is done by
bath college tecturers and subject teachers. Concerning the issue of evaluation of
teaching during school-based practice teaching, Ngcobo (1989,b) has sounded a
waming about the problem of conflicting expectations when student teachers are
evaluated. This conflict of expectations is not only between lecturers and teachers in
schools, but it is also likely to arise when a student is evaluated by a lecturer who
does not offer the content and/or subject didactics in that particular course or subject.
In this way students are torn between two worlds and this leads to the creation of

tension in the students.

Research to determine the involvement of teachers during practice teaching (Lombard, 1891:

56-114) revealed, inter alia, the following:

O Although teachers render assistance where they can, it usually occurs in

response to students' requests and not to teachers' initiative

1 Teachers rarely evaluate lessons presented by students, and hardly ever

discuss such 1essons with students.

i Students seldom obtain additional information regarding administrative

duties and crganisational or management tasks from teachers.

14



Afthough the foregoing study was not conducted in Kwalulu, it is likely that the same
situation may prevail in KwaZulu. Nel (1991) for instance, made the following observation in
her study which was conducted in KwaZulu: "A second large category of problems (25%)
concemed the animosity of teachers to students. It took many forms: indifference, and on

occasion, malicious interference” (Nel, 1881: 70).

it also needs to be pointed out that practice teaching evaluation done by college lecturers is
for promotional purposes. Evaluation which is done by subject teachers, however, has
nothing directly to do with the students’ final grade (i.e. for promation}. It may well be added
that in most cases nefther the lecturers nor the teachers who evaluate student teachers have
pricr training in classroom ohservation and evaluation of classroom instruction, or even in
counseliing. Ngcobo (1989,b) has suggested that teachers with qualities and competencies in
evaluating a trainee’s classroom behaviour should be trained specifically to supervise student

teachers, but this has not heen implemented.

1.4 FORMULATION OF PROBLEM

Against this background, the two major problems investigated were:

(a) How effective is the present form of school-based practice teaching for student

“teachers in colleges of education which train primary schoot teachers in KwaZulu?

(b) How can this component of teacher education be improved?

15



1.5 THE PURPQOSES OF THE STUDY

The purposes of this research are:

@) To establish the effectiveness of school-based practice teaching for student teachers

in colleges of education in KwaZulu.

{b) To identify and formulate practical solutions to improve school-based practice

teaching in KwaZulu colleges of education.

1.6 DEMARCATION OF THE STUDY FIELD

Practice teaching

Although the underlying concem about this study is the state of teacher education as a
whole, this investigation will have practice teaching as its focal point. Radica! and critical

reflection upon teacher education as a whole thus falls outside the parameters of this study.

School-hased

The primary focus of this study is school-based practice teaching. Cther elements in
teacher training which are not school-based did not form part of this study. The
campus-based forms of practice teaching, for instance, were not given specific attenticn.
This obviously does not mean that campus-based programmes are not important. In fact,

they have a strong bearing on school-based practice teaching.
School-based practice teaching was chasen mainly for the following reasons:

16



* it enables student teachers {o leam the craft of teaching from practical experience in

schools

+ it is an area which is problematic, yet it has been given iimited attention in research.
According to the HSRC register of past and current research in South Africa, a study which
has systematically investigated school-based practice teaching in KwaZulu has not

previously been conducted and is not currently being conducted (apart from this one).

KwaZulu colleges of education

The actual investigation will be focused on KwaZulu colleges only. Selected pre-service
Primary Teachers Diploma Colleges were targeted. These colieges were selected according
to their geographic location. One college is situated in a rural area, the cther college is
located in the Durban Functional Region (urban area), and the third one is situated in a
pert-urban environment. These three locations were chosen to discover whether there were

significant differerices in practice teaching standards in the various areas.

Much doubt has been raised regarding the- ability of colleges of education to produce
competent teachers. This criticism has been constant with reference to colleges which train
prirmary schoot teachers, particularly in KwaZulu. For this reason this study dealt chiefly with
colleges of education, particularly those which train primary school teachers. Universities

where primary school teachers are also trained thus fell cutside the scope of the study.
Didactic

A didactic paradigm has been chosen because the end product of pre-service teacher
preparation is a teacher who should be atie to deal with the realities of the classroom
situation. No matter how sophisticated a teacher may be in dher areas of kKnowledge, his/her
competence ¢an be judged on the basis of his/her abiiity to contribute to pupils' leaming in a

didactic situation.

17



1.7 RESEARCH METHODOLOGY

Although this section will be given further attention in chapters § and 6, it is useful at this

stage to briefly outline the methods which were used in the investigation.

1.7.1 Review of literature

A critical review of literature has formed an important part of the study. The researcher has
consuited |Herature on teacher education and Didactics readily available in South Africa and
the United States. The recent study trip to the United States by the author has been useful in
this regard. The emphasis in the review of literature is on the practical aspects of teacher
preparation. This provides a conceptual framework around which the problem will be

analysed.

1.7.2 Questionnaire survey

The full procedure conceming the administration of the questionnaire will be explained in

chapter 5.

Modus operandi regarding questicnnaires

(a) Location and selection of colieges,

Location

During the time of the investigaticn there were seven Primary Teachers’ Diploma colleges in

KwaZulu. Two of these are situated in urban areas. Three are located within townships

18



attached to developed settlements i.e. in peri-urban areas. Two are in regions which are

regarded as rural in terms of service development and access to urban facilities.

Selection

Three colleges were selected for purposes of this study and their selection was based on

their gecgraphic location. In other words, the three colleges which were selected represented

urban, peri-urban and rural colleges . This amrangement would enable the researcher to

compare and contrast some of the resuits in terms of the location of the college.

{b} Student enroiment and number of lecturers

The urhan college had an enroiment of 850 students. There were 55 tecturers in this college.
The second college is situated in the pen-urban environment. it had an enrolment of 630
students and a lecturing complement of 45. The rura!l college had an enrolment of 648 and

44 lecturing staff.-

(c) Selection of population sample

Final year teacher trainees at KwaZulu coileges of education formed the poputation from
which the sample was drawn. The primary motive for the selection of final year students was
as follows: Final year students are in a more authoritative, well-informed position to
articulate ideas about school-based practice teaching. This is based on the assumption that
final year students would have experienced school-based practice teaching for a peried of
three years. !t was thus considered that other students (those in the first and second year of
study) would not have had sufficient teaching experience to be able to develop particular
perspectives regarding schocl-based practice teaching. At the time of the investigation alf the
final year students involved in the research had completed their school-based practice

teaching programmes.
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(@) Size of sampie

C The urban college had 154 final-year students, of which 36 were selected, i.e. 23%

of the final-year student popuiation.

O The pen-urban coliege had 182 final-year students from which 25 were selected, i.e.

14% were inciuded in the sample.

G in the rural college {here were 148 final-year students from which 38 students were

selected, i.e. 26% were included in the sample

Table 5 depicts the sample size.

TABLE 5. SIZE OF SAMPLE ACCORDING TO GENDER

—
Type of college ! Male i Fesnale Total
Urban E 10 26 18
Pen-urban : 10 15 25
Rural i - B 33
Total l 20 80 100

As can be seen, there was a definite paucity of male respondents in the sample. This is

mainty due to two reasons:

@ As reflected on the above table the rural college which was visited is a women's

college and this inevitably reduced the number of male respondents in this sample.
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9} Primary Teachers’' Diploma colleges generally have more females than males. It is
thus natural that a sample drawn from such a population would have more females
than males. This is refated to the fact that primary school teaching is traditionally

regarded as a female occupation.

1.7.3 Infarmal interviews

The researcher used interviews to identify a number of key issues which were raised in a
conversational style as suggested by Cohen and Manion (1880: 241). This research method
enabled the interviewer to procure first-hand informaticn from the interviewees themselves.
It also made the probing of more deep-seated issues possible rather than religiously
accepting initial and sometimes unreflective responses. Interviews, compared to other
technigues, are popular because they allow researchers opportunities for closer and more
detailed questioning than is possible with other methods (Borg and Gall, 1989: 401), such as
surveys or statistical anatysis. All student teachers (100) who completed questionnaires were
interviewed. This was taken advantage of in this study. Further attention will be given to this

research method in chapter 6.

1.7.4. Analysis of data

Using the conceptual framework designed afler the review of literature on teacher education
and Didactics, the empirical data collected from the interviews and questipnnaires were

analysed.

1.7.5 Writing report

The final stage of the research methodolcgy was writing the thesis in which alf findings are

systernatically presented and scientifically analysed. The study culminates in 2 number of
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well-substantiated recommendations for the improvement of school-based practice teaching

in KwaZulu colleges of education.

1.8 CONCLUSION

In this chapter the researcher has highlighted the critical position of teacher education in
general and school-based practice teaching in particular. The background of the study
focused on present practices in KwaZulu colleges of education in order to place the
investigation in context. Cf special importance were low admission standards, as well as lack
of school expeﬁgnce among lecturing staff in KwaZulu colleges of education. Utilising this
background as a launching pad for further inquiry, the research problem was stated. The
most pertinent point made was that a vacuum exists insofar as that no in-depth study has

previously been conducted on the school-based component of practice teaching in KwaZulu.
As a result the purposes of the study were formulated as:
O to establish the effectiveness of current school-based practice teaching

I to suggest guidelines for improvement.

In order to achieve the purpose of the study, the study methodology will take the following

forms:

> review of literature
> questionnaires

> interviews

Using the results of this study, an innovative programme of school-based practice teaching

will be suggested. The importance of this study lies in its uniqueness and its high relevance



to the new dispensation in South Africa. It will hopefully break new ground in the field of

teacher education in this country.
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CHAPTER 2

REVIEW OF LITERATURE ON PRACTICE

TEACHING

2.1 INTRODUCTION

Schooi-based pfac:tice teaching in teacher education has long been credited as an essential
compaonent in the education of future teachers. Even in countries where there has been
serious debate over whether or not to include practice teaching as a requirement for
graduation and certification for teachers, such debate seems to be over {Jones, 1990: 1). As
things stand et the moment, practice teaching is routinely considered as the bridge between

the students' world and the teachers’ world.

This chapter aims at reviewing some of the literature on practice teaching available in South
Africa and the United States of America. Firstly, practice teaching will be reviewed from a
historical perspective in order to put the present study in a historical framework. Secondly,
research findings emanating from 8ritain, the USA, Canada, India and Australia will be
reviewed in order to place the present study in an intemational perspective. Thirdly, practice
teaching approaches will be discussed to show that no agreement has been reached by
educationists conceming the broad approaches which should be adopted during practice

teaching.
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2.2 THE HISTORY AND DEVELOPMENT OF PRACTICE

TEACHING

Tumey et &l (1982; xi) point out that the history and development of practice teaching can be

divided into the following phases:

. the pupil-teacher system 1850-19G0

. the training college system 1900-1860

o the reconstruction period 1860 to the present

2.21 The pupil-teacher system 1850-1800

During this period students who had completed primary schooling were apprenticed, on a
small salary, to experienced and competent teachers for a period of five years. During school
hours these stude;ns taught ctasses and were supervised by the teacher, usually a principat.
After school they received instruction for up to two hours from the teacher on primary schoo!
syllabi and on the art of teaching. The pupil-teacher system can be divided into three

developmental phases:

= the monitorial phase
n the nermal college phase, and
" the pupil-teacher phase (Ibid.)

These developmental phases are discussed below.
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{a) The menitorial system

in terms of the monitorial system the older and more promising pupils were encouraged to
stay on at school to teach younger beginners. A competent teacher, with the assistance of
monitors, would cope with teaching up to a thousand children (Cruickshank, 1670: 20).
However, Wragg (1974: 31) reveals that the actual training of monitors was a haphazard and
rudimentary affair with limited doses of theory being added to the practical experience on a
daily basis. The training, as it was, was school-based and lasted a few weeks with only
one-week probationary period. Although teacher training was to begin in England in the
1840's, this formn of practical training did provide a basis for the practical training of teachers

(Dent, 1971: 14).

According to Napier (1926: 30), this system spread to the United States where it found
widespread acceptance. When assessed against the background of the present study, this
form of practical training appears 1o have been highly inadequate. Besides the reported low
academic level of monitors, these monitors were accused of mechanically reproducing
lessons modelled by the model teacher without themselves showing evidence of growth

(Wragg, 1974: 33).

(b) The college phase

The nermal college phase can be fraced to Scaotiand. The kdea of a normal college system
is based on the assumption that an ideal norm or model exists in teaching and that students

should strive for that ideal (Ibid. 34).

Teacher trainees were trained in a model school. The first model school was Glasgow
Normal Seminary founded in 1837 (/bid.: 33). In such scheols proven methads of teaching
could be demonstrated to students. That is why, in addition to their academic education,
students would receive practical training experience and instruction in methods c¢f teaching.

Students were attached to tutors who taught model lessons. As early as this period students
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had the oppartunity to teach criticism lessons of their own which were followed by discussion
fessons. Insight inta teaching and proper handling of pupils had to be demonstrated. Stow's
idea of a normal schoot became very influential, even in England. Hayms (1879: 5) testifies

that it became the model for future colleges in Engfand.

It needs to he pointed out that the nomal school idea had great influence even in South
Africa where the first teacher training institutions had model schools atiached to them

{Hartshome, 1992: 220).

(c) The pupil-teacher system

The pupil-teacher system stanted in Britain in 1846. Cruickshank (1970: 56) maintains that
the idea behind it was to replace child monitors with teenage assistants, and to provide
normal schaools with better-qualified candidates. The pupil-teacher system was thus a’direct
development from the monitorial system. its principles of operation were similar but served to
improve upon the weaknesses of the monitorial system which related to academic quality

and mechanistic approaches.

The characteristic of the menitorial system, which the pupil-teacher system retained, was the
principle of apprenticeship where thirteen year olds were apprenticed to master teachers for
seven years (Wragg, 1974: 37). According to Dent (1971: 15) the pupil teachers were paid for
their services and were given annual examinations by Her Majesty’s inspectors. At the end of
this apprenticeship graduating pupils sat for the Queen's Scholarships: an examination which
enabled attendance at a teacher's college where a teacher's ceriificate was awarded to

successful candidates.
Conceming school-based practice teaching, Hayms (1979: 35) comments as follows: "Often

the training in teaching skills was neglected by teachers in charge making the apprenticeship

an illusion rather than a reality”.
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2.2.2 The training college system 1900-1960

During this period teaching practice took the following fonm: Professional knowiedge and
skills which were acquired in a teacher training institution were practised in the schools under

the guidance of a tutor (Tait, 1988: 32).

Monitorial and pupii-teacher systems were school-based. Normal schools had model schools
attached to them which ensured reqular and direct contact with the classroom. Gradually,
with increasing demand for teachers and the growth of normal colleges, the model school

became unable _to fulfil its function. "It was adapted to become more of a demonstration
centre for students which they were occasionally aliowed to use™ (Cruickshank, 1970: 148). it
was during this era that public schools began to be used for school-based practice teaching.
In this systern schools in close proximity to the college became involved with teacher training

(Ibid. 92).

As Tait (1988: 39) comrectly states: "in the practising schools the criticism lesson became an
increasingly important companent of the teacher preparation programme”. Before this period
criticism lessons were taken as a regular feature of the apprenticeship training; special
opportunities then had to be created for it. Assessment of lessons was thus placed on 2 more

formal basis.
“With the shift to college or university-based training an anomalous relationship arose. For

the most vitaf aspects of their professional training, students were placed into schools over

which the colleges no longer had any control” (ibid. 40).

2.2.3 The reconstruction phase: 1880 to the present

it is during this period that innovations in both school and campus-based systems have

radicaily altered approaches to teacher education and teaching experience. "In school-based
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systems, the teaching practice approach previously refemred to is greatly expanded with the
schoo! becoming the focus, central resource and arena for extensive, differentiated leaming
experiences with a close relationship between theory and practice on one hand and between
college and school on the other” (Tait, 1988: 32). in campus-hased systems the student is
able to develop teaching skills in a more controlled environment, thus enabling concentration
on specific aspects of teaching without the restraints imposed by the school and classroom.
(See Micro-teaching, section 3.5 [d] in Chapter 3). The two approaches referred to above are

not necessarily meant to be mutually exclusive.

2.3 RESEARCH FINDINGS IN SELECTED COUNTRIES

2.3.1 Britain

Calderhead and Miller (1986) conducted a study on practice teaching with particuiar
reference to student teachers' subject specialisation. It was found that students themselves
valued their own high level, subject matter knowledge and made use of it in their lesson
pianning. However, their practical teaching was hardly influenced by subject knowledge as it
was based upon direct practical experience and observation of, and discussion with, other

teachers.

Ina qua;!itative study Calderhead (1987) followed ten students through their field experiences
during their fraining year to investigate the importance of reflection in leaming to teach and
the role of tutors in promoting it. The students’ capacity to think reflectively about practice
quickly reached a pfateau and was constrained by situational factors in the classroom. This
study was followed up by Calderhead (1988) with an investigation into knowledge which
seven student teachers gained from their introductory school experiences. Substantial efforts
were made by tutors and teachers to structure and standardise the scheol experence for all

students. However, school experience tock different forms, offering qualitatively different
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types of professional leaming. Factors contributing to the variety of experience included the

student teachers' conceptions of :

(a) professional leaming and their own role
{b) the supervising teachers and tutors, and

{c) organisational factors of the school. (Calderhead, 1988: 75 - 83).

Mansfield (1988) investigated the supervisor's role during school-based teaching practice.
Previous work in the instifution in Guestion indicated that there was a disjunction between
supervisorss aims and what students actually practised in schools. In paricular, the
supervisors claimed that the critical analysis of lessons was important, but it rarely occurred.
There was a dearth of demonstrations of good practice by supervisors. Whilst supervisors
stressed the importance of good practice, they paid little attention to it in actual practice.
This study thus explored the potential of encouraging supervisors to become more involved
with students in joint teaching s0 as to heighten consideration of pedagogical issues. it was
found that supervisors were constrained by lack of clear frameworks for developing students’
pedagogical skills (Mansfield, 1986: 259-271). It was further found that the supervisors'
efforts were hampered by the difficulties of pfesenting students with critical information in

the emationally charged situation of the classroom (ibid.)

232 . The United States of America (U.S.A.)

In the U.5.A. school-based practice teaching is historically referred to as clinical teacher
education. "By definition we include in this cluster of studies early field experiences and
observation and participation experiences in school settings... student teaching and
internships, stopping short of entry year and induction programmes” (Zimpher and Howey,

1990: 173-174).
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The impact of teacher preparation cutricula on the field and clinical experiences remains a
criticat concem in the U.S.A. Most research literature is based on studies which seek to
determine the influence of university supervisors and co-operating teachers in the
develcpment of student teachers. Zeichner (1988: 1) found that the socialisation of student
teachers results from placement in the school sites. He thus argues that it is less a function

of either the particular belief systems of the student or the influence of co-operating teachers.

Cther research findings on the professional socialisation of student teachers suggest that
most of them passively "fit into" the practices found in the student teaching field piacements
{Crow, 1886; Gibson, 1976; Goodman, 1885; Tabachink & Zeichner, 1984). The uncritical

acceptance of such school practices is referred to as “"excessive realism,” i.e. to accept the
practices student teachers observe in the field placements as the upper and outer limits of
what is possible (Zeichner, 1981: 3}. In other words, they accept the existing conditions as

they are in the schools.

There are also studies which have attemnpted to ook into the following concems regarding

school-based practice teaching:

* the degree of stress encountered during student teaching (Kaunitz et al..,
1986)

* student teacher concemn regarding classroom discipline (Wright, et al, 1988)

* More effective ways to involve co-operating teachers in planning student

teaching experiences (Hollingsworth, 1988)

* Ways to involve pupils in providing feedback to student teachers (Martin,

1887).
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From the above studies it can be conciuded that there is a need to deive in more detail into
the experiences of student teachers in practice, and to look more carefully at the interaction
or discourse phenomenon of co-operating teachers, student teachers and institutional

{college) supervisors in triadic and dyadic situations.

2.3.3 Canada

The most prevalent means of examining the practicum and determining heow it might be
improved has been fo study the views of student teachers (Wideen and Holbor, 1980)
Montobello (1986)). These studies, inter alia, provide the basis of student opinion in different

institutions across Canada from which some inferences about the experience can be drawn.

Wideen and Holborn (1990: 11, 32) make reference fo a study that provides an interesting
finding. This study was about a content analysis of reflective essays of 87 students near the
end of their one year programme at the University of Westemn Ontario. One third of the
respondents expre'ssed dissatisfaction with the practicum. Students’ criticism centred on the
dual rote of the student teacher. They also alleged that the facuity did not practice what they

preached and that they provided courses which {acked challenge.

In contrast to the above study, Montobello's (1986: 20) study of students’ reflective joumal
entries at Simon Fraser University indicated that students appreciated their relationship with
faculty members and facufty associates who would work closely with them throughout their

entire practice as well as in the on-campus portion of the programme.

Fram these studies it appears that students experience practice teaching as an opportunity to
adapt to the role of the teacher. They also placed considerable importance on leaming to
imteract with chiidren, and saw the main criterion of success as the demonstration of interest
and enthusiasm. In terms of improving the practicum students suggested a better selection

and preparation of school associates. Students in six week classroom experiences
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recommended a fengthening of the practicum period, and more time free from performance
evaluation in the classroom. One weakness of these studies is the small number of students
who were involved, e.g. less than 100. Replication with larger numbers will be necessary
hefore the resuits can be more generally accepted. However, the strength of these studies

lies in their heuristic value, and they also carry with them implications for practice.

Conceming the role of co-operative teachers, some studies indicate that their role is poorly
defined, that they feel unprepared for their supervisory role and that they seek more input
into the planning process (Rastoy, et al., 1978; Rust, 1988; Hollingsworth, 1988). Despite a
poorly defined role of the co-operative teacher, a high level of agreement exists amongst
those in the triad (student teacher, co-operating teacher and college supervisor) on the

expectations for the co-operative teacher's role.

2.34 India

In India a core cbmponem of all pre-service teacher education programmes is the direct
school experience given 10 prospective teachers through teaching practice sessions in the
real school situation. Field surveys cn school-based practice teaching have been conducted
by Pande (1980); Rai (1982); Mohanty (1984), as cited by Govinda and Bush (1980: 141 -
161. The main purpose of these studies was to understand the various dimensions of

teaching practice programmes, their organisation and the problems involved.

It was found that there were considerable variations across the country in the organisation of
teaching practice. Some institutions adopt block practice teaching according to the
internship maodel. In other words, student teachers are attached to particular schools on a
full-time basis for a period ranging from two {0 six weeks, during which they are required to
participate in all the activities of the school along with their practice tessons (fbid. 153). In
other institutions students attend theory classes, receive guidance from their supervisors st

the teacher training colleges and participate in teaching practice at the school on altemate
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days (ibid.). in the third approach adopted by a small number of institutions student teachers
spend half the day with their supervisors on the college premises and the remaining half at

practising schools {/bid.).

Two problems which were identified in the above approaches were:

{a) inadequate guidance and supervision of the teacher educators and
{b) lack of co-ordination and co-operation hetween schoo! and college
authorities.

Mohanty (1984: 120) pointed out that the stress in the teaching practice programme was only
on the delivery of the prescribed number of lessons and not on providing feedback to student

teachers for improving the quality of performance.

Govinda and Bush (1980) refer to a study that focused on identifying the factors which
helped in the development of teacher effectiveness during practice teaching. They reported
that teacher effectiveness was influenced significantly in cases where subject experts
observed the lessons and gave appropriate -feedbac,k to their students. The commonly

observed elements of teacher effectiveness were:

ability to motivate the pupils
ability to communicate effectively

apt use of the chalkboard, and

(I U M R

a certain level of personal maturity.

Pande (1980: 150) reported that most of the colleges surveyed were not adequately
equipped for providing the necessary guidance for teaching practice at college premises.
Very few of them had practising schools attached to them and some of the teacher educators
possessed inadeguate knowledge of the subjects being taught in schools. "The picture that

emerges from varous research findings on the practice teaching programmes in India is
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quite dismal. This may partly be because of unprecedented growth in the number of teacher

training colleges during the last two decades” (Govinda and Bush, 1980: 154).

Many of these institutions, it appears, do not have the facilities for organising the practice
teaching programme effectively. In many cases this disregard for quality has also affected
the relationship between ieacher training institutions and practising schools (lbid)). Pande
(1980} further reports that many school authorities are generatly not in favour of having
student teaching practice in their schools. Kakkard (1983: 200) analysed curricula practices
adopted in 24 teacher education institutions and concluded that an intemship of three months
is ideal for equipping prospective teachers with teaching capabilities. Conclusions also
revealed that it is necessary to incorporate action research in classroom practices as part of
teacher education programmes to ensure that teachers remain responsive to the demands of
the classroom setting and continue their efforts in tackling the problems involved (Govinda

and Bush, 1990 154).

2.3.5 Australia

The practicum and its supervision have in recent years received increased attention in
Australia. Thirteen years age a small group of teacher educators convened the first national,
special interest conference. The following are some of the issues that were raised by

research workers, as Thisher explains:

Q a working mold for reflective teaching practice
0 utilisation of a clinical observation system
o] a collaborative planning review exercise (Thisher, 1880: 67 - 87).

in each project trainees had to reflect on their own and their supervising teacher's classroom
behaviour. In an exercise on clinical observation, for exampile, the trainees examined their

supervising teachers’ skill, after the frainees had been briefed about recording data, sefting
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objectives and post-observation conferences with the teachers (Tisher, 1990: 75). All
investigators reported some success such as commitment to the programme, valuing the
experience and developing positive perspectives about pupils. In this clinical observation
study trainees saw a great deal of value in the system, but very few used it during practice
teaching. "Reasons for this may be that too much time and effort were required to gather the
data and discuss them with the teachers. Altematively the mode of briefing students in the
study, through a compulsory seminar and printed handout, may not have been effective...”

{bid.)

Another Australian project (Duck and Cunningham, 1985) revealed that teachers, school
administrators and trainees believed that the most desirable qualities of supervisors are
faimess, approachability, consistency, friendliness and the ability to be considerate and
tactful. These researchers suggest that problems with respect to practice teaching
supeivision were generally related to failures in communication between trainee and

supervisor (Tisher, 1890: 74).

2.4 SOME APPROACHES TO PRACTICE TEACHING

Du Plessis (1985: 39) rightly points out that "one of th-e most critical problems in teacher
education is that of reaching agreement conceming the broad approach that should be
adopted towards Teaching Practice courses™. There is obviously no consensus amongst
educationists on this matter. Qver a period of time some approaches have merged, of which,

for purposes of this thesis, the following approaches are discussed:

The Apprentice Approach
The Competency-Based Approach
The Humanistic Approach

The It-inset Approach

O o 0o g O

The Intemship Approach



Each approach will be outlined under the following subheadings:

-~ descrigtion

- strengths

- critique and

- appraisal.
2.4.1 The Apprentice Approach
2411 Description

The apprentice approach appears to be the cldest approach to teaching practice. The very
first attempt to train teachers was based on this approach. This approach is in accordance
with the idea of trades and crafis. Initiation into a particular trade has typicaily been a system
of apprenticeship,’that i5, by placing a young person in the care of a skilled person in that
area for a specific time . This is also referred to by Stolurow (1872: 165) as "Model the
Master Teacher’ approach to teacher preparation. "The Master teacher is the Master
craftsman and teaching practice s viewed as a process of initiation in which the master
teacher's teaching skill, performance, perscnality and atitudes are acquired by the student,

through observation, imitation and practice” (Stones and Morris, 1872: 8}.

2.4.1.2 Strengths

In arguing for this approach, Peters (1877: 138) claims that some kind of apprenticeshipto a
‘master teacher "must be the linchpin of any system of training”. Tait also points out that the
"apprenticeship system continues to enjoy the support of some of the modemn educational

milieu" (1988:41). The strength of this approach lies mainly in its emphasis on knowing how
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rather than on theoretical understanding. This, of course, does not mean that the former

cannot guarantee the latter.

in support of this approach Lyons (1980 108) raised the following issue: "Since teaching is a
pragmatic art best learned by experience, schoo! districts should establish apprenticeship
programs for people who can satisfy the literacy reguirements and show a command of

subject matter”.

2.4.1.3 Critique

The apprenticeship approach has been criticised for the following reasons:

. it concentrates on a fairly restricted area, i.e. a particular craft, and does not seek to
develop an understanding of a relationship which a particular craft may have with the

context in which teaching takes place.

. the craft concept of teacher education fails to distinguish between knowing

something and knowing how to teach it.

. "Sitting with Nellie” is the description of this approach which was coined by Plaskow
(1969: 2). Nellie is a caricature of a now abandoned industrial model of training
where new recruits were sent to sit with the old and experienced Neliie until they

mastered the skills of the trade.

"One imagines her with a doek over her hair, her bent and listless body in a shapeless
overall, her face dull and shiny with sweat and her mind a blank™ (Turnmer, 1983: 67). By
implication the suggestion is that our students, too, will become inefficient, listless and

vacuous {/bid). Plaskow argues that the concept of asking students to model teachers is:
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O "extravagant and kinky"

@) is based cn "legend rather than logic”

O it tends to "penalise innovation”

o the job is likely to be "learned ineffectively”

O that "Nellie's methods... are usually found to be wasteful of time and effort"

(Plaskow, 1969: 3-5).

“Sitting with Neilie" is an expression which has caught on in the literature, for example, in
Stones and Morris (197Z: 3), Haberman (1983: 99) and Alexander (1984: 96). Reference to
Nellie, as has been suggested above, however, emphasises the negative aspects of the
apprenticeship approach by discounting the powerful influence that an inspiring master

teacher has on the student teacher.

241.4 Appraisal

Even though this approach may appear to be cutdated it still reflects the truth that teaching

ability is something which needs to be leamed and developed.

The way around the potential weaknesses of this inherent modelling relationship would be to
maximise the advantage by moving towards much closer co-operation with the schools and
the use cf selected master teachers whose practice has been shown to be effective (Tait,
1988: 42). The problem, however, is that even when an excellent master model is offered for
a student to imitate, the concept of apprenticeship as a training model has severe limitations,
as was seen in the monitorial and pupil-teacher systems (see section 2.2.1 [c]). Stenes and
Morris point out that even an excellent teacher is not perfect (1972: 8). His method may, for
instance, not be the only or, indeed, the best method to adopt. The student's horizon of
teaching will end up being no breader than that of his master. It might even contribute to
frustration of the teacher preparation process as the master's teaching style is a function of
his personality. The master teacher's personalilty could clash with the personality of his

student. Even if it were possible as an ideal model, the shorage of sufficient master
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teachers, as well as the difficulty in defining who would qualify, would hamper the success of
this approach. This could result in a tendency to conservatism and traditionalism and

operates against experiment and innovation (Stones & Momis, 1972: 9,10).

2.4.2 The Competency-Based Approach
2421 Description

Competency-based education has developed into a major trend in teacher education where it
is known as Competency-Based Teacher Education (CBTE). The Latin word for competence
‘competare’ means to be suitable. A competent person is, therefore, one who is able to
perform suitable skills for completing a given task (Friedman, et al, 1980: 11-12).
Notwithstanding Roth’s contention (1977: 760) that there is no acceptable definition because
"CBTE is not the same from institution to institution”, the following description by Cooper

ef al., (1973: 4) articulates the key elements:

"A competency-Dased teacher education program specifies the competencies to be
demonstrated by the student, makes explicit the criteria to be applied in assessing
the student's competencies, and holds the student accountable for meeting those

criteria”.

Du Plessis (1985: 40-41) further elaborates on the description of this approach by referring
to techniques used . She maintains that techniques applied in this approach are strikingly

similar ta those found in behaviour modification. The following are characteristics of CBTE:

1. Instruction is individualised and personalised
2. Leaming is guided by feedback
a. The overall programme is systematic
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4. Emphasis is on exit, not on entrance requirements

5. The student is held accountabte for performance (AACTE, 1874).

This implies that the teacher trainer selects specific target skills at any time. The target skili
which has been selected is then translated into specific observable behaviours and are
communicated to the student. With these behavioura} objectives in mind the student, under
the guidance of a tutor, practises sub-skills individually. Finally, each student performs a
competency test to ensure that the target has been reached before the next target is selected

{Goodwin & Coates, 1976: 144).

2422 Strengths

This approach fulfils varied functions and has many advantages. According to Van der Linde

(1985: 76):

{a) duplication is avoided

{b) individualism is possible

{c) curmiculum revision is necessitated

{d) consistency is achieved

(&) communication is improved

U] feedback is more specific

{o)] required skills are more broadly based
(h) accountability is enhanced

0] achievement is more measurable

H capability (or lack of it) is demonstrable

Du Plessis (1985) is also of the opinion that CBTE has had considerable success both in the
United States and South Africa. "All in &/l proponents of CBTE consider the specificity to be a
great improvement on the unstructured, haphazard practices found in traditional teaching

practice programmes” (Du Plessis, 1885: 42).

41



2423 Critique

(a) Lack of validity

Despite the advantages and the widespread popularity of competency programmes, CBTE
has become increasingly criticised in the literature at the presuppositional level (Tait, 1988:
78). Cocker ef al. (1980: 132) are of the view that "in the virtual absence of evidence of

validity of these competency measures, implementation of CBTE and teacher certification

programmes may well do more haym than good”.

It is further reported that five of thirteen basic competencies of required teacher behaviour in
their evaluation procedures were found to decrease achievement gains by students. Seven of
twelve competencies were negatively related to growth in self-concept. While  student
teachers conforming to required basic competencies would contribute on the whole to
achievement of cognitive goals, 'incompetent’ teachers would make a better contribution
towards the achievement of affective goals (Cocker et al. 149). This may lead one to
wonder whether the achievement of cognitive and affective goals is compatible in the same
programme and, if one had to choose between them, which one would be more important in

teacher education.

) Problem with identification of skills

Bracey (1983: 717) reports a "compelling need to go beyond minimum competency™. In
doing so he picks up on the two areas discussed earlier on: the identification of basic
competencies and the possible primacy of the affuctive domain. In criticising the 'basic skilis'
easily measured by competency approaches, he claims that "truly basic skiils may not even
be teachable”. Examples of the kinds of skills considered to be truly basic include listening
" and speaking, divergent and convergent thinking and strategic and tactical reasoning. In

addition "skill associated with the right hemisphere of the brain... should also be candidates
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of study” because of their contribution to balanced, ‘centred’ individuals (fbid., 1833:

720-721).

{©) Lack of control over teaching variables

Lack of understanding of all the varables involved in teaching undemmines the whole
accountability process and invalidates many research findings, especially at the level of
leamning outcomes. As Houston (1974: 8) points out, teachers have "little or no control over
many of the retevant factors influencing the leamning (e.g. student ability, interest, motivation,
availability of resources)”. This negation of one of the chief advantages of CBTE greatly

reduces its benefits.

2424 Appraisal

it cannot be disputed that CBTE has attracted a considerable controversy. Tumey (1977: 17)
maintains that, "probably no other development in teacher education has had at the same
time so many staunch advocates and strong critics™. In evaluating the role of CBTE, Du
Plessis (1985 44) is concemed that rejection of CBTE would render a curriculum irrelevant

and out of touch with modem trends.

The criticism that CBTE dehumnanises education is not justifiable if one considers that

promotion of CBTE does not necessarly mean losing sight of the humanistic side and the

mystery of education.

Concerted action, it seems, is required on the part of educational researchers to establish a
sound empirical foundation upon which competency programmes may be built. For some
researchers CBTE appears to be "an idea whose time has come” (Houston, 1974: 5). Whilst
for others the major issue is what weighting it should be given in the curriculum (Du Piessis,

1985: 44).
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2.4.3 The Humanistic Approach

2431 Description

The humanistic approach was developed as an aliemative to behavioural and performance
or competency approaches, which, according to Combs, et al. (1974: 37) are considered to
be "much too limited in scope™. Combs, et al. are chief proponents of this approach. They
consider that humanistic teacher education has progressed along a continuum of definitions
of good teaching. The continuumn has progressed from early conceptions of the teacher as a
knower and later conceptions of the good teacher as one who is generally competent in a

number of spacified areas (Ibid., 1974: 1).

Perceptual psychology is the theoretical foundation of this approach. The perceptible basis of
behaviour, the relationship between seif-concept and behaviour, and the fact that the
fundamental motivation of every human being is the basic need for personal adequacy, are

important tenets of this scheol of thought {(Ibid., 1974: 14-19).

The implication of perceptual psychology for teacher education are embodied in the
"self-as-instrumem” concept of teaching. The self-as-instrument concept of professional
training is a personalised discovery-oriented approach of which a key feature is active
involvement of student teachers in schools at every stage of the programme. This is done in
order to develop a sense of reality and self-discovery in teaching. Their involvement in the
school is graded, ranging from being a tutor, to a teacher aide, an assistant teacher, an
associate teacher and finally to participating in intensive teaching in a full programme (ibid.,

1974: 149-158).

In terms of this approach the campus component of the programme consists of regular
seminars providing a 'homegroup’ base to which a group of thirty students, operating in two

subgroups meeting twice a week, are assigned for the duration of the two year sequence of



professional education (Turney, 1977: 27). Emphasis in the groups is on counselling and

support and developing a 'know thyself' philosophy (Combs,_et al.: 1974: 110).

Human Relations departments have been established on some campuses pursuing the
humanistic approach in recognition of the fact that each of the social sciences "is but a

different way of locking at the same problem...” (ibid: 135).

in addition to the smaller groups referred to above, a hundred and twenty students are
assigned to a 'substantive panel’ consisting of lecturer representatives of the different
academic depariments who prepare and distribute iists of leaming activities and tasks
required by students. many of which are optionai. This is seen as a particularly important
development in helping academic material to be seen as relevant to college students (Tait,

1988: 66).

A further key feature of the humanistic approach is that course evaluation is continuous, with
self-evaluation playing a major role. A more formal mid-year and pre-graduation evaluation
also takes place. Assessment is efther seen as satisfactory or unsatisfactory. There is no
emphasis on failing students. Work is repeated until quality results are produced (/bid.., :
158).

The self-as-instrument concept calls for a different conception of the supervisor function in
teacher education. Rather than heiping students learmn how to teach, "the supervisor's task
must be to help another person find his best ways of teaching” (Ibid. 125). This function
requires supervisors with well-developed people skills in addition to the capabilities of master

teachers (ibid., 1974: 128).

2.4.3.2 Strengths

The strength of this approach lies in the fact that it is "an innovative programme... developed

in a systematic fashion rarely seen in cumiculum development” (Tumey, 1877: 26). Du
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Plessis refers to its theoretical base as being far stronger than that of the competency

approaches (1985: 47-48).

What is conspicuously absent in a humanistic programme is the impersonal role of tutors so
often found in other approaches (Du Plessis, 1985: 48). Instead, a heavy emphasis is placed
on the more personal, pastoral function of the tutor, based on the belief that student
teachers need to experence for themselves the kind of teaching it is hoped they in tum wiil
implement (Tumey, et al, 1877: 31). As far as the student’s analyses of teaching actions are
concemed, the humanist's rejection of mechanistic techniques has been welcomed by many
educators. These educators feet that a very limited account of classroom events is provided
by categorising them, counting their frequency and examining sequences (Mclntyre, 1980:

295).

2433 Critique

Problems with this’ approach are usually at a logistic level. As a labour-intensive approach,
cost factors could restrict quality , especially in terms of school placements. Considerabie
use though, is made in the system of the class teacher who is considered "the professional in
the best position” to be responsible for supervision, rather than the fleeiing and irregular

visits of college lecturers (Combs, ef al, 1974: 160).

Another fundamental problem with this approach lies in its reliance on counselling skills in
supervision, whereas most educators have little or no training in counselling skills and

humanistic psychology (Du Plessis, 1985: 49).



2434 Appraisal

The importance of the humanistic approach in teaching practice cannot be disputed. Du
Plessis thus rightly argues when she says: "I shall content myself with the belief that this
ideology is of sufficient importance to make its partial implementation mandatory in a

Teaching Practice curriculum that claims to be relevant™ (1985: 50).

Despite organisational problems which are inherent in this approach, it seems as if its
strengths cannot be disregarded. The schools used for practice teaching are a great distance

away from the college and this would be an overriding factors.

Du Plessis advises that it is wise to merge the elements of competency and humanistic
approaches with the onus resting upeon those responsible for planning and implermenting the
practical teaching programmme to decide the relative weighting given to different aspects of

each programme (1985: 50).

244 The IT-Inset Approach
2.4.4.1 Description

This approach began with a teacher education project based on the Open University and was
financed Dy the United Kingdom Department of Education and Science from 1978 to 1981

(Ashton et al., 1983: 23).

k-Inset has been described as co-operative curriculum evaluation and development (Ashton
et al,, 1983: 17). IT stands for initial training and INSET for inservice education and training.
The it-Inset approach to teacher preparation involves bringing initial training and in-service

education and training together in a school-based pattern (Ashion et al., 1983: 9).
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The purpose is to weld initial and in-service education of teachers through implants of
student teacher groups and their tutors into classrooms for up to one day a week for at least

a term (Tickle, 1989: 38). An area in the curriculum is selected by the classrcom teacher as a

project for joint investigation.

Ashton, the chief advocate of this approach, has formulated the following principles essential

to the [-Inset system:

"in order to improve the quality of education provided in schools, teachers, students and

tutors need to engage systematically and continuously in:

1. Analysing practice;

2. Applying theory;

3. Evaluating the curriculum;

4. Develop the curriculum;

5. Waorking as a team, and

6. Involving other teachers in the schools” (Ashton, 1983: 21).
2442 Strengths

The strength of this approach is demonstrated by the fact that in-depth evaluation of the
programme has shown that over 80% of participants consider it to be worthwhile and over
two thirds consider it to be very worthwhile (Tait, 1988: 70). Ashton, et al. { 1983: 128) have
the following to say conceming the strengths of this approach: "It helps them to be better
teachers... and frees them from the isolation of being a class teacher, a student on teaching

practice, or a visiting tutor”.

The value of this approach also lies in its emphasis on training with qualitatively enhanced

classroom experience for student teachers, classroom-centred in-service training, and

48



consideration of real problems of tutors (Tickle, 1989. 33). The marriage of theory and

practice thus becomes a reality.

lts strength further lies in the following characteristics:

2443

it bridges organisational gaps between initial and inservice education

tutors in training institutions (and even their students) have a role in Inset and

teachers have a no less important role in initial training.

it overcomes the difficuities of centralised courses in which content does not match

the needs of teachers, and from which the application of theory-based learning in

classrooms proves unsuccessful (ibid.).

Critique

The following problem areas have been highlighted conceming this approach:

(@)

(b)

(©)

implementing this approach requires leaming and use of a cluster of professional

skills which are not commonplace;

the struggle with the methodological and theoretical problems involved makes the

aspirations for the application of this approach adventurous and ambitious;

The realities of practice teaching supervision and partnership are often far removed

from the schoo! experience partnership assumed by the advocates of this approach

(Tickle, 1589: 34).

Booth, et al, (1990 48) maintain that the probtem of pewer relationships between lecturers

and teachers is inherent in this approach. They go on to contend that, exactly who hoids that
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balance of power depends on the particutar facet of partnership. In some cases, for instance,
college lecturers and teachers in schocls may in practice not have the same decision power.
This may be apparent when decisions regarding the raising of marks, for example, are taken
at a teacher training institution. In this way teachers would not be available ta give their input.
Teachers may sometimes feel unable to challenge the views of lecturers, who are supposed
to be superior in terms of their academic standing. This ca'n be more professionally

damaging if teachers are junior partners in the process of professional teacher preparation.

2444 Appraisal

Responses to qixestionnaires have enabled the researchers to distinguish between more
successful and less successful teams. However, nowhere in the report of the project is
mention made of means of assessment of individual participants’ contribution and growth

(Tait, 1988: 71).

Tickle (1989: 35) suggests that this approach has a major rofe in the practical training of

teachers if the following is clearfy understood:

{a) the complexities involved in order to implement closer co-operation between
schoois and teacher education institutions; and
(b} that, even between students and supervisors, there is a long way to go

towards effective two-way partnership.

245 The Intemnship Approach

2451 Description

This approach has recently come into favour in Canada, notably at Simon Fraser University.

In the Professionat Development Programme at this university, for example, one third of the
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year is devoted to classroom observation and seminars on cumiculum and teaching skills,
another third is devoted entirely to classroom practice and the final third to the academic

course work (Hopkins and Reid, 1985: 132).

The intemship approach is referred to as an extended practicum which is defined as follows:
the period of time student teachers spend in the classroom observing and practising
teaching. The use of the qualifier 'extended' is indicative of an innovation which occcurred
when the traditional time allocation for practice teaching was exiended from 30 days to

thirteen weeks (fbid)

The internship approach derives its existence when compared with the pericd of intemship by
medical students. Hartshoeme (1882: 253) is of the view that the application of this appreach
in teacher training would take the following form: an intemnship which lasted a year (and couid
consist of two consecutive six-month periods in different schoals, or other variations), and for

which ihe student was paid a reasonable salary.

2.45.2 Strenaths

The strength of this approach lies in the fact that it appears to seek to create a more

favourable image of teacher education and this serves to account for the anaicgies drawn

with the mediczl profession.

This approach also has a wider area than practice teaching as currently practised. The intemn
is, for instance. not only concemed with developing certain teaching skills. In addition, he
observes other teachers, establishes relationships with students and, in general, concerns

himself with the enterprise of teaching rather than with the activity.

The amount of time a student teacher spends in school and the integration between what is

observed and practised there and what is taught in educational institutions, has a significant
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effect upon the development of his motivation to become a teacher, as well as his

self-concept as a teacher (Clifton and Covert, 1877: 23-32).

Hartshorne outlines the following strengths of this approach:

- it would provide some background to school reality to school teachers;

1 it would considerably enrich and enlighten the final year of study;

= it would be an opportunity for students to decide, on the basis of full-time
work experience, whether he/she wished to coniinue with education as
hisfher chosen field of study;

iJ it would create a cadre of 'national service ' teachers which could be used in

special projects , which could release serving teachers for periods of full time

study and provide support to schools that stood in particular need;

_ the college would remain in contact with the student throughout the year

(Hartshome, 1992; 253-254).

2453 Critique

The following research findings point to the disadvantages of this approach:

{a) Walberg (1967: 15-153) found that student teachers' professional

self-concepts declined as a result of extended practice teaching experience

(b} Gregory and Allen (1978: 53 - 55) also reported a decrease in professional

self-concept as a consequence of extended practicum.
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The intemship approach may also not be regarded as a new concept, for its iength of time
may not make it distinguishable from practice teaching as it is cumently known. It is
sometimes difficult to see how it is different from both the apprentice and humanistic

approaches.

2454 Appraisal

This approach appears to be in line with current thinking regarding the practical training of
teachers. The whole idea hehind this appears to be very attractive. However, the following

issues should be borne in mind regarding its application:

(a) merely extending the length of practice teaching is no guarantee that student
teachers will be made perfect (Hopkins and Reid, 1985 148). it is a
necessary, but not a sufficient condition. The extended practicum can be an
effective tool in the preparation of student teachers if it is combined with

other programme variables.

(b the variables referred to above can be sorted into three major categories:

. the first cateqgory is called 'structural' because the variables in that

category are the result of negotiations between school and college

over a period of time;

. the second category comtains 'environmental' variables and reflects

the milieu in which the student teacher operates;

. the third category, ‘operational’, refers to those variables under the

control of the coilege supervisor ((bid. © 138).
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This approach could be the answer if one operates on the assumption that teachers require
more on-the-job training. This could be regarded as commitment to the integration of theory
and practice and to the improved perforrmance of new teachers. In this way more practice

would perhaps make perfect.

2.5 CONCLUSION

in this chapter the position of practice teaching within the framework of this study was
outlined. The subsection on the history and development of practice teaching aimed at
analysing the prbblems of practice teaching from a historical perspective. This was done in
order to demonstrate that practice teaching has been a problem ever since the inception of

schooling and teacher training.

Research findings on practice teaching in selected countries have been analysed in order to
show that practice is still a problem worldwide. What is fundamental about these research
findings is that critics of practice teaching seem to agree that whatever else might be
dispensible, practice teaching is not, as Ngcobo (1993 23) has also suggested. Countries
which have been mentioned in this study are some of those which have given major
prominence to research in teacher education in general and practice teaching in particular.

Five approaches cn practice teaching have been focused on.
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CHAPTER 3

CRITERIA FOR EFFECTIVE SCHOOL-BASED

PRACTICE TEACHING

3.1 INTRODUCTION

In this chapter some criteria for effective school-based teaching will be discussed. The
contention is that a didactically-justifiable paradigm for practice teaching should meet these

criteria. These criteria are:

Effective partnership between colleges and schools
. College theoretical preparation

Efficient organisation of practice teaching

. Ability to transfer theory to practice
. Effective supervision
. Time - on - task

3.2 CRITERICN ONE: Effective partnership between colleges

and schools

The view adopted in this study is that no school-based practice teaching can be effective

unless there is an effective partnership between colleges and schools. This obviously has
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muitiple benefits: for students to improve their teaching practice; for iecturers to leam from
teachers in the field; for teachers to gain suppart and insight from learning about the latest

trends and innovative didactic practices.

Partnership between colleges and schools does not mean a superordinate-subordinate
refationship between the two institutions. Effective partnership implies reciprocal partnership.
Dow (1879: 4) views partnership in the following way: "Teacher training must find a way of
relating theory and practice for its students. Schools must be able to tum to teacher training
institutions for practical as well as academic help; and teacher training bodies have to inform

themselves of new realities in the schools.”

When schootl teachers regard themseives as teacher educators, student teachers will not be
viewed as a 'necessary evil' whom school teachers have to endure out of a sense of
professional duty. The idea of t{eachers becoming teacher educators in pasnership with

colleges has been supported by research (Sneddon Report, 1978 i, Berg and Murphy, 1982).

The Sneddon Report suggests that there should be a structured relationship between the
college and local schools. This could be achieved by the appointment of regents who will
socialise student teachers with the ethos of the teaching profession during school-based

practice teaching.

Berg and Murphy are of the opinion that partnership during school-based practice teaching
can be an effective form of staff development for both coliege and school staff. Studies such
as the above show that students teach more effectively when they do their practice teaching
in schools which are in equal partnership with a coilege. it is further recegnised that there will
be congruence between college-leamed teaching methods and methods which are used in
schools. Lack of such congruence will naturally cause college methods {0 be out of touch
with the realities of scheols. On the other hand, if recent innovations taught in college do not

reach schools, teachers are likely to be out-dated in their approaches to teaching.
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Parinership between the two institutions is thus essential for the proper application of
college-leamed teaching methods since there must be strong cormrelation between coliege

and school teaching methods.

Effective partnership between colleges and schools goes beyond school-based practice
teaching. The implication is that teacher development is shared by schools and colieges.
Beginner teachers, for instance, need guidance to acquire classroom management skilis and
in leaming to orchestrate a myriad of teaching tasks. The fertile nature of a co-ordinated
approach between colleges and schools is strikingly illustrated by the IT-INSET approach

discussed in Chapter 2.

3.3 CRITERION TWO : College theoretical preparation

College theoretical_ preparation forms the basis for school-based practice teaching. This view
was highlighted by Dhiomo (1979: 87-88) when he advocated a symbiotic relationship
between theoretical understanding and practical experience. This presupposes that didactic
theory which students leamn at the college shouid be applied when they are faced with the

realities of teaching during school-based practice teaching.

College theoretical preparation is of such importance that it has been allocated a separate

chapter, Chapter 4, which is devoted to this aspect of practice teaching.
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3.4 CRITERION THREE: Efficient organisation

Efficient arganisation of practice teaching is an important prerequisite for school-based

practice teaching to be meaningful. The following are organisational procedures for effective

grganisation of practice teaching:

a]

Patterns of student plagcements

There are two distinct patterns for the placement of student teachers in schools.

Placement of students in schools surrounding the colleae

The organisation of practice teaching should be the responsibility of the
Head of Department of Practice Teaching in a college of education. The
plgcement of student teachers in schools surrounding the college is done in
order to facilitate guidance by college iecturers. This is usually the case
during two weeks of block practice teaching. The Practice Teaching
Committee under the chairmanship of the head of departiment for Practice

Teaching should be elected in order to carry out this function.

Placement of students near their homes

In terms of this placement pattern student teachers arange these sessions
themselves with the principals of schools concemed. These sessions are
usually for observation and teaching. Generally, these sessions leave a lot to

be desired (Walters, 1688: 23).

in beth the placement patterns described above. effective organisation is the key.

When student teachers are placed in schools surrounding the college and the
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b]

organisation of practice teaching is not efficient, the whole school-based practice
teaching experience becomes problematic. The same applies when student teachers

are sent to their home schools without proper documentation and information.

Number of students per school

Nommally the number of students per school should be commensurate with the
number of classroom placements available in each school. However, experience
proves that this is usually not the case in KwaZuly colleges of education. Due to the
scarcity of primary schools within commuting distance of the college, schools are
usually inundated with as many as 20 students per school. When a school has more
student teachers than which can, under normal ¢ircumstances, be accommodated, it
stands to reason that teachers in such a school may not effectively supervise student
teachers. Likewise, student teachers may not gain much from school-based practice
teaching if they cutnumber the number of subject teachers in each school. This
problem could have serious consequences if the college has, for instance, a greater
number of junior primary teachers trainees than can be accommodated by the few

local primary schools.

Preliminary visis

Student teachers are usually afforded the opportunity to visit the schools, before the

onset of formal teaching practice, in a number of haif-day or one-day sessions in the

week or weeks leading up to the actual practice.
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The purpose of preliminary visits

The preliminary visits enable the siudents to:

- meet the principal and staff ;

- become acquainted with the class and subject teacher;

- collect time-tables;

- meet the chitdren he or she wiil be teaching;

e become familiar with the layout and routine of the schoaotl;

- gather specific information relevant to the work he /she will be
undertaking.

Information to be gleaned during the preliminary visits

. The Physical Features

The student teacher should investigate features and resources of the

neighbourhood in which the school is situated. Some of these

resources may prave to be relevant to the lessons the student

teacher will be teaching, e.g. the social nature of the area - is it rural

or urban?

. Layout of the Schoo!

The general architectural style should be observed by the student, as

suggested by Cohen and Manion (1977: 28). The engagement of the

students' attention with the layout of the school should enable them

to krow the location of all the buildings in the scheol, e.g. principal’s

office, staffroom, general office, assembly hall, etc.

60



The School in General

Student teachers should know how many pupils there are in the
school, the size of the annual intake, the approximate location in the
catchment area, eic. The school's recent history may ailso prove to

be impertant for the student teacher to know.

The ethos of the Schoaol

This has an impoertant bearing on the work of both teachers and
pupils. Student teachers should acquaint themselves with the
prevailing atmosphere of, for example, the staffroom or the moming

assembly.

Control and Discipline

The student teacher should find out how the system of contro! and

discipline works: what the rules are; whether all members of staff

have the authority to enforce them and how effective they are.

Philosophy of Education

Student teachers should also familiarise themselves with this as

there may well be a clash of philosophies at some schools or

between the philosophy of the college and that of the school.

School Expediations

Student teachers should be aware of what is expected of them

regarding, inter alia, time of amival, attending moming assembtly,
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involvement with extra-mural activities, free periods, leaving the
school premises, dress, general appearance, conduct and

preparation of [essons.

. Forms of Pupil Grouping

According to Cohen and Manion (1977: 31), there could be vertical

grouping, open education, mixed sbility, team teaching, integrated

studies, etc. A student teacher placed in a school where one or more

of these approaches are used should make a special effort to find

out how it works.

M Significant People

Student teachers should meet and become acquainted with

significant people, e.q. heads of departments, clerks, caretaker, efc.

Supervisory lectures

The committee which organises practice teaching should be responsible for the
placement of supervisory lecturers. The head of department of Practice Teaching
should, as previously suggested, chair such a committee. Du Plessis (1985: 91} is of

the opinion that such a committee should be elected.

The briefing of lecturers on their duties during practice teaching should be done at a
meeting organised by the practice teaching committee. The brefing sessicn should
also involve the evaluation of crticism lessons. At such 3 staff meeting there sheuld
be freedom of expression. A meeting in which lecturers are teid what to do and what

not to do is both professionally and didactically counterproductive,
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The number of visits by lecturers to each student should be discussed. Because of
the high number of students in relation to the number of lecturers in colleges, the
researcher's experence with colleges is that lecturers usually visit each student
teacher once. What appears under sub-section 3.6.2 is an exception rather than the

rule. The college which is referred to has a very low student-lecturer ratio.

tn that sub-section even forms which are to be completed by lecturers should be
organised by the practice teaching committee. It is also at this meeting that the
criteria for lesson evaluation, as reflected on the form, should be discussed. This
could enable lecturers to develop more of a uniform view of what is expected of each

student during criticism lessons.

There should be a supervisary lecturer respansible for students at a particular school.

Transport

The practice teaching committee should designate one member of the committee as

the transport officer. This person shouid have a dual role conceming transport

arrangements in that he/she should organise transport for both the lecturers and the

students.

Transport for students

The transport officer should ensure that the orgamsation of transport for

students includes the following:

o Students should be informed of the time of deparure of the
transport. This includes the time of departure fram the college as well as the
time of departure from schoois. 11 needs 1o be pointed out in passing though,

that in the one day college which was selected for this study, transportation
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of students to schools did not need 1o be arranged by the college. At the time
of this investigation students were ailocated to schools which were within

their commuting distance.

Transport for lecturers

The time-table which places lecturers in each school on a particular day
should be drawn up and made available to the lecturers in good time.
Arrangemients regarding the transport of lecturers should comespond with
this time-table. This, of course, is dependent upon the type and nature of
transport available, as well as the distance between the college and

participating schoals.

Schools for student placements and group legders

This is usually a very difficult task because the subjects which students take at
college should correspond with subjects taught in the schools. Although this is not a
serious problem with junior primary student teachers, the placement of senior
primary student teachers could prove more problematic. This is in view of the fact
that senior primary student teachers cumently specialise in four teaching subjects,
qepending upon the grouping in each college. However, this is not the case in

schools because a teacher is expected to teach all the subjects.

What is important is that there should be a group leader for all students placed at a

particular school. This group leader should perform the following duties:

* be responsible for the general welfare of student teachers at his or her

school;
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* liaise between student teachers and the practising school and aiso between

the students and the college.

Pre - practice teaching conference

Colleges should, in consultation with participating schools, organise a conference
prior to practice teaching. The practice teaching committee should make
arrangements for this conference which principals, co-operating teachers, lecturers
and student representatives should attend. This conference should have the

foltowing objectives:

a to decide how student teachers will be supervised and evaluated, e.g.
whether marks will be awarded for each lesson or whether comments only
will be made;

a to iron out problems which co-operating teachers and students experience
during school -based practice teaching;

° to improve teaching practice;

o to discuss how student teachers will be disciplined should there be a viglation
of rules, e.g. abuse of chiidren, unexplained absence from school;

0 to determine how lecturers or co-operative teachers will be dealt with if they

neglect their duties.

Poiitical considerations

it is at the pre-practice teaching conference that this sensitive issue should
be dealt with. The fact that there are schodls in Inkatha Freedom Party (IFP)
controlled aress versus those in the African National Congress {(ANC)
controlled areas could influence school-based practice teaching. The issue
and importance of political non-partisanship should be understood clearly by

student teachers. Otherwise, if student teachers display their allegiance to

65



one political party while they are in schools, they can jeopardise the smooth
running of school-based practice teaching. This is a serious consideration if
one ceonsiders that the rivalry between the IFP and the ANC has spilled cver

into the schools in recent years.

The organisationa! procedures which are discussed in this section play a crucial role in

successful schoal-based practice teaching due to the following reasons:

> All stake holders become informed about practice teaching expectations.
The problem of conilict of expectations is minimised. Student teachers know
what is expected of them during practice teaching. Co-operative teachers
know exactly how to supervise student teachers. College lecturers also know

exactly what to do once they are in the schools.

» Besides effective communication alluded to above, the smooth running of
the practice teaching pregramme is likely to lead to a sense of
systematisation and order in the minds of student teachers. Things which are
done orderly and systematically are likely to influence the students' orderly
behaviour once hefshe qualifies as a teacher. The smaooth running of the
programme has thus to do with the development of a positive professional

attitude and waork ethos.

3.5 CRITERION FOUR: Ability to transfer theory to practice

The relationship between theory and practice in the preparation of teachers is a matter which
gives rise to problems in many education systems and is, at imes, a decisive factor between

theorists in the training institutions and classroom teachers in schools (KwaZulu Department

of Education and Culture, 195Q: 73).
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School-based practice teaching can only be effective if student teachers are able to refate
theory to practice. Colleges have the responsibility to provide opportunity, guidance and
assistance to student teachers to practice how to transfer their theoretical knowledge to
practice. In this respect competent, experienced and sympathetic supervising lecturers are
key persons. A close and positive relationship between the teacher educator and the student

as well as a clear understanding of each other's roles are important pre-requisites (Ibid: 73).

Persaud (1992: 82) and Thembela (1985: 1) are of the view that the way in which courses in
colleges of education are structured can cause problems when it comes to practicat
application. Theoretical courses are, for instance, delivered independently of one ancther to
students in a teacher education programme. This creates problems when students are

supposed to integrate and transfer theory to practice during school-based practice teaching.

The problem of theory practice dichotomy raised above has implications for divergent views
which different lecturers may hold regarding, for instance, how objectives should be stated.
The Didactics lecturer may insist on behavioural objectives, whereas the Subject Didactics
tecturer may be strongly against behavioural objectives. The problem of transfer of theary ta
practice can be further compounded if the campus-based practice teaching lecturers believe
that cbjectives can be left cut of the lesson preparation. On the cther hand, the supervisory
lecturer at school may want objectives to be stated in the form of a question and the

co-operative teacher may helieve that only a vague aim or goal is sufficient .

A situation like this may leave the student so confused that he or she ends up not seeing the
value of theoretical knowledge which was leamt at college and, as a result, the student
teacher rmay reject ali theoretical knowledge taught at the coliege. This means that the
student teacher will be locked in a cocoon where only primitive ideas about teaching become
the permanent status quo of the student's view of teaching. 1t is exactly this type of

unproductive and stagnant view of teaching and leaming theories which effective practice

teaching should prevent.
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Campus - based curricuium content

Faour methods which have been found to be particulary effective in accomplishing

meaningful transfer from theory to practice are:

a]

Lesson preparation

The formal teaching activity is seldom, if ever, the result of intuitive or
spontaneous activities by the teacher (Van der Stoep and Louw, 1984: 63).
Careful preparation of a fesson is a pre-conditicn for the success of a lesson.
Lesson preparation is a vehicle for the transfer of theory fo practice. The
amount of preparation a lesson receives will usually determine whether or

not the lesson achieves its purpose (Piek, 1984: 82).

Lesson preparation includes the following aspects:

2 selection and ordering of leaming content
A the introduction of teaching and leaming aids
J choice and use of teaching methods (van der Stoep and Louw, 1984:

63).

Student teachers should constantly be exposed to both theory and practice
of lesson preparation under the controlled conditions of campus-based
training. Peer group teaching could, for instance, ensure that student
teachers design lessons which find expression in the practical situation of the

classroom.
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Demoaonstration lessons

A demonstration lesson is usually a mode! lesson. Demonstrations by
experienced practitioners provide models for the [eamer to observe and take
note of. Demonstration lessons must also be supported by a cerlain amount
of information or theory in order that the leamerr understands what is being

done and why (Duminy, ef al., 1983: 30).

Before a demonstration lesson is conducted, the student should be given
enough theory so as to be able to observe the demonstration accurately and
to discuss and evaluate it afterwards. The student should then be given an
opportunity to practice the skill or behaviour himself during school-based

practice teaching. This could also be achieved through peer group teaching.

It needs to be pointed out that there is no perfect lesson. Demonstration
lessons should be so organised that there is time for critical evaluation of the
demonstration lessen as suggested above. A critique of a demonstration
lesson should highlight both the strong and the weak points of the lesson.
Demonstration lessons should thus be seen as a process of professional
growth for the one who has been conducting the lesson as weil as for those

who have been observing the delivery of instruction.

Educational media ( teaching and learning aids)

The theoretical aspects of educational media should be taught alongside
their practical application. Student teachers should not only be taught about
educational media, but they should also be afforded the opportunity to

handle and operate media as much as possible.
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Student teachers and lecturers should never forget that most of the schools
in which student teachers will begin their teaching careers have limited
facilities (Duminy ef al., 1983, 58). This includes lack of electricity (especially
in rural areas), a shortage of classroom space and desks, large groups of

pupils, shortage of textbooks and very limited duplicating facilities.

In view of the discrepancies cited above, student teachers should be
afforded an opportunity to make teaching aids so that they ieam to improvise
under these circumstances. All items which are made might only require
cheap matenals, but, if they are made with care and are looked after, they
will be excellent aids which will last for many years and which will eventually

form media kits (/bid. 58).

Micro - teaching (skills practice)

In micro-teaching a student teaches a small part of a lesson to a small group
of leamers. This is not a complete lesson but an episode within a full tesson.
It may last between five and ten minutes and concentrate on one teaching
skill: so it is a method of training student teachers intensively in the use of

certain skills (/dib.: 1).

The practice teaching skills or micro-teaching should be regarded as
preparation for the student teacher to improve competence in the preparation
of lessons. Although the students’ perforrmance of practice teaching is not
evaluated, it should contribute to the improvement of the standard of student
performance during school-based practice teaching (DET, 1980). The
advantage of microteaching is that it gives the student teachers the
opportunity to practice selected teaching skills in a scaled-down
non-threatening environment before they are exposed to the fulf rigors of the

classroom.
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Conceptually the pioneers of micro-teaching acknowledged their
indebtedness to the behavioural psychology of Skinner. His view was that
the process of gaining competency needs to be broken down into a large
number of small steps which can be achieved through systematic reinforcing

of behaviour (Soobiah, 1983: 4).

There are, however, a large variety of other methods which can supplement

these four, as has been expounded in chapter 2 (See section 2.4).

Theoretical Underpinning of Meaninaful Didactic Transfer

Tumey defines practice teaching as "that body of professional experience during which the

student applies, tests and constructs the theory which he is evolving, and during which he

further develaps his competence as a teacher” (1977: 32). This means that the chief purpose

of practice teaching is to lead each student to develop a didactically sound personal theory of

teaching which can only be achieved if three components of the students’ practice teaching

curriculum are well-orchestrated. viz.

a]

sl

cl

Theory {(about education, subject content and subject didactic content)
Campus - based Practice Teaching

School - based Practice Teaching.

Transfer from theory {0 practice is didactically meaningless if these three components remain

isolated from each cther, as shown in Figure 2.
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Figure 2: Isolation of theory, campus and school-based teaching practice.

CAMPUS-BASFD SCHOOL-BASED
PRACTICE TEACH!ND PRAGTICE TEACHING

Here the three components are compartmentalised, leaving vacuums or gaps in the
student's mind. The student may not see how one component relates to the others. The
student's personal theory of teaching is likely to be primitive because it is derived from the
student's memories of his/her school days. It is for this reason that some teachers end up
teaching as they were taught and therefore be responsible for the perpetuation of the status

quo.

Transfer also has [ittle meaning if college-leamed knowledge remains separate from
school-learned knowledge, even if there is some overlapping between the theoretical
component of the college and its campus-based practice teaching component. This situation

is illustrated in Figure 3.

Fiqure 3: Overlap of theory and campus-based practice teaching.

CAMPUS-BASED SCHOCL-BASED

PRACTICE TEACHING

PRACTICE TEACHING
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In terms of Figure 3, the student's theory of teaching is based upon the belief (so often
instilled by practising teachers), "Forget everything you have leamed at college - it's all
impractical, ideatistic stuff. At school things are done differently.” In this case the student
tends to shelve most knowledge acquired at college, thus compartmentalising school-based
knowiedge. The student plunges into the deep waters, trying to cope with the pressing daily
teaching demands without much understanding or direction. Many teachers’ theories of

teaching hardly develop once they find themselves in this situation.

The theory-practice transfer may be slightly more meaningful when college-leamed theory is
divorced from the other two components, provided that there is some continuity {overiap)
between campus-based and school-based practice teaching. This is conceptually illustrated

in Figure 4.

Fiqure 4: Overlap between campus and school-based practice teaching

CAMPUS-BASED SCHOOL-BASED

PRACTICE TEACHING PRACTICE TEACHING

In this case the student’s personal theory is, to a limited degree, informed by college -
leamed skills and techniques which give him some opportunity to solve teaching problems
which an unqualified teacher may be unable to solve. The separation of theory from practice,
however, may still leave most problems unresolved because a more profound understanding
of didactic values may be lacking. The student may, for example, use an overhead projector
and transparencies "comrectly”, as taught during campus-based practice teaching, but use

these aids in inapproprigte situations, or overuse them because knowledge of important
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didactic concepts (lesson structure, developmental stage of the child, need for socialisation,

etc.) will be lacking.

Meaningful didactic transfer from theory to practice can only occur if there is congruence,
compatibility and continuity between all three components. The most meaningful type of the

practice teaching course is one in which students:

al leamn a theoretical construct (e.q. rationale behind a specific lesson
structure)
b] practice on campus to put this construct into practice until they can

do it competently

cl practice at school to apply the construct in such a way that it makes
teaching effective (e.g. teach lessons at schoois which have been
prepared using the lesson structure taught). The desired situation is

conceptually depicted in Figure 5.

Figure &: Compatability and continuity between theory, campus and school-based

practice teaching

SSHOOL-BASED

PRACTICE TEACHING

74



in South Africa there are probably Practice Teaching Curmicula characterised by features of
all types illustrated in Figures 2 - 5. The crux of the paradigm being developed in this thesis,
however, is that there should be meaningful didactic transfer from theory to practice as

shown in Figure 5.

It stands to reason that, in a perfect world, the three circles representing theory, campus -
based practice teaching and schoal-hased practice teaching (see Figure. §) should collapse
into one. All the theory taught at cellege shouid be practised both on campus and in schools.
Unfortunatety this type of situation is almast impaossible to attain. The most that can be hoped
for is that student teachers should all experience meaningful didactic transfer during practice
teaching. No doubt some students will experience this to a smaller and others to a greater
extent, creating personal theories of teaching differentially. This notion is illustrated in Figure

6.

Figure &: Meaningful didactic transfer

OO O

Na meaningful didachic transfer.

Litte meaningfut didactic transfer.

Smai core of meaninghul didactic

Stucent with a superficiai personal Stuaent with 50 nadequate persosal transfer.
thegry of teacting. theory of teaching Studert with a reasonabie personal
theory of teaching.
Very week transier. Weak trapsfer, Moderats transfer
T=  Theoretical knowledge
Meaum core of meaminghul Large core of meaningful C= Campus—based Practice
chdactic ranser. didactc transfer. Teaching
. - 8= Schoolbased Practice
weil - devel Stucert wilh a nd pers i ;i
Studert with a deveioped profound personai Teaching
personal theory of waching. thecry of teaching.
Adequain transier Excelioat trassfor
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[t is also important to note that the shility of a student to transfer theory to practice is
dependent on many variables, such as the intelligence and character of the student, the
refationship between students, the structure of the college cumiculum and the quality of the
lecturers. It is important to realise, however, that all other criteria listed here (effective
partnership, college theoretical preparation, effective organisation, effective supervision and
time-on-task) are dependent on and determined by this pivotal criterion: the ability to

transfer theory to practice.

A didactically-justifiable paradigm for practice teaching should be one which would enable all
students to achieve meaningful didactic transfer from theory o practice. In terms of the
theory set out above, this means that an effective practice teaching course should have a
large core created by a strong integration of college-leamed theory, campus-based practice
teaching and school-based practice ieaching. This does not mean that all students will
develop profound personal theories of teaching (see Figure. 5). Each student is obviously a
unique individual with a unigue ability to transfer theory fo practice; some will develop weaker
personal theories and others stronger personal theories. However, if the course is based on a
didactic paradigm which strongly emphasises the necessity of a three-fold integration of the
three cumiculum components outliined here, the chances are that even weak students will
develop reasonable personal theories of teaching, while high achieving students may very
well emerge from the training with profound personal theories of teaching. In fact, if this
criterion .is met, it would be impossible for students to qualify as teachers if they have

superficial or inadequate personal theories of teaching (on the lines ilfustrated in Figure. 8).

3.6 CRITERION FIVE: Effective Supervision

There seems to be no doubt that the supervision of practice teaching is a vital element in the

process of pre-service teacher preparation.
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QOne question which this investigation will address is: Who should supervise practice teaching
- the co-operating teacher or the lecturer? The discussion below wilt therefore [ook into the
rale of the co-aperating teacher as well as that of the college lecturer. The view being
propagated is that the supervision of practice teaching can only be effective if both
co-operating teachers and college lecturers play their part during school-based practice

teaching.

3.6.1 Supervision by co-operating teachers

in chapter 2 the/ role and influence of the co-operating teacher as a master teacher was
discussed (see the Apprentice Approach sub-section 2.4.1). This shows that the supervision
of practice teaching has traditionally been done by teachers in schools since the inception of
teacher training. This is also parily in line with the Intemship Approach, as discussed in

chapter 2 {see sub-section 2.4.5).

The responsibility of the co-operating teacher during school-based practice teaching has
been highlighted by many research findings. For purposes of this thesis the following

research is quoted:

Dow (1979: 197) reports that "if teaching practice is the linchpin in a course of teacher
educsation, it follows that teachers in practice schoals have a central place. It is not only
inevitable that this should be so: it is also desirable.” This is important if one takes into
account that co-operating teachers naturally spend more time with student teachers in

schools, particularly in the classroom.

Govender (1988: 28) also emphasises the influence of co-operating teachers when he says:
"the most significant person in practice teaching is the teacher to whom the student is

attached. In many ways he holds the key to the student's success in teaching practice



because of his direct and continuous influence during the block teaching periods”. He

hastens to mention that this may not be the case because of the following reasons:

b some teachers regard feaching practice as an intrusion into their scheme of

things which disrupts their ptanned instructional activities;

. many teachers find it cumbersome 1o assist and guide students in planning
and preparation in heiping with resource material, supervision and

assessment of lessons and having post-teaching conferences with students;

. there are many young and inexpetienced teachers who have no supervisory
expertise {o guide the students. Above all, they do not know what is

expected of them in the supervision and evaluation of students;

* consequently, such teachers tend to give unrealistically high assessments
and leave the student with no scope for growth and development (Govender

1988: 28)

Despite the above stated problems regarding the supervision of practice teaching by

co-operating teachers, the following roles have been defined:

n to familiarise the student teacher with expectations;

= to orient the student teacher to school;

- to plan a programme for the student teacher during teaching practice;

n to structure teaching practice to enable the student teacher to progress from

the simple to the more complex aclivities;
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= to outline objectives and lessons to be taught ;

» to demonstrate teaching techniques;

" to assist with planning;

= to provide resource material;

n to explain and demonstrate the implementation of classroom organisation,

management and cantrol strategies;

s to observe students' lessons;

n to analyse students' performances and provide a feedback to the student an

a formative basis;

= to encourage a distinctive personal style by engaging in a variety of teaching

tasks and cansistently utilising self-evaluation:

. to complete an evaluation profile to be submitted at the end of practice

teaching (Govender 1988: 28).

Unlike the medical, legal and ather professions, it seems as if teaching has yet to assume
professional status in South Africa. The awareness of belonging to a profession is built into
the programme of a medical student, a law student or an engineering studemnt. The argument
being advanced here is that there is very little in our teacher education programmes that can
make our students feel that they are preparing for a profession (Falayajo, 1976: 299).
Although professionalisation of teaching is not the subject of this thesis, the view that is held
here is that practice teaching is the most obviously professional aspect of our teacher

education programme. The role of co-operating teachers is critical in any effort at the
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professionalisation of teaching. The supervision of student teachers by co-operating teachers

during school-based practice teaching shoutd he done in a professional way.

3.6.2 Supervision by college lecturers

Research findings support the idea that college lecturers should occupy a visible role in the

supervision of practice teaching (Nel, 1981: 123; Govender, 19388: 27).

in most teacher education instiutions in 1his country, practice teaching is more assessment-
oriented than guidance-oriented (Govender, 1888: 27). Student teachers have to be
assessed 1o fulfit the practice teaching requirements. The supervisory lecturers are assigned
a certain number of students to be assessed during practice teaching. Three factors
regarding supervision by coilege lecturers are noteworthy, viz. common problems, clinical

supervision and self-evaluation.

3.6.2.1 COMMON PROBLEMS

When practice teaching supervision is done by college iecturers the following two problems

usually arise:

* Large number of student teachers to be supervised by each lecturer.

The following statistics regarding evaluation of student teachers in one

KwaZuly college indicate the magnitude of the problem of large student

numbers.
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Period for practice teaching 13 to 26 July

Number of days: 10
Staff available for evaluation: 37
Number of students to be evaluated: 266
Number of lessons evajuated: 1467
Average number of lessons per evaluatof 40:

{(Walters, 1988: 22)

in view of the picture painted above, Govender (1988: 27) is apparently
correct to maintain that because of large student numbers there is little time
for proper diagnosis, analysis and post-teaching discussion and immediate

follow-up.

Non-specialist supervisory lecturers.

It Chapter 1 (see section 1.3.4 [c]) the problem of practice teaching
supervision by lecturers wha are not experts in particular subjects was
raised. The possibility of this state of affairs cannot be discounted in a
situation where college lecturers have to contend with large numbers of
students to be evaluated. In some institutions the education lecturers are
required to supervise students on teaching practice even though they do not
have the necessary expertise in particular subjects. The danger here is that
the students may not get the expert guidance of the specialist and also may
get away by presenting wrong subject matter in a dynamic way (Govender

1588: 27).

For practice teaching 10 be effective it should be done by lecturers who are
familiar with both the content and subject didactics of the subject in question.
If fecturers evaluate subjects in which they have no experlise, #t stands to

reason that student teachers will benefit isss from the evaluation than if
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lecturers are fully au faif with the theoretical and practical aspects of that

specific study field.

3.6.2.2 CLINICAL SUPERVISION

Whether practice teaching is done by co-operating teachers or supervisory lectures, clinical
supervision should be an important part of student development. This form of supervision
assumes various forms and stages according to different authorities (Oliva, 1993: 483). What

is important regarding clinical supervision is that

- there is some kind of contract or communication with the supervisor

prior to lesson cbservation;

- there is some kind of classroom observation; and

- there is some kind of follow-up of the observation. For purposes of

this investigation the stages in clinical observation can be depicted

as indicated in Figure 7.

Figure. 7: Clinical supervision

; FOLLOW-UP
PRE - CONFERENCE } ( OBSERVATION l L DISCUSSION 1
J
3.6.2.3 STUDENT SELF-EVALUATION

Student teachers shouid be afforded the opportunity to develop their own practical evaluation
skills. In this regard the six questions listed by Ashton et al. (1983: 41) can be used as
perceptual jumping beards to assist students in acquiring souna self-evaluation habits. At the

end of each lesson a student should ask himself the following questions:
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e What did the pupils actually do?

o What were they leaming?

o How worthwhile was it?

o What did | do?

] What did | leam?

O What do | intend to do now? {Ashton et al., 1983: 41).

Self-evaluation can also be useful in discovering how realistic student perceptions are of their
own teaching and how much their appraisals differ from the appraisals of the co-operating
teachers or college lecturers. Both co-operating teachers and college lecturers should guide

student teachers in evaluating their own lessons.

The importance of self-evaluation during practice teaching has the following long term

advantages:

v Student empowerment

Self evaluation leads to student empowerment because students have a say
in their evaluation. Student empowerment goes hand in hand with
democratic values. Teachers have the responsibility to hetp children to grow
up to be empowered citizens who are able and willing to participate fully and
intelligently in a democracy. in South Africa #t seems urgent that children
should grow up dedicated to the worth and dignity of each individual, to
recognise the need to balance the rights of the individual against the rights of
the rest of the society, and to value and work towards the democratic ideal of
equity (Ross ef al., 1983: 5). Van der Stoep and Louw (1984: 159) seem o
support this view when they contend that the spirit of the age and morai
order of society form the background against which the child's education

must be projected. The same holds true for student teachers. Self-evaluation
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of student teachers is thus recommended since it means student

empowerment.

Reflective teaching

Reflective teaching is a technique of analyéing one’s teaching skills
(Cruickshank, 1985: 704). Selif-evaluation during practice teaching will
enable students to develop an attitude of analysing their own teaching, i.e.
reflective teaching. This will in turn help them to sharpen their perceptions of
everyday realities of their teaching when they become teachers. Reflective
teaching has the advantage of making teachers critical of their own teaching.
Advocates of this position argue that the responsibilities of teachers have
been too namowly defined and that only by helping teachers to see
themselves as bearers of critical knowledge, rules and values, through which
they can problematise the fundamental relationships of teaching and
leamning, can we hope to change the disabling image of teachers as primarily
technicians or public servanis whose role is to implement rather than to

conceptualise pedagegic practice (Giroux and McLaren, 1987: 279).

Ross ef al. (1893; 19) present the following cycle of reflective teaching as shown in Figure 8.

Fiqure 8 :

Cycle of reflective teaching

/ Plan \

Make

adjustments Act

\ Observe /

Acapted from Ross et 2l (1953)
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During the planning process {plan) the teacher makes a decision regarding a problem
solution strategy. The next step is the implementation of a plan (act), observe what happens
{observe) and make judgements about the relative success or failure of the plan in terms of

goals and sthical commitments (make adjustments).

3.7 CRITERION SIX: Time-on-task

This refers to the quality use of time by student teachers during school-based practice
teaching. The opposite of quality use of time is stagnant time. This is when student teachers
are physically and mentally uninvolved or inactive or when they do things in a robot-like
fashion without finding meaning or fulfiiment out of it all. Combs et al. express this idea very
well when they state: "The effective teacher must be somebody. He is not a passive baby
sitter meekly following instructions ... Neither does he hide behind his subject matter and
pour out objective.facts like a robot.” (1974: 80). Quality time during practice teaching is that
time when the student teachers modify their own beliefs and understandings of their own
pupils and themselves in such a way that personal exploration, discovery of meaning and

growth occur.

In this section quality of time will be discussed in relation to approaches discussed in

-

Chapter 2.

3.7.1 QUALITY OF TIME IN THE APPRENTICESHIP APPROACH

In this approach quality of time means the time the student teacher spends imitating the
master teacher. The purpose of practice teaching in this approach is to give the student as
much experience as pessible with the master teacher atways in attendance. This concept of
quality of time is questionable because the master teacher is likely to try to place too much

emphasis on imitation. The master teacher would, for instance, try to make the student into
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the same kind of teacher as he or she is, not leaving enough room for the student to develop
his or her own unique style. "It simply does nct follow that what is good for the expert is good

for the novice toQ" (Combs, ef al. 1974: 4),

The advantage of this perception of the quality of time is that the student receives many
demanstration lessons from the teacher - an element which may be lacking in other

approaches. This benefit of the apprentice approach should not be ignored.

3.7.2 QUALITY OF TIME IN THE CBTE APPROACH

In terms of this approach the quality of time is related to the help that is given to students to
master specific skills, e.g. classroom management. The purpose of practice teaching is to

enable student teachers to acquire specific classroom skills.

In CBTE use of quality time is controversial because there are many variables which effect
teaching and iear;ﬁng in the classroom. The emphasis of this approach on skills undermines
the whole accountability process and invalidates many research findings, especially at a level
of leaming outcomes (Tait, 1988: 79). Another misconception is that a good teacher is one
who spends time in class demonstrating technical skills. The creative freedom of a teacher is

likely to be impeded since CBTE tends to dehumanise education.

The advantage conceming the perception of quality time in the CBTE approach is that it is
possible to develop particular skills under controlled conditions. Micro-teaching is one
skills-based aspect of relating theory to practice. Quality time in this case would be related to

the skills which a student teacher acquires.
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3.7.3 QUALITY-TIME IN THE HUMANISTIC APPROACH

in the humanistic appreach quality time relates to the growth which is displayed by student
teachers as a result of practice teaching. The needs of each student are thus of paramount
importance according to this approach. Quality time can be realised by assigning a group of
students to a tutor or co-operating teacher for a sustained period in order to foster
develepment of a trusting relationship. This would have to be provided for in the cumiculum.
Emphasis in the groups is on counselling and support and developing a 'know thyself

philosophy (Combs, et al. 1976: 110).

Quality in terms of time could be affected by cost factors, especially in terms of school
placements. This becomes serious if one considers that teachers in schools generally have
little or no training in counselling skills and humanistic psychology (Du Plessis, 1985: 49).

Even college lecturers sometimes lack expertise in this regard.

The advantage conceming quality time in the humanistic approach is that the affective
domain of student teachers is attended to. The affective parameters of becoming a teacher
are concemed with the feelings and emotions which allow a teacher to say " teach. 1 am a
good teacher. | am accepted as a teacher and | am proud of being a good teacher® (Davis,
1981: 69).

in support of his contention, Davis points to evidence which suggests that "at the
pre-service student ieaching and first year teacher stages of preparation, the affective

domain may take precedence over the cognitive domain in shaping teachers' perception of

their ability (1981: 76).
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3.7.4 QUALITY TIME IN THE IT-INSET APPROACH

in terms of this approach quality use of time is related to the working relationship between
teachers, students and college personnel on a particular aspect of the curriculum. In other
words, the purpose of practice teaching is 1o break the isolation of being a class teacher, a
student of practice teaching or a supervising lecturer. The concept of quality time is
guestionable at a iogistic level. Is &, for instance, not possible that more time can be spent on

the logistics of the exercise rather than on the implementation of the programme?

The dividends of the use of quality time however, can be realised in the renewal of the school
system. This is 'possib!e because the input of the student, the teacher and college lecturer

can assist in the process of curriculum development.

3.7.5 QUALITY TIME IN THE INTERNSHIP APPROACH

Quality time in this approach means more time which student teachers spend in schools
practising the art of teaching under the guidance of practising teachers. The purpose of
practice teaching is thus to provide the student teachers with school reality over a prolonged

period.

The concept of quality time could be problematic in a situation where there is a prolongation
of practice teaching when teachers in schools have not been trained in supervision of
practice teaching. Prolonging the students’ stay at schocl under such conditions could be a
waste of time rather than quality time. This could lead to miseducative experiences by the

students.

The advantage, though, is that prolonged practice in school could enrich the students’

experiences about the finer points of a didactic situation and school reality. The assumption
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here is that students will be able to test most of their theoretical assumptions over a long

period of school experience.

3.76 QUALITY TIME IN THIS STUDY

in this study quality time implies the integration of the major elements of the approaches

discussed above. This is explained below.

First, an effective school-based practice teaching programme should give a studemnt teacher
as much practice as possible with an experienced {master) teacher. The apprenticeship

approach shoul& thus have some place.

Seconq, it is argued that no teacher can be effective unless he possesses particular skills to
handle the realities of the classroom. The CBTE approach should be catered for in the

practice teaching curmiculum.

Third, the centrality of student teachers and the need for them to establish a proper working
relationship with tutors is acknowledged in this study. No practice teaching curriculum can be
effective if this is not taken into account. This, obviously, implies elements from the

Humanistic Approach.

Fourth, Greater collaborative action has the potential to change the pattemn of teachers
working in isolation in closed cellular classroom unity. This is catered for by the IT-INSET
approach. This study realises that quality time is aftainable if some IT-INSET elements are

part of the practice teaching cumricuium.
Fifth, prolonged exposure to the realities of the school situation is acknowledged with

reference to qualitative aspects of time in this study. The Intemship Approach should

therefore also have a role to play if practice teaching is 1o be effective.
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3.8 CONCLUSION

The six criteria discussed above will form the basis of the proposed didactic paradigm for
practice teaching. It is hoped that the products of such a cumiculum will not only unlock
reality for the leamers, but that leamers will be taught in such a manner that the content
becomes part of their lives. This is possible if the unlocking of reality takes intc account the

elermentals as well as the fundamentals in the teaching-leaming situation.
Such a cumriculum should mould the character of student teachers so that they are in line with

the norms and values that are expected of a qualified teacher, notwithstanding the fact that

spontaneity is essential in a teaching situation.
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CHAPTER 4

THEORETICAL DIDACTIC CONSTRUCTS

OF A PRACTICE TEACHING CURRICULUM

4.1 INTRODUCTION

It was armgued in Chapter 3 that college theoretical preparation should form the basis for
school-based practice teaching. In this chapter some fundamental features which should

form the theoretical basis for school-based practice teaching will be outlined. This is reflected

in Figure 9.
Fiqure 9 : The relationship between didactic theory and practice teaching
Didactic theory

Needs assessment
Aims and objectives
Content

Teaching strategy
tudent in teacher —————»  Practice

Lesson preparation education programme

Teaching
Classroom procedure
and organisation

Evaluation
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The above diagram depicts didactic theory in reiation to practice teaching. A student teacher
in a teacher education programme should be thoroughly acquainted with didactic theory
which informs classroom teaching during practice teaching. The relationship between theory
ana practice lies in the fact that theory forms the basis for teaching. Student teachers shouid

be will-grounded in didactic theory before they are sent out to schools for practice teaching.

In this thesis the points listed under Didactic Theory in Figure 9 are called didactic
constructs. The rest of this chapter will centre upon the seven didactic constructs which
underpin the paradigm: needs assessment, aims and objectives, content, teaching strategy,
lesson preparation, classroom procedure and evaluation (see Figure 9). Each construct will

be discussed undeer three subheadings, namely:

- description of the construct
- significance of the construct
= Themes to be included in the curricuium

4.2 NEEDS ASSESSMENT

4.2.1 DESCRIPTION OF THE CONSTRUCT:
NEEDS ASSESSMENT

Different authors describe needs assessment in different ways. In order to gain clarty

regarding nseds assessment the following authors' views will be revisited.

a) Kriiger and Mifler (1988: 24-25, 28-33)

These authors use terms such as "situation analysis™, "determining the needs"and

“the entry situation” to refer to needs assessment. Kriiger and Mdller maintain that
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each teaching-leaming situation is aimed at a certain need. There are the needs of
the pupils as well as societal needs. This demands a thorough analysis of the
teaching-leaming situation, hence the situation analysis. The pupiis’ entry situation is
the termn used when the entry level, as well as the pupils' ability to give meaning to
the didactic demands of the classroom, are determined (Kriiger and Miiller, 1988:

25).

b. Davis {1881; 128-133)

Davis (1981: 128) views needs assessment as the basis from which all instruction
and leaming spring. it is regarded as an essential step in the planning process which

involves identifying needs, sefting priorities, and selecting strategies. The emphasis

here is on the needs of leamers and iearning.

cl Van der Stoep and Louw (1984: 212-213)

These authors refer to level of readiness and disposition of the leamer. They feel that
leamers should be inteliectually and affectively ready for the content to be effectively
presented. For these authors needs assessment means assessing the level of
readiness and disposition of the leamer (Van der Stoep and Louw, 1984: 212 - 213).

dl] Fraser et al. (1980: 84)

Fraser ef al. are of the view that situation analysis should include the foliowing five

important variables:
. the leamer
- the tutor
. the leaming content

83



e]

society

the didactic environment (Fraser et al.., 1990: 84).

(1991: 34)

Yule (1991: 34) uses the term analysis of the present situation to refer to needs

assessment. He suggests that the teacher should ask the following questions:

f Conclusion

What is the background of the pupils?

What are their present skills?

What is the number of pupils in the class?

What is their motivation towards ieaming the subject?

How available are various teaching aids and media?

Is the teacher skilled to use them?

How much time is available to compilete the task?

What effect will the compietion of the task have on the teacher
himself, the pupils, his colleagues, the principal or parents?
What support (pupils, colieagues, services) is necessary and
available to attemnpt the task?

What means can be identified to achieve the set goals and/or

objectives?

Even though the above authors describe needs assessment from different angles, what is

apparent is that needs assessment refers to the totality of the factors which are likely to

affect the teaching-leaming situation. These factors can be summarised as follows:

*

the pupil's background



. the pupil's prior knowledge

. the nature of pupil

. cuftural and environmental factors

. the teacher and his/ her personality

. the anticipated and real entry situation of the pupil

In as far as this study is concemed all these factors should comprise needs assessment.
Needs assessment is the most important didactic construct because it forms the basis for
other constructs. If something, for instance, goes wiong with the Jesson at this level it is likely
that the whole lesson will not go well. That is why it concems a reflection on all the factors
and variables which impose conditions and limitations on, and provide guidelines for, the
meaningful implementation of didactic activities in the didactic situation (Fraser ef al.., 1990:

188).

4.2.2 THE SIGNIFICANCE OF NEEDS ASSESSMENT

It is necessary that student teachers should be taught needs assessment in their practice

teaching curriculum due to the following reasons:

a] Needs assessment affects obiectives

Each lesson should have particular objectives to be achieved at the end of it
Objectives should, however, take into account the pupil's entry situation, hence the
significance of needs assessment. The objectives for the teaching of English
vocabulary, for example, should take into account the age of pupils, their
inteliigence, the teacher's teaching style, as well as cultural and environmental
factors. Student teachers should also know that the objectives for the English

vocabuiary for Std. 2 may nct be the sarne as those for Std. 6. Even objectives of a
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lesson for English speaking pupils may differ from those for non-English speaking

pupils.

b] Needs assessment affects content

The very question: "Which leaming content do | intend to present?” signifies the
importance of needs assessment in as far as the content is concemed. The content
which is taught to the leamers determines needs assessment. A mathematics fesson
will have a different focus for needs assessment when compared with a history

lesson.

c] Needs assessment affects methods

The challenge for any student teacher is to present the leaming content so that pupils
will be eager to know more about it. The method which is used should take into

account the entry situation of the feamers.

The method of teaching slow leamers should be different from that of teaching gifted
pupils. Teachers should, for instance, allow longer time for answers from slow
leamers, and this can be accommodated if the teacher has done needs assessment.

Needs assessment can help a teacher to understand the type of pupils he or she is

dealing with.

The use of inductive and deductive methods of teaching has implications for needs
assessment; hence the siage of development of leamers. Van der Stoep and Louw
(1984: 99) are of the view that the deductive method is convenient for younger
children because the operation is directed by the child's spontaneous affective
approach to the surrcunding reality. The child's practical-active form of existence is

clearly reflected in the quality of generalisation which is so characteristic of the



deductive approach. On the other hand, the inductive approach is said to be far more

effective for more advanced children.

d] Needs assessment affects evaluation

Evaluation has got to do with the question: "What was the result of my teaching?” If
teaching results are positive they are usually accepted and no further explanation is
sought. If the result is negative it justifies a thorough investigation to determine the
reason for the unexpectedly poor achievement. Such an investigation takes place

during the post-interactive lesson phase (Kriiger and Miller, 1988: 154).

The pupils' entry situation will influence evaluation. Evaluation will, for instance,
show whether the pupils' anticipated situation was realisticaily anticipated. The pupils’
underachievement in a lesson could, for instance, have been due to inadegquate prior
knowledge of the subject, thus indicating that the previous lesson had also been

unsuccessful.

if student teachers have this theoretical background in their teaching course it does
appear that they will be better teachers. The importance of needs assessment as a

didactic construct cannot be over-emphasised.

4.2.3 NEEDS ASSESSMENT:

TOPICS TO BE INCLUDED IN THE CURRICULUM

a] Reality shock: The theoretical preparation of student teachers should be
such that it prepares them for reality shock (practice shock). Students
should, for instance, be taught that needs assessment is unfortunately
sometimes neglected in schools where the emphasis is on finishing the

syliabus. This appears to be the case particutarly in black schools.
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Cultural and environmenta! factors in which teaching takes place. The
following is a source which could be consulted on this topic: Duminy and

Sihnge (1986: 6, 40 - 43).

How do pupils' profiles analyses effect teaching e.g. how many low SES?

How many middle SES? How many high SES? (Persaud, 1892: 14).

How to determine the leaming styles of pupils e.g. doers, feelers, observers

and conceptualisers. (Persaud, 1992; 14).

The importance of needs assessment. Davis (1981: 128 - 133); Yule (19¢1:

34); Lorber and Pierce {1983: 68 - 78).

4.3 AIMS AND OBJECTIVES

4.3.1 DESCRIPTION OF THE CONSTRUCT: AIMS AND OBJECTIVES

In this study aims are seen as long tefm geais which a particular iesson hopes to realise.

Duminy and Sohnge (1586: 89) do not distinguish between aims and objectives. Yet in this

study it is accepted that aims direct objectives because they are broader in nature; they are

stated in more abstract and vague terms and concem more distam expectations e.g. “to help

the pupils to understand and appreciate the importance of climate in their lives”.

Obijectives are defined as what the leamer should be able to do after leaming has taken

place. They give a clear indication of the subject content by way of which leaming takes

place e.g. "the pupiis will, at the end of the pericd, be able to read the temperature on an

ordinary Celsius thermometer”.
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There are behavioural and non-behavioural objectives in teaching, as described, for instance,

by Cohen and Manion (1977: 47 - 52).

4.3.2 THE SIGNIFICANCE OF AIMS AND OBJECTIVES

al Aims make student teachers aware of fong teom teaching goals

That education can only be realised through teaching cannct be overemphasised.
Van der Stoep et al.. (1973: 7) quite rightly state that educators are, in the main, able
to achieve their goal by their intensive teaching of children. This implies that student
teacheré should know about particular teaching aims which will be based on the
educative aims. For instance, general pedagogic aims give rise to subject content
aims. The aims which are found in the syllabus of a particular subject should be
related to broader educative and teaching aims. Stuant (1985: 36) puts this agument
in perspective when he says: "The realisation of the syllabus aims contributes ta the
child's gra'duai mastering of the life content by which adults live which allows him to

move closer to proper adulthood”.

b} Objectives enable student teachers to be precise in the formulation of lesson

. obijectives

The cbjectives of a lesson, especially behavioural objetives, specify precisely what

the pupils need to learn in the lesson. Piek (1984: 63) reports that, when writing

teaching objectives, the teacher needs to specify the following:

v what pupils will be able to do at the end of the lesson

v the important conditions under which the performance will occur; and
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v criteria for the performance - how it will be observed and perhaps

measured.

c] Cbiectives serve as a quide for seiection and presenting leaming content

The objectives stipulate what is expected of the pupils in order {o prove that they
have acquired a portion of leaming content. Being clear about objectives will help the
student teacher decide which conteni, how much content (selection) and in what

order {organisation) to present it (Kriger and Miiller, 1988: 40).

The way in which content is presented is related to the objectives which have been
set. If pupils are largely expected to reproduce the content at the end of the lesson,
the lecture method would probably be used. If the objective requires application,

methods of teaching which encourages insight would be used.

d] Aims and obiective encourage purposeful teaching

If aims and objectives are not properly taught in the practice teaching curriculum, it is
possibie that student teachers can teach lesscns which are without any purpose.
‘Student teachers should not only be taught about lesson aims and objectives, but
they should also practice writing them. Enough time should be set aside for practice.

Purpose in teaching should also mean that student teachers are sensitised by the
rationale behind some of the aims. For instance, what could be the reason for

studying the Magna Carta and not the Freedom Charter in South Africa?

e] Obiectives serve as motivators to ieamers

When the teacher tells the pupils what the objectives of the lesson are, pupils are

more likely to be motivated. This could be the case if the pupils are told about the
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4.3.3

objectives of a lesson at the beginning. Fraser ef al.. {1980: 56) take this argument
further when they say: "Clear objectives alone contribute little to motivating leamers,
but the design and announcement of interesting and striking leaming outcomes in the
future should motivate leamers®. Objectives should thus be such that they offer

chalienges and possibilities, as well as being relevant to the future,

f] Objectives promote rational and scientific teaching

Van der Stoep and Louw (1984: 58, 64) refer to rationality as a didactic criterion and
to the scientific character as a didactic principle. When student teachers practice the
application of objectives in their didactic designs their teaching will not be based on
intuition. Without clear abjectives student teachers are likely to be haphazard in their

teaching. In this case there may be lack of harmony between form and content.

AIMS AND OBJECTIVES:
TOPICS TO BE INCLUDED IN THE CURRICULUM

* Educative teaching and {eamning aims as advocated by the following authors:
Van der Stoep and Louw (1984 127 - 8), Stuart (1985: 36), McFarfand

(1973: 51 - 52).

* Classification of leaming objectives, Lorber and Plerce (1983: 40 - 64);

Stuart (1985: 39 - 45)

* Behavioura! and non-behavicurat objectives, Cohen and Manion

(1977: 41-52)

2 Criteria for evaluating objectives, Krilger and Mitler (1988: 42 - 43).
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44 CONTENT
4.4.1 DESCRIPTION OF THE CONSTRUCT: CONTENT

Content refers to that which is presented at schoal in the form of the curfculum (Stuart,
1985: 23). In this way the curriculum is viewed as a document wherein the content is
included. This is, of course, a limited view of the cumiculurn because it does not include the

hidden aspects of the curriculum.

Every education department has a list of subjects to be taught, as well as its approved syilabi
(which are often accompanied by detailed manuais). Content occupies a central place in the
teaching leaming situation because all suggested experiences are realised through content.
The following authors seem to be in line with this description of content: Duminy and Séhnge

(1986: 99), Kriiger and Miiller (1988: 56), Arends (19888: 107 - 109).

Whilst the researcher accepts the above description of content as given, it is felt that there
are hidden aspects of the cumicuium which find expression in the content, as explained in the
first paragraph. Although the hidden curriculum usually has limited outcomes, it does affect

the way in which it is received by the leamer as well as its impact on the leamer. The holistic
view of the curriculum which takes into account the overt and covert aspects of it is adopted

far purposes of this study.

442 THE SIGNIFICANCE OF CONTENT

al It acts as a vehicle to accomplish objectives

Lorber and Pierce (1883: 87) suppori this view when they contend that content
consists of the basic information the student will need to achieve the objective. If the
aim of education is to reach adulthood, content offers the child the oppertunity to

understand the values and nomms which are valid in the living world of adults.
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bl To fill the gaps in the mind of the leamer

If the content is properly selected it will help in filling the gaps in the minds of the
leamer. Proper selection of coment should also link up with the entry situation as well
as the anticipated situation of the leamer. If student teachers do not have this
theoretical understanding it is likely that their selection and sequencing of content

wouid be didactically unsound.

¢l Content influences method and evaluation

The method of teaching mathematics is different from that of teaching English due to
the difference in content of these subjects. In this way the method which is used is
influenced by content. The challenge for the teacher is to combine leaming content
with method in a meaningful way so as to optimally realise the abjective (Kriliger a_nd

Miiller, 1988: 59).

When lesson evaluation takes place the teacher should ask the following question:
"Was the leaming content selected and organised judiciously?” In this way evaluation
will be influenced by content. This also implies that there is a relationship between
the lesson objective, content and evaluation. Evaluation basically means establishing

whether the lesson objective Is being realised.

d] Content enables teachers to implemernt the syilabus

The relationship between the syllabus and content has already been suggested (see
a] above). What is taught (content) appears in the syllabus. The syllabus therefore
cannct exist without content. The syllabus serves as a guideline for compiling a
scheme of work which is a systematic arrangement of the syllabus into specific units

of work. It is necessary to mention that a teacher can use the content to implement
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the syitabus if he knows the content. “When this pillar of content is weak, it must

certainly affect the whole building of efficient teaching...” (Duminy et al.. 1960: 96).

e] Teachers must leam the sequencing of content in order to teach logically

Content is normally presented in different phases. These phases are: the introductory
phase, the middle phase and the closing phase (Stuart, 1985; 57). The significance
of content lies in the fact that the sequencing of content must be logical . A teacher
may not start the lesson with a closing phase without attending to the introductory
phase of a lesson. These phases are also complementary t0 each other, which is
why these phases do not have to be concluded in one period. Whilst they should

form part of a lesson during each period they form a link with other lessons.

The actualisation of the prior knowledge, for example, implies that a pupil is already
in possession of some pre-knowledge which can link up with the new lesson theme.
In this case the teacher will have to make use of knowiedge already gained from

previous {essans.

Student teachers shouid not only leam the content but it is important that they ieam

how to organise it in order that they teach logically.

1 Deductive and inductive ordering of content helps student teachers to
become flexible and therefore able to adjust according to the needs of the

siuation.
The teacher chooses 10 use the deduclive or inductive approach to teaching in

accordance with the dictates of the situation. The nature of the leaming content, the

readiness of the child, the teaching conditions, the available teaching and leaming
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4.4.3

aids, the time available etc., are all factors which influence the choice of

methodological principles (Van der Stoep and Louw, 1884: 100).

Certain subjects such as mathematics or science can be understood effectively by
means of the inductive approach. This approach is relevant for younger children
because the expioration is camed out or directed by the child's spontaneous
approach to the surrounding reality. The deductive ordering of cantent is usually
censidered to be more effective for more advanced children. Flexibility anises in a
didactic situation when the teacher knows the right conditions for the application of

either approach.
CONTENT: TOPICS TO BE INCLUDED IN THE CURRICULUM

C How to draw schemes of work: Cohen and Manion (1977: 56 - 61); Duminy

and Sothnge (1886: 105); Piek (1984: 29 - 80).

o Content of teaching subjects: Van der Stoep and Van der Stoep (1973: 30 -

35Y); Durniny and Séhnge (1986: 10); Van der Stoep and Louw (1984: 41-42).

Q Reduction of leamning content Stuart (1985: 17 - 20), Van der Stoep and

Louw (1984: 129 - 130).

o Deductive and inductive ordering of materials: Van der Stoep and Louw

(1984: 99 - 100).

105



4.5 TEACHING STRATEGIES

4.5.1 DESCRIPTION OF THE CONSTRUCT:

TEACHING STRATEGY

In this study teaching strategy refers to the overall plan the teacher wishes to camy out in
order to transmit leaming content (Kriger and Mdller, 1888: 78). This overall plan of action
suggests a particular teaching approach called a strategy. The strategy which a teacher

selects will be in accordance with the approach adopted in the lesson.

Didactic ground forms are viewed as part of the teaching strategies as Van der Stoep and
Louw (1984: 171) suggest. They are employed in the act of teaching with the direct aim of

making content available to the child.

Teaching methods are pant of the teaching strategy according to Eliot (1984: 31). When one
discusses a feaching method, the idea of a teaching strategy is inescapabie. Duminy and

Sohnge (1986: 56) view a teaching method as a variety of classroom activities planned by

the teacher for a particular lesson.

The view taken in this study is that the {eaching sirategy has both the method of teaching
and didactic ground forms as part of it. Van der Stoep and Louw (1984: 89) have identified

didactic ground forms with certain teaching methods as refiected below:

i piay: drill or exercise, demonstration, experimentation, question
and answer
A conversation:  question and answer, narrative, demonstration, free activity
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(1

example: experimenting, handbock (textbook), demonstration, drill or

exercise, question and answer

instruction: texthook. drill or exercise, experimentation, narrative,

demonstration, question and answer

A teaching strategy which a teacher adopts will thus take into account both the method of

teaching and didactic ground forms.

4.5.2 THE SIGNIFICANCE OF TEACHING STRATEGIES

al

b

To give direction to the lesson

A weli-thought-out teaching strategy enables a teacher to know the direction
which the lesson should take. If a teacher wants to adopt a strategy which
will bring about pupit participation, such participation will not be haphazard if
it is part of the overall plan and direction which the lesson should take. if the

lesson has a clear direction pupils are likely to leamn optimally.

it enables a teacher to adopt a holistic approach to lessan preparation

When a teacher prepares a lesson he/she should look at it holistically. It is
the teaching strategy which enables him to do this. Since the teaching
strategy is part of the overall plan which the teacher camies out in

transmitting content, it enables him/her {o look at all the facets of a fesson.
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When one wants to adopt a teaching strategy for a lesson on "Expansion of
metal due to heat", one has to bear the following ingredients of the lesson in

mind:

- What is the entry tevel of leamers?

- Which teaching aids should be used?

- In which activities shou!d pupils be engaged during a iesson?

- Is my method in accordance with objectives as well as the outcome

of alesson?

These are the questions which enable a teacher to adopt a holistic view
about a lesson. It is thus important that student teachers should leam about

different strategies and their application in the classroom.

It creates opportunities for individualisation

"Learning is an individual matter. Each individual is a unique product of his
heredity and environment, and therefore teaching methods must be devised
which will allow for these individual differences” (Eliot, 1884: 31). This
quotation implies that a teaching strategy should take into account pupil's
characteristics. Individuals in the classroom are motivated by certain needs
which determine their interests. Teachers must try to appeal to these
imerests and help studenis to want to learn. Behr (1971: 138) also expresses
the firm view that it is possible to provide for pupils of different inteliectual

ability in the ordinary classroom situation.
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4.5.3 TEACHING STRATEGIES:
TOPICS TO BE INCLUDED IN THE CURRICULUM

Didactic ground forms should be included so as to form the basis of teaching strategies.

it is not possibie to give an exhaustive list of teaching strategies here. For purposes of this
thesis, it is suggested that student teachers should be exposed to the following teaching
strategies in their training prograrnme: lecturing, questioning, demonstration,  groupwork,

games, role play and guided discussion.
The topics below are suggested for purposes of this study.

b Lecturing - as treated by authors such as Duminy and Séhnge (1986: 51 -

63); Arends {1988: 388 - 389); Behr (1871: 39 - 41).

. Questioning - as treated by authors such as Van der Stoep and Van der

Stoep (1973: 130 - 135); Perrot (1975: 41 - 91); Eliot (1984: 40).

. Demonstration - Van der Stoep and Louw (1984: 92); Duminy and S6hnge

{1986: 109 - 110); Davis (1881: 40 - 41).

* Groupwork - Davis (1981: 116 - 120); Eliot (1984: 50); Van der Stoep (1984:
232).

. Games - Davis (1681: 45 - 46): Mbokazi (1991: 91); Fraser ef al.. (1990: 144
- 145).

. Guided discussion - Duminy and S6hnge (1886: 63); Piek (1684: 38).
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4.6 LESSON PREPARATION

4.6.1 DESCRIPTION OF THE CONSTRUCT:
LESSON PREPARATION

In this study lesson preparation refers to lesson activities in which a teacher engages before
the actual teaching of the lesson. Although the scheme of work is part of the lesson
preparation, lesson preparation is far more intensive than the scheme of work (Van der Stoep
and Van der Stoep, 1973: 177). Thorough preparation for every lesson situation is a
prerequisite for successful teaching. Stuart (1985: 51} wams that lesson preparation does not

mean that there would be a static lesson which proceeds acconding to a fixed pattern.

According to Eliot (1984: 44) teachers should ask themselves the following questions during

lesson preparation:

EI What am [ going to teach?
Ll How am | going to teach it?

O How is the leaming to be tested?

The foliowing points thus seem to be important aspects of lesson preparation:

-

choice of topic

- objectives of the lesson
- pupils’ knowledge
- leaming activities
- logical sequence

- method of assessment (idib.)
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4.6.2 THE SIGNIFICANCE OF LESSON PREPARATION

a]

bl

it is at the centre of all teaching activities

The success of a2 lesson depends upon how thoroughly it was prepared by
the teacher. Even the constructs which are discussed in this chapter are
linked to lesson preparation in one way or another. if the le2sson has not been
thoroughly prepared it stands to reason that the application stage will not
yield positive results. Famant (1980: 175 - 176) characterises unprepared

lessons as follows:

* incomplete subject matter
* lack of detail and iustrative material
* disorderly presentation of information.

lt'reduces problems of discipline in the class

The view adopted here is that teachers who do not prepare lessons
thoroughly are those who have the most discipline problems. Mjadu (1991
131) confirms this view when she argues that poor lesson preparation may
result in deviant behaviour, thus creating discipline problems for the teacher.

This view is supported by Eliot (1984: 44),

Student teachers need to know that there is a relationship between or poor
preparation and poor discipline in the classroom. This view is confimed by
Persaud (1892 26) when he argues that teachers’ non-preparation or poor
preparation can compound discipline problems in the classroom. When a
lesson is poorly prepared the teacher may have greater difficulty in

distinguishing between matters which are crucial and those which are
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dj

irrelevant to that lesson and may thus permit pupils to deviate from the
desired course of a lesson. Once this happens classroom control may be

difficuit to maintain and this may lead to serious disciplinary problems.

It enabies the teacher to acquaint himself with the syllabus and schemes of

work

If a teacher does not prepare his [essons, it stands to reason that he will lose
sight of some of the dictates of the syllabus and scheme of work. For this

reason lesson preparation is important for ali fessens.

Within the scheme of work, "... there are many themes. These themes have
a certain order which means that the child must first of all understand the
previous theme before moving to the next™; (Van der Stoep and Louw, 1984:
131). This is only possible when the teacher prepares a lesson. That is why it
is necessary for student teachers to leam about lesson preparation as a

didactic construct.

It serves as g preview of what is to happen in a particular fesson

During lesson preparation the teacher needs to look into all the aspects of a
lesson. In this way hefshe adopts a holistic view of the lesson. According to
Stuart (1985: 51) the teacher should give consideration to the presentation,
guidance, control and evaluation of the lesson situation. Otherwise a lesson
which is either ill prepared or not prepared at all, is likely not to succeed
because the teacher shail have not have linked the different segments of the

lesson.

As has already been armgued above (see 4.6.1), this does not mean that each

lessan is static or that it proceeds according to a fixed pattern. Each lesson
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situation needs to be designed and created. A teacher may have to
improvise if the lesson does not progress as planned. Successful instruction
is only possible where there is thorough preparation by the teacher. The
importance of lesson preparation should be understood and accepted by

student teachers because 1t is a condition for successful teaching.

4.6.3 LESSON PREPARATION:
TOPICS TO BE INCLUDED IN THE CURRICULUM

Training in lesson preparation - Stuart {1985: 51); Duminy and Sohnge

{1986: 101 - 104); Piek (1984: 62 - 70); Davis {1881: 77 - 105).

Drawing schemes of work and record keeping - Duminy and Séhnge (1986:

105); Piek (1984: 58 - 60)

Gathering resource material - Kriger ef af. (1980: 138 - 140); McFarane

(1982: 6 - 7); Stuart (1885 78 - 86).

4.7 CLASSROOM PROCEDURE AND ORGANISATION

4.7.1 DESCRIPTION OF THE CONSTRUCT:
CLASSROOM PROCEDURE AND ORGANISATION

Like other constructs, this construct means different things to different people. Mjadu's (1991:
122) perception of classroom procedure and organisation, for instance, suggests rules,

procedures and discipline. The emphasis here is on pupil discipline and contrel.

Good and Brophy (1984: 11) are of the view that classroom procedure and organisation

implies classroom management. Classroom management means creating a {eaming
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ervironment and maintaining student involvement. According to Arends (1888: 211),

ctassroom management and discipting go hand in hand.

For purposes of this study classroom procedure and organisation will be viewed as follows:
Classroom procedure and organisation is the input which determines discipline as an output.
This means that the nature and pattemn of classroom procedure and organisation influences
the nature and pattern of discipline. This has implications for three sets of teacher-directed
activities. Firstly, the pianning of teaching. Secondly, the performance of teaching acts,
monioring and evalyation of leaming. Thirdly, the crganising, communicating, co-ordinating,
monitoring and evaluation of leamers' behaviour. Although these classroom activities are
discussed separately, it should be noted that they take place simultaneously in the
classroom. The teacher should orchestrate the process so as to achieve integration and
harmeny. Order and discipline in the classroom resuits from harmony brought about by the

harmonious integration of the factors described above.

4.7.2 THE SIGNIFICANCE OF CLASSROOM PROCEDURE AND
ORGANISATION

4] It encoursaes careful planning

A teacher should have classroom activities planned so that the lesson runs
smocthly. Things should not appear to lurch from crisis to crisis. The way in
which lessons are planned and organised has considerable bearing upon
class control (Fontana, 1985: 133). Work which is ill prepared leaves the
teacher floundering for materiat before the lesson is half over and this invites
classroom management problems. The same applies to a lesson which
contains too much matenal, where the teacher struggles to complete the
work while the is class confused and frustrated by the huried attempts to
explain difficult areas, and work is regularly left haif-finished when the bell

goes.
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Order_and discipline are  created by proper classrcom procedure and

organisation

The most important determinant of order and discipling is the teacher's
method of classroom procedure and organisation. This is especialiy true of
the teacher's techniques of keeping the class actively attentive to lessons
and involved in productive work. It is far more effective to focus on desirable
behaviour, using management techniques which prevemt problems from
emerging, than to try to deal with problems after they emerge. As has
already been implied, the key to success lies in what the teacher does o

create a good feaming environment and a low potential for trouble.

it creates a dimate for effective {eaching

Nb teaching can be effective in a chaotic ¢lassroom. A chaotic classroom is

usually characterised by the following:

- a teacher who is not sure what exactly to do

- pupils who are not sure of the rules of the classroom.

The activities of the classroom sometimes occur simultaneously. The
teacher should be able to orchestrate the process so as 1o achieve
integration and harmony. Obviously, the teacher's understanding of the
discipline problems in relation to the leaming problems, preparation of
lessons related to the problems and the creation of related organisational
strategies, can enhance the teachers capacity to juggle with the
simultaneous variables in the classroom. Teachers who do not understand

the problems and who do not prepare or prepare poorly can compound
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discipline problems in the classroom. That is why the way in which the

classroom is organised will determine the effectiveness of teaching.

4.7.3 CLASSROOM PROCEDURE AND ORGANISATION:
TOPICS TO BE INCLUDED IN THE CURRICULUM

. The role of the teacher in classroom management - Fontana (1985: 138 -

162), Cawood and Gibbon (1885: 301 - 305).

+ Causes of disciplinary problems in the classroom - Fontana (1985: 25 - 49).

. How ta deal with disciplinary problems - Cawood and Gibbon {1985:; 293 -
301).

. Preventing management problems in the classroom - Good and Brophy

(1984: 175 - 196).

4.8 EVALUATION

4.8.1 DESCRIPTION OF THE CONSTRUCT: EVALUATION

Evaluation, in the case of teaching, implies establishing how successful teaching has been.
This view is cherished by the following authors, amongst cthers:
- Duminy and Sghnge (1986: 113); Fraser et al.. (1990: 166) and Kriiger and

Miiller (1988: 154).

Evaluation is either of an introductory, a continuous or a cenclusive (final) nature. An

introductory form of evaluation aims at establishing the pupils’ preparedness for the
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jinstruction which is to follow. During instruction the evaluation (continuous evaluation) is
directed at indicating progress and the determination of possible problems which can be
corrected there and then. Evaluation is also a controlling activity directed at the objectives
which should be realised at the end of the lesson. In this case there is a direct refationship
between objectives and evaluation. Krilger and Miiller refer to objectives and evaluation as

two sides of the coin (1988: 157).

Generailly speaking, evaluation is a broad term which covers measuring, testing and

evafuation.

4.8.2 THE SIGNIFICANCE OF EVALUATION

al it provides feedback to fearners

Pupils need feedback about their leaming so that they may know whether or
not they are benefiting from the teaching-learning situation. Without constant
evaluation, pupils may not know their strengths and weaknesses in a subject.
in this way evaluation provides feedback to pupils in such a manner that

pupils can evaluate themseives.

b} It also provides feedback to teachers about their own teaching

Evajuation thus enabies a teacher to know how effective hisfher teaching has
been. it also gives a clue to the teacher as to how his/er teaching can be
even more effective. In this way evaluation is directed at the intended
ieamning gain which has already been dascribed as the objective during

lesson preparztion.
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it provides feedback to parenis
Parents need to know about the progress being made by their child at

school. Evaluation will therefore enable parents to gain some insight as to

how the child progresses at school.

Parents have a role to play in the education of their children. if a parent
finds that a child is weak in a particular area e.g. mathematics, he or she

may find ways of helping the child master mathematical skills.

it enables teachers to categorise pupils

it is accepted that both homogenous and heterogeneous grouping have their
merits and demerits. The categorisation of pupils is only possible after they

hdve been evaluated.

1t sometimes becomes necessary to allocate pupils to classes in accordance
with their performance. A class of slow leamers should be handled differently
from a class of gifited children. A homogenous group of pupils can
sometimes leam more effectively than that of a heterogeneous classroom.
Evaluating pupils for purposes of grouping them has advantages;

notwithstanding the disadvantages as already suggested above.

Evaluation is diagnostic

Although this form of evaluation is usually conducted by school guidance
officers and school psycholegists, # is necessary that teachers should know

about it.
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Diagnostic evaluation relates to the causes of leaming problems and ways in
which these can be corrected. Leamers could, for instance, have spelling,
calculation or reading problems, which may have a considerable effect on
their academit achievement. A teacher who has some understanding of
diagnostic evaluation could identify these problems wvery early. Early
identification of such problems may enable the teacher to correct them as

the {ater they are identified, the more difficult it is to comect them.

Stuart (1985 93} is of the view that diagnostic evaluation should be
concerned with causes of serious leaming problems and the means by which
these problems can be rectified. The following steps are usually followed
when diagnostic tests are camied out: First, the people who compile these
tests should be subject specialists. Second, they must have knowledge of the
inteflectual skills necessary to be able to perform, for example, mathematical
functions such as multiplication, subtraction and division in the case of

mastering mathematics (Fraser ef al.., 1980: 182).

Evaluation has a formative function

It has already been suggested that evaluation can take piace whilst the
lesson is in progress. In this way it fulfils the funclions of teaching and of
corrective teaching as such. Feedback and alteration are possible during
any phase of the lesson and the effect of both instruction and leaming can

optimally be improved (Stuart, 1985: 61).

Short questions which are asked during the course of the lesson are pari of

formative evaluation and can give an indication of the progress made.
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It should also be noted that formative evaluation aims at improving practice;
evaluation results are not used to grade pupils or to compare them with one

another.

The advantages of formative evaluation can be summarised as follows:

- pupils who succeed in meeting the demands of leaming
objectives receive reinforcement and encouragement, which
in turn resulls in improved leaming, greater insight and more

confidence;

- those pupils who are unable to meet the required standard
are supplied with feedback to enable them to make the

necessary changes in order to make progress possible;

- it determines the desired pace. Through formative
evaluation, after every unit or task in the leaming situation,

pupils can be motivated to exert themselves;

- it supplies the teacher with the necessary feedback after
compietion of specific units in the cumiculum. If the teacher
discovers that pupils have not shown the desired progress
towards achieving the leaming objectives, it could mean that
certain alterations have to be made to the teaching strategy .
This would result in the improvement of his lesson design,
as problem areas would be identified and timeously

comrected .
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a} Evaluation has a summative function

At the end of the leaming process pupils should be judged individually. This
form of evaluation is usually done at the end of the lesson sequence or at the
end of a scheol term. In this way teaching is evaluated on the basis of
learning results. The results and information acquired during summative
evaluation may aiso be used to enhance the efficacy and quality of teaching

(Stuart, 1885: 93).

4.8.3 EVALUATION:
TOPICS TO BE INCLUDED IN THE CURRICULUM

v Definition and methods of evaluation - Stuart (1985: 95 - 98); Kriiger and

Miller (1988: 160 - 168);Cawood and Gibbon (1985: 306 - 313).

v Criteria for evaluation - Kruger and Milller (1988: 157 - 160); Fraser ef al.

(1990: 173 - 1795).

v The interpretation of tests and examinations - Kriiger and Miiller (1988; 168 -

170); Stuart (1985: 83 - 84).

v Planning and setting tests and examinations - Kriiger and Miller (1988: 185 -

167); Fraser ef al.. (19880: 175 - 180).

v Steps in constructing tests - Van der Stoep and Louw (1984: 243 -244).
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4.9 CONCLUSION

In this chapter an attempt has been made to put theoretical didactic constructs in
perspective. The arguments which have been raised have suggested that no practical
training of teachers can be successful uniess student teachers have gone through the
didactics theory curriculum as discussed in this chapter. it should be bome in mind, however,
that student teachers would have to understand that the didactic theory discussed here will
have to be informed by the situational demands of a particular school or ctassroom. This
requires that student teachers should receive training in the why, how and what of instruction

(Stuart ef a/.., 1885: 50).

It also needs to be mentioned that the didactic constructs discussed in this chapter should not
be seen in isolation from each other. They shouid rather be seen as a coherent theory
conceming instruction. If, for instance, one does not do needs assessment, the lesson ié not
likely to be a Success. The same is true of all the constructs when there is no proper
classroom procedure and organisation. {n other words, each construct is a precendition for
the other. By using didactic criteria, the teacher can assess the quality of the effect of the
leaming by the children in his/her class which, in turn, provides him/her with important

insights for future pianning (Van der Stoep and Louw, 1984: 45).
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i location of colleges (vide supra 1.7.2 a));
ii. biographical data {presented in Chapter 1 - Table 5,

iii. guestions conceming practice teaching

52.1.1 The Likert Scsle

For questions 2 - 5 the Likert scele formula (Likert:1932) was ussed. Respondents wers

presented with a five-point scale and reguested to indicate which categery reflected their

opinion regarding the problem under investigation.

Advantages of Likert Scale

The Likert scale forrnula was used mainly because it has been deemed o be the most
suitable when compared with other fypes of atfilude scales (Borg and Gall, 1989 312).
Quantification and analysis of resulls can be done effectively because the data yielded are

more complex thafh data collected using summated rating (Bailey, 1987: 346).

Diszdvantaoes of Likert Scale

The Likert scale technique naturally has ceriain drawbacks. "Attitude scales are direct
self-report measures and so have the usual disadvantages of this type of instrument. The
disadvantage is that we can never be sure of the degree to which the subjecis' responses
reflect his or her true sttitude” (Borg and Gall, 1839: 312). This explains why the findings of

this project may be slightly distorted (see section 5.6}

£212 Purposes Of Questions

There were seven principal questions, each one directed at the achievement of 2 subsidiary

purpase, Four of these questions were further divided into five sub-questions (Questions 2 -



51, while Question § was an open-ended question aimad at obtaining qualitative data (see
Chanter 8)
Chapter 8).
Question 1 Biographical data
Purpose
Questions  under this category were aimed at ohiaining general
characteristics of the respendents
Question 2: College-learned teaching methods
Purpose
To establish the student teachers' oninions about cotlege-learned teaching
methods
Questign 3 Preparation for schoecl-based practice teachina
Purpose

prepared for practi

C

e

e
wep

ractice teaching

cht

(%) ]

ng, i.e. whether condition

o
=



Purpose
To find out the current situation regarding supervision and evaluation
practices.

Purmose

To determine general problems students experience during practice
teaching. Responses to this question are presented under qualitative results
in Chapter 8.

Question 7: Lenath of fime for nractice teachin

Purpose
To establish percentions of student teachers regarding the tength of practice

teaching, i.e. whether practice teaching should be extended or reduced.

522 Administration Of Questionnaire

The questionnaire had to be completed hy selected final year students. These students were
randomly selected by the Head of Department of Professional Subjects or a designated

lecturer in each college.

Although the selection was random, the following were taken into account during selection:

——h
)
o



. perdformance of the respondents. Respondents had to represent best,

average and poor performers in teaching practice. Best performers

performers 30%. This was done s¢ that all cognitive lavels of students could

Each respondent was given a questionnaire, Every guestion was explained. All questions

were znswered, The quesdtionnaire was personally administered hy the researcher, with the

%) LA Lh) LR : (S ERREHE Hint Lot B o

assistance of some lecturers. The lecturers who provided assistance were thoroughty briefed

beforehand regarding the purpose of the study.

5.2.3 Limiiations Of The Survey

5.2.2.1 Hierarchical Rank Of Researcher
When the empirical study was conducted, the researcher was attached to a coilege of

education as rector. This was obviously known by the respondents in the coliege where the
researcher was in charge. Even in other colleges moest respondents knew the status of the
researcher. This could have distorted respenses in the sense that students may have given
answers which they thought would please the researcher rather than answers reflecting
nersonal opinions. it is even possible that some respondents might have felt their future
employment prospects might be affected by their answers. To combat this. the researcher
but

udents might still have felt fearful.

{
;
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5.2.2.2 Superficial Nature Of Quantitative Data

Even though the atmosphere was generally relaxed during the administration of the
questionnaire, it is possible that the respondents could have given exaggerated answers in
suppori of what happens in their colleges. This hecame evident when the interview respanses
were analysed. Although interview responses are only discussed in Chapter 6, it suffices here
10 say that, because of the conversational nature of the interview technique, it was possible
to ask probing questions with regard to answers which were given by the respondents. This
was obviously not possible with the questionnaire. This problem could have been
compounded by the possibility of respondents being unreflective when answering some of

the questions. Lack of reflectivity is caused by the very nature of the questionnaire.

5233 Confidentiality Of Data

Respondents remained anonymous. In this way the researcher was not in a position to know
the names of the respondents. This ensured the confidentiality of data which was obtained

for this investigation.

5.24 Advantages Of Survey

a

Despite the above disadvantages of the questionnaire, the survey had the following

advantages:

. The questionnaire could be completed in a relatively short time. It togk, for

instance, zbout 1 hour for the respondents to complete the questionnaire.
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The questionnaire showed a hundred percent response rate. This is due to
the fact that the questionnaire was personally administered by the researcher
during a lecturing period in a lecture hall.

Students who acted as respondents did not take the questionnaire to their
homes, but they were handed o the researcher immediately after filling them

in.

Students were given a briefing beforehand by giving them a talk about the

nature and usefulness of the study.

It provides evidence of actual student views as opposed to mere speculation.

It covered all the criteria formulated in Chapter 3.

Three geographic areas were included providing a basis for comparison

between the areas.

It revealed the degree to which student views differ.

The Likert scale lent itself to fairly accurate information about student

attitudes regarding practice teaching.

It has never been done hefore,

Both male and female views were chtained,



5.3 PRESENTATION OF RESULTS

5.3.1 Effective partnership

Table 6 below depicts the findings in this category.

TABLE & Whether college-leamed teaching methods
help student teachers to teach effectively

N =100
iLocation Strongly Agree Undecided I;isagree Strongiy TOTAL
Agree Disagree
Rural 25 14 0 0 o] 29
Peri-urban 10 12 0 3 o ]
Urban 16 ! 11 4 3 2 36
TOTAL 5‘! 37 4 | 6 2 100

It is evident from the table above that the large majority of students in the sample (88%)
agree that college-leamed teaching methods help them to teach effectively, while only a
small portion (8%) disagree. What is interesting is that there is a noticeably wider variety in
opinions expressed by urban students than by rural students. All rural students (100%)
purport ;o believe that college-leamed methods are helpful, but amongst urban students only
75% do (27 out of 38). In similar fashion, none of the rural students were undecided or
disagreed, whilst 25% (9 out of 36) of the urban students were undecided or disagreed that
college-leamed teaching methods were helpful. Table 6, therefore, provides definite
evidence that urban students were more critical in their approach to the questionnaire and
towards practice teaching. it may also be that some rural students were not entirely truthfut in
their answers due to suspicion and/ or anxiety . Whatever the case may be, a trend of greater
variability amongst urban respandents and less variahility amangst rural respondents is

visible. Looking at overall responses, however, Table 6 shows that the overwhelming majority
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majority of students in the sample believed that college-learned teaching methods were

exceedingly helgful.

TJABLE 7 Whether college-leamed teaching methods

are easy to apply during practice teaching

r T
| I

N=100 l
gLocation Strongly lAgree Undecided Tlisagree : Strongly TOTAL

: (Agree , ; | | Disagree

?Rurai 10 18 3 5 1

; 1

iPeri-urban f ‘9 10 3 3 0 25
%Urban 10 15 Q 10 1

%TOTAL 29 I ; 6 ; | 2 100 i

The above table reveals that 73% of the respondents agree and 21% disagree. This means
that a great number (73%) of the respondents reported that college-leamed teaching
metheds were easy to apply during practice teaching. % is interesting to note that a
substantial number (21%) of respondents believe that college-teamed teaching methads are

not easy to apply during practice teaching.

The gap between rural {74% agree) and pern-urban respondents (76% agree) does not
appear 1o be too wide in that they agree that college-leamed teaching methods are easy to
apply during practice teaching. The fact that 68% of the urban respondents agree and 31%
disagree is of interest. 1t seems as if this high percentage (31% disagree) can be attributed to
the fact that urban students are more critical of their training than are either peri-urban or

rural students. Otherwise respondents in all areas feet more or less the same.

It is interesting to note that no urban student is undecided whether college-leamed teaching
methods are easy o apply during practice teaching. This shows the unwavering nature of

students about this category.
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TABLE 8 Whether college-leamed teaching methods
are related to methods used in schools
N =100
Location Strongly Agree Undecided |Disagree Strongly TOTAL
Agree Disagree

Rural 2 21 0] 14 2 X
Peri-urban 8 a 3 2 3 25
Urban 7 19 1 40 S 36
TOTAL 17 49 4 2¢ 10 100

The table shows that more rural students (44% agree) feel that methods taught at college are
not relevant to school. The possible reason for this is that rural colleges are unable to attract

very competent lecturers because maost teachers may prefer to teach in urban areas.

QOverall, only 66% agree that college-learned teaching methods are related to methods used

in schools, whereas 30% disagree.

Responses in this table contradict the data in the first table (Table 6) in this chapter. The
possible reason for this discrepancy is that the question related to this table is more focused
in terms of its comparative nature. The respondents were thus likely to be sensitive to the
gap whi_ch exists between college and school teaching methods. The question regarding

Table & is rather general and does not appear {o have given students any comparison.
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53.2 College theoretical preparation

TABLE 9 Whether colleges prepare student teachers to handle
classroom management problems

N =100
L - H x !
Location 1 Strongly Agree Undecided |Disagres Strongly TOTAL
|
Agree Disagree
Rural 18 19 1 1 o 2]
i
Peri-urban 3 10 4 1 E 2
Urban 11 16 1 4 4 'l
+
: i
!TOTAL 37 45 ] 6 & 100

The general pattern in the table above is that more students (82%) feel that colleges prepare

them to handle classroom management problems, whereas only 12% disagree.

The above table 'depicts that far more (44%) rural students agree that college prepares
student teachers to handle classroom management problems. This could be attributed to the
generally peaceful nature of schools in rural areas in which case it may be easier to deal with

pupils who are disciplined.

There does not appear to be a wide gap between the responses of peri-urban students
(72)%) and urban students (75%) in as far as they agree that colleges prepare student

teachers to handle classroom management problems.
The 22% of urban students who disagree that colleges prepare student teachers to handle

classroom management problems is of interest. This seems to confirm that urban students

are highly critical of their practice teaching programme, as has already been mentioned.
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The 12% from the peri-urban coliege who disagree could suggest that peri-urban students
come second {o urban students in terms of their critical inclination towards the programme.
The possible reason for this is that both urban and peri-urban colleges are subjected to the

same influence because of their proximity to urban areas.

TABLE 10 Whether student feachers experience problems with
regard to lesson planning.

N =100
Location Strangly Agree Undecided 4‘ Bisagree Strongly TOTAL
Agree Disagtee
Rural 2 20 1 11 5
Peri-urban 1 11 1 7 5 %
Urban 4 S 2 14 7
TOTAL 7 40 4 32 17 100

In the above table almost half the students (47%), experience problems with lesson planning.

Possible reasons for this are as follows:

. students are not thoroughly grounded during didactic theory lessons

about lesson planning

. the way in which schools plan lessons could be in conflict with the

way students are taught at college.

The problem of lesson planning seems to be acute with rural students (§6%). This could be
related to the quality of lectures in rural colleges if one considers that rural colleges are
generally unable to attract high quality lecturers. Another possible reason is that the
communication between rural colleges and school is not easy compared to the urban
colleges and local schools. Such a lack of communication cculd lead to conflict of

expectations as far as lesson planning is concermed.
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5.3.3 Efficient organisation of practice teaching
TABLE 11 Whether student teachers are taught about the aims of practice teaching
hefore they go to schools
N =100
Location Strongly Agree Undecided Disagree Strongly TOTAL
jAgree Disagree

Rural 23 15 o] 1 0 3%
\Peri-urban 6 13 2 1 3 P

Urban 16 11 0 3] 3 26

TOTAL 45 38 2 3 6 100

The table abave reveals the following pattern: Whilst 84% agree that they are taught about
the aims of practice teaching before they go to schoals, 14% disagree. Generally, students
from all areas believe that they are taught about the aims of practice teaching before they go
to schools as reflected in the following findings: rura (97% agree), peri-urban (76% agree),
urban 75% agree). 1t is interesting to note that, on the whole, more rural students agree
(97%) if one compares them with students from other areas. 1t could be that in this particular
college lecturers are concemed that students should know about the aims of practice

teaching before they go to schools.

It does appear that there are students {25%) in the urban cocllege who feel that they are not
taught about the aims of practice teaching before they go to schools. It may well be that
students in this college are taught by different lecturers and some lecturers put less emphasis

on the aims of practice teaching.
There is also evidence to suggest that some peri-urban students (16% disagree) experience

problems regarding aims for practice teaching. Although the same reason advanced in the

case of urban students above could be advanced here, the fact that 8% of students are
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undecided is cause for concem. This seems to suggest that not all lecturers give the

necessary attention to this aspect of practice teaching.

TABLE 12 Whether students are given sufficient time to communicate
with schools prior to practice teaching

N =100
Location Strongly Agree Undecided |Disagree Strongly TOTAL
Agree Disagree
Rural 5 15 0 17 2 G2
Peri-urban 1 7 0 11 6 25
Urban S 1 10 7 3
TOTAL 1 3 10 35 " 100

On the whole many students (44%) feel they are given sufficient time to communicate with
schools prior to practice teaching, although 46% disagree. The controversial nature of the
question has apparently led t0 a large percentage of students (10%) who were undecided. It

is possible that the reason behind this is that some students did not want to commit

themselves to this apparently sensitive question.

This is one of the most interesting tables emerging from the survey if one considers that

about half (49%) of the rural students disagreed. This appears to be an emotional issue with

rural students as they seem to sharply disagree.

The peri-urban students (68% disagree) feel more frustrated than those from other areas
about this issue. This suggests that the problem of communication between coilege and
school appears to be very acute as far as the peri-urban students are concemed. Lack of

communication channeis, such as telephones and transport, in semi-urban andrural areas

could be responsible for this state of affairs.



TABLE 13 Whether student teachers are made aware of school
expectations before they go to schools

f N=10

Location Strongly Agree Undecided |Disagree Strongly TOTAL
Agree Disaqgree

Rural 10 23 1 5 4]

'Peri-urban & & 3 9 1 5

;Urban 8 14 6 2 6 36

grom_ | 24 43 | 10 18 | 7 | 100

The general pattemn of this table is that students are, on the whole {(67%) made aware of
school expectations (overall 67% agree) before they go to schools, whereas 23% disagree.
The 23% who disagree suggests that a farge number of students do not knaw what schools
expect from them before they reach these schools. This is possible in a situation were there
is no priar meeting between students, lecturers and the school persennel before students go
to schools. This could further suggest that there is somewhat a weak working relationship
between schools and colleges of education. Lack of collaboration between schools and
institutions which train teachers leads to conflict of expectations. Conflict of expectations
does not auger well for the professional and didactic training of student teachers during

practice teaching.

A fair number of students in both peri-urban {40% disagree) and urban (22% disagree)
reveal that they are not made aware of school expectations before they go to schools. The
disturbingly high percentage cf peri-urban and urban students who disagree is interesting.
The possible reason could be that urban and peri-urban schools have experienced more
disciplinary problems than rural schools. Reality shock may be rather too acute in urban and
per-urban schools because the general lack of discipline may be incongruent with what

students would have expected to see in these schools.
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In both per-urban (12%) and urban (17%) areas, a greater percentage of students were

undecided. it may as well be that these students were unable to decipher what was really

required of them through the question or perhaps they just chose to be neutral.

5.3.4 Ability To Transfer Theory To Practice

TJABLE 14 Whether college-leamed teaching methods help student teachers
to relate theory to practice .
N =100
Location Strongly Agree Undecided |Disagree Strongly TOTAL
Agree Disagree

‘Rural 11 2 Q 0 0 3
Peri-urban 12 i1 2 o] 0 ]
Urban 12 16 2 5 1

TOTAL 35 55 4 5 1 100

In terms of the table above the overwhelming majority (90% agree) of rural students believe
that college-learned teaching methods help them 1o relate theory to practice. In both
peri-urban (92%) and urban (78%) areas students stated that college-leamed teaching
methods help them to relate theory to practice. There seems o be a similar pattern here
because in all three areas (rural, peri-urban and urban} students feel that college-leamed
teaching methods help them to relate theory to practice. The possible reason for this is that,
when students reach schools during school-based practice teaching, they can see the

relationship between what they see happening in these schools and some of the things that

they cover in their theory course.

There is, however, a disturhing feature regarding the responses of urban students. A high
percentage (14% disagree) are, for instance, undecided. Large classes and the nature of
disciplinary problems in schools could have made these students wonder whether they

should agree or disagree. Some (17%) urban students do not believe that college-leamed
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teaching methods help student teachers to relate theory to practice. The paossible reasaon for
this perception is that there is generally chaos in some urban schools. This leads to difficulty
when it comes to discipline. As a result student teachers may not see the value of
college-learned theory if such theory does not provide answers regarding the realities of the

classroom situation.

TABLE 15 Whether college-learned teaching methods are pupil-centered

|

N =100
| ‘ |
‘Location Strongly Agree Undecided | Disagree Strongly TOTAL
i Agree Disagree
; !
Rural pJ 25 7 4 1
iPeri-urban 7 8 1 3 { 5]
| | | ‘ |
.Urban 1 12 E 9 3 10 i 2
E ! i 1
i
TOTAL 21 42 11 ; 17 { 9 100
! N

The general pattern on this table is that, whilst the majonty of students (63%) feel that
college leamed teaching methods are pupil-centered, 26% disagree. This implies that, whilst
there are colleges using pupil-centered teaching methods, some do not. This has to do with

different approaches used by different lecturers.

The tahle above further reveals that students, to a large extent, in all areas {rural 699%,
peri-urban 80% and urban 58%) believe that college leamed teaching methods are pupil
centred. i is also interesting 1o note that in all areas {rural 13%, peri-urban 36% and urban
33%) a reasonable percentage of students feel that college-leamed teaching methods are
teacher-centred. it does seem as if there are students in all areas who feel very strongly
about lack of pupil-centredness of college-leamed teaching methods. The higher
percentages in both peri-urban and urban areas, 38% and 33% respectively, suggest that
students are quite strong in their disagreement. As has already been suggested, it does

appear that students in these areas are really crtical of their programme. This, in most
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cases, becomes clear if one compares the responses of rural students with those of

5

peri-urban and urban students.

The fact that 18% of rural students are undecided could be related to the way in which these
students are taught. It does appear as if they cannot distinguish befween pupil-centred

methods and teacher-centred methods.

TABLE 16 Whether it is easy to manage classes during practice teaching
N =100

Location Strongly Agree Undecided |Disagree Strongly TOTAL
Agree Disagree

Rural 2 12 1) 21 4

Peri-urban ] 8 1 6 10 p-~3

Urban 5 5 5 13 8 36

TOTAL 7. 25 6 40 22 100

The general pattem in the above table is that the majority of students (62%) feel that it is not
easy to manage classes during praclice teaching, whereas 32% feel it is. The following are

possible reasons for this:

@ what is taught at college may not be what students encounter at schools;

o it may also be that student teachers become overly concermned about their

success or lack of it in managing classes. They thus possibly spend more

time on classroom management than on deing the job of teaching;

o it may also be that large classes which are typical of black schaools

compound the problem cof classroom management;
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o the general lack of discipline in schoois could contribute to this problem. The
32% (rather small) who fee!l that it is easy to manage classes during practice
teaching lends evidence to the fact that classroom management is generally

a problem in schools.

Some students (14%) were undecided about their ability to manage classes during practice
teaching. It is interesting that this is the case with urban students. It is possible that these
students really do not know whether they are coming or going regarding classroom

management because of the nature and magnitude of disciplinary problems in some urban

schaools.
5.3.5 Effective supervision
5.3.5.1 Supervision by co-operating teachers

TABLE 17 Whether teachers in schools are familiar with methods and
techniques being taught at college .

N =100 T
. } [ . [
Location Strongly Agree Undecided |Disagree Strongly TOTAL
Agree Disagree
iRural * 1 11 3 15 9 .2}
gPeri-urban 1 8 g 4 6 5
‘Urban 2 1 & 15 2 s 36
I
TOTAL 4 30 15 34 17 ll 109

The above table suggests that teachers are generally not familiar with methods and
techniques being taught at college. In all, 31% of students reported this, while 34% felt that

teachers were familiar with coltege methods.

141



The 15% who are undecided is a cause for concem. it seems as if these students are unable

to figure out if teachers in schools are at all familiar with methods and techniques being

taught at college. This is possible if teachers in schools have an apathetic attitude towards

students. It is also noted that undecided cases are more serious in peri-urban (24%} followed

by urban students (17%). One wonders if this does not suggest that peri-urban and urban

students are more confused due to there being no link between what colleges teach and what

students experience in schools.

There is evidence {62% disagree) which suggests that rural teachers are, on the whole, not

familiar with methods and techniques being taught at college. it would be interesting to know

if this does not have to do with the following:

4 lack of inservice training for rural teachers so that they can be in line with
current teaching methodclogy;

7 lack of a working relationship between schools and colleges. In this case it
could be that colleges are working in isolation from schools and schools are
isolated by their very distance and lack of formal working relationship with
the coilege.

TABLE 18 Whether subject teachers help student teachers with lesson planning

N=1C0
Location Strongly Agree Undecided |Disagree Strongly TOTAL
Agree Disagree

Rural 7 9 3 12 8 <<}
Peri-urban 3 7 2 8 5 =

Urban 3 12 4 11 & 36

TOTAL 13 22 9 31 19 100
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The majority (530%) of the students feel that subject teachers do not help student teachers

with lesson planning. Only 41% of the student teachers agree that subject teachers help them

with lesson planning.

Possible reasons for the inability of teachers to help student teachers with lesson planning

could he as follows:

teachers may not see themselves as part of teacher training;

lack of collaboration between colleges and schools in the professional

training of teachers

The case of teachers not helping students with lesson planning appears to be more acute in

both the rural (52%) and peri-urban areas (48%). The following are possible reasons for this:

b]

If the general assumption is that both rural and peri-urban colieges make use
of rural schools for practice teaching, there could be problems of
communication between the college and local schools. This could render
interaction between colleges and schools very minimal in as far as practice
teaching is concemed. The major obstacle to communicaticn could be lack
of transport facilities in the rural areas as well as the fact that schools are too

far apart from cne another.

Ancther reason could be that of antagenism between college students and
serving teachers. If the majority of teachers in rural areas have not reached
an M+3 qualification, for which student teachers are trained, it may well be
that such antagonism is more sericus in rural areas. Teachers may therefore
not be keen to help people who are assumed to have superior training to

theirs.
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TABLE 19 Whether subject teachers are present in class when
student teachers teach

N =100
Loeation Strongty Agree Undecided |Disagree Strongly TOTAL
Agree Disagree
Rural 12 16 1 4 5 3
Peri-urban 1 8 4 8 4 )
Urban -] 13 2 5 8 385
TOTAL 21 37 7 17 18 100

Most respondents (58%) stated that teachers are usually present in class when student
teachers teach. However, there are 35% of respondents who disagree that teachers are

present in class when the student teachers teach.

The percentage of teachers who are present in class when student teachers teach is high
(72%) in rural areas. The possibie reason for this could be that teachers in rural schools do
not have staff rooms. They would therefore not leave the class because there would be

nowhere 10 go.

Peri-urban students (48%) generally feel that teachers are not in class when student teachers
teach. The possible reason for this could be that the majority of teachers in these schools
believe that time for practice teaching is "a holiday" for them. The disturbingly high
percentage (16%) of peri-urban students who are undecided is also a cause for concemn. A
possible cause for this could be that these teachers are neither present or absentin class in a
sense that even if they are present, their presence has nothing to do with helping student

teachers when they teach.
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TABLE 20 Whether teachers provide encugh feedback about student teachers'
teaching
N=100

Location Strongly Agree Undecided Disagree Strongly TOTAL

Agree Disagree
Rural 8 14 1 10 6
Peri-urban S 3 6 S &
Urban 2 13 3 8 10
TOTAL 15 30 i 10 23 | 2 100

it is evident that the farge majority of studenis both agree (45%) and disagree (45%) as to
whether they receive enough feedback about their teaching from teachers. it seems as if the
students are sharply divided on this issue. This could result from a great number of teachers
who give feedback to students about their teaching. On the other level there is also a great

number of teachers who do not do this.

It does appear from the table that lack of feedback about students’ teaching is problematic
for peri-urban students since 44% disagree and 24% are undecided. It seems as if this
undecided 24% did not know whether there was feedback or not. This could be suggestive of

the magnitude of the problem.

5.3.52 Supervision by college lecturers

The following tabie reveal findings in this category
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TABLE 21

Whether practice teaching evaluation is done by college lecturers only

N =100
Location Strongly Agree Undecided jDisagree Strongly TOTAL
Agree Disagree
Rural 3 g Q 1 1 G <}
Peri-urban 18 3 g 2 1 =t
Urban 7 9 0 11 2] 36
TOTAL 57 12 0 14 11 100

There is evidence on the table above which suggests that the cverwhelming majority (75%)
of respondents believe that practice teaching evaluation is done by college lecturers only.

Possible reasons for this are as follows:

. the role of subject/class teachers during practice teaching is ill defined;
* when teachers feel that they have no input in the summative evaluation of
students it may well be that they do not understand their role in formative

education.

Rural students (95%) seem to feel very strongly about the fact that practice teaching
evaluation is done by college lecturers only. It is possible that teachers in rural areas
generally do not believe they should evaluate students for reasons which have already been

given (see discussion under Table 18).
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TABLE 22 Whether evaluation is done by {ecturers who do not teach
subject didactics or content
-
ELocation Strongly Agree Undecided ! Disagree Strongly TOTAL
| Agree Disagree
!
§Rurai 16 15 2 1 S
%Peri-urban 23 0 0 1 1
iUrban 18 9 1 3 S
i’TOTAL 87 24 3 5 1 100

Evident from the table above is that the great majority (81%) of students maintain that
evaluation is done by lecturers who do not teach either subject didactics or content of a
particular subject. This is possible if one considers that students may be too many in a
particular subject, e.g. Zulu, to be evaluated only by those lecturers who teach Zulu as a

subject. in this case it is possible that other fecturers who are not experts either in content or

subject didactics of a subject may evaluate it.

Although this appears to be a general problem in ail areas (rural 80%, peri-urban 92%, urban
75%), there is evidence to suggest that the problem is most serious in the peri-urban area

(92%). it is also interesting to note that 23% strongly agree.

TJABLE 23 Whether there is a pre-conference with lecturers before evaluation
N=100
%Locztion Strongly Agree Undecided |Disagree ‘ Strongly TOTAL
Agree ﬁ Disagree

iRural 5 23 5 2 4

EPen'-urban 5 2 9 2 7

Urban 5 4 1 . g 7

TOTAL 15 29 25 13 ; 18 100
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The table above reveals that 44% of the students agree that there is a pre-conference with
lecturers before evaluation takes place, whilst 31% disagree. This suggests that
pre-conferences prior to evaluation are not widely used in colieges of education. The 18%

who strongly disagree is quite substantial to justify the seriousness of the problem.

The majarity of rural students (72%) agree that there is a pre-conference with lecturers
before evaluation. The possible reason for this is that the majority of the lecturers in this
college regard evaluation as part of both formative and summative evaluation of students.
The 15% who disagree seem to suggest that there are lecturers who do not have
pre-conferences. It could be that lecturers themselves are divided on the issue. The 13% of
rural respondents who are undecided suggest that there are possibly lecturers who may not

have pre-conferences in a formal way, irence students may not realise when it is done.

Whilst 28% of per-urban students agree, 36% are undecided and 36% disagree. The 36%
who are undecided and disagree respectively suggest that there is a problem regarding

pre-conferences during practice teaching.

A high percentage of urban students (44%) feel that there is no pre-conference prior to
evaluation. The possible reason for this could be either students or lecturers themselves
generally do not attach any importance to evaluation. Only 25% of rural students agree and
31% are_undecided. The possible reason could be that if there is any pre-conference at all,
such pre-conference is not of the formal procedure which is followed in this college, but it

may therefore be done on an ad hoc basis.
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TABLE 24 Whether there is a follow-up discussion with lecturers after evaluation

T N =100

!Location Strongly Agree Undecided |Disagree Strongly TOTAL
IL Agree Disagree

!Rurai 14 22 5 2 1

Peri-urban 3 6 8 7 1 p]
Urban 3 15 41 8 3 36
)TOTAL 20 45 12 17 5 100
-

The majority of students (66%) agree that there is a follow-up discussion with lecturers after

evaluation, whereas 22% disagree. Only 12% are undecided.

The fact that 86% agree that there is a follow-up discussion could suggest that subject
didactics lecturers overall do make use of their subject didactic periods in order to attend to

problems which stiidents could have experienced during practice teaching.

The overwhelming majority (92%) of rura! students agree that there is a follow-up discussion
with lecturers after evaluation. The reason for this could be that rural college lecturers are
highly supportive of their students regarding practice teaching evaluation. It could also be
that these lecturers do not regard evaluation as an end in itself, but rather consider the

formative influence of evaluation.

Peri-urban students seem to be sharply divided on this issue, as 36% agree, 32% are.
undecided and 32% disagree. The impression created here is that, while some lecturers do
make a follow-up discussion, some do not. The fact that 32% are undecided could mean that
students do not know whether there is a follow-up discussion. This is feasible in a situation

where the follow-up discussion is not prepery structured.
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TABLE 25 Whether evaluation of student teachers improves performance

| N =100

Eation ! Strongly Agree Undecided . Disagree 5 Strongly TOTAL

jf Agree Disagree

jRural 28 12 1 G 0 2]
EPeri—urban 13 10 o Q 2 25
?Urban 11 12 1 ! 5 ! 2 38

; i

%TOTAL } 50 34 7 : 5 : 4 100 |

The table above testifies that 84% of the students agree that evaluation of student teachers
improves teaching performance. This could suggest the importance that student teachers
attach to evaluation. The 9% who disagree are statistically not very significant. It does
suggest though that there are students who do not attach impartance to evaluation. The 7%
who are undecided suggest that there are students who are generally apathetic towards

evaluation. These students did paossibly not want to commit themselves.

Students in alf areas (rural 87%, peri-urban 92%, urban £4%) agree that evaluation of
student teachers improves performance. However, some urban students do not beiieve this.
The 19% who disagree suggest that these students attach little importance to evaluation.
This could be related to the attitude that some lecturers adopt towards students during
evaluation. If lecturers are too authoritarian there could be problems. The fact that 17% of
the students are undecided could mean that students do not attach much meaning to
evaluation. That could be the case if there is a problem of power relations between lecturers

angd students during evaluation.
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5.3.6 Time-on-task

TABLE 26 The amount of time for practice teaching

N =100
Location Far too little | Slightly too Encugh Slightly toe | Far too much TOTAL
little much
Rural 3 12 24 o] a
Peri-urban =3 7 11 a 2 s
Urban 10 12 12 2 a
TOTAL 18 31 47 2 2 1c0

The evidence on the table above reveals that 48% of the students fee} that the time for
practice teaching is oo littls, whereas 47% feei that it 1s sufficient. Only 4% feel that it is too

much.

Those students (49%) who believe that the time for practice teaching is insufficient could
have the following consideration in mind: The time allocated for practice teaching is not

enough to familiarise them with what it is to be a teacher.

This could have implications for the way in which practice teaching is structured. Two weeks
of block practice teaching per year (six weeks in three years) may be rather short to enable
students to estabiish the necessary rapport with pupils and other teachers in schools.

Perhaps a longer period of continuous practice teaching could be the answer.

Urban students (61% opted for "too little”) seem to regret the fact that the time for practice
teaching is not enough. A possible explanation could be that these students spend more time
on classroom disciplinary problems. When the time for practice teaching comes to an end

they would not have had enough time to apgly ali their didactic insights.
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5.4 SUMMARY OF QUANTITATIVE RESULTS

TABLE 27 The total picture of quantitative resuits
Tabie No. E Theme Agreeand | Undecided ; Disagree
i Strongly and Strongly i
% Agree Disagree
8 t College-learned teaching methods helpful i 83 4 8 !
7 Coliege-learned methods easy to apply 73 6 21
8 Ccllege and schoal methods related 66 4 30
9 Preparation for classroom management 82 ] 12
i
10 J Lesscon preparation problems 47 4 49
11 Awareness of practice teaching aims 2 14 i
i
12 Time to communicate with schocis 44 10 45 ;
13 Pr:'or,awareness of school expectations o7 10
14 Transfer of theory to practice a0 4 & i
15 Pupil<emeredness of college methods 11 26
16 Classroom management easy 8 &2
17 School teachers' knowiedge of calfege methods %3 15 51
18 Help by teachers in lesson pianning 4 g
19 Subject teachers' presence in class 58 7
20 Feedback regarding teaching 45 10
21 Evaiuation by college lecturers only K<) 0
i :
| Evaluation by non-sutject lecturers at 3 16 '
Pre-cenference before evaluation 44 25 ) i
24 ‘ Follow-up ciscussion with lecturers &6 12 22 w
25 Performance improvement through evaluation z 7 9 |
AVERAGE- PERCENTAGE g 63 _i_ 8 2%
i |
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This section summarises and discusses the most prominent pattems or trends in the table
above (i.e. an issues where there was much agreement or disagreement, and on which

students were most undecided.

5.4.1 Trends On Which There Was Much Agreement

For purposes of this study the cut off point for issues where there was much agreement is

84%, i.e. from 84% - 100%.

Tabie 25: Performance improvement through evaluation

in this table the respondents (84%) generally agree that evaluation improves their
teaching performance. This is possibly due to the fact that when students are to be
evaluated they give the necessary seriousness to the way in which they prepare their
lessons. Even when they teach they try to demaonstrate the required didactic insights.
This may no.t be the case in an ordinary lesson where the student teacher is not
being evaluated. Even the remarks which students may receive, if they do, after
evaluation may be educative enough for student teachers to believe that their

performance improves as a result of evaluation.

Table 11; Awareness of practicee teaching aims
There is evidence (84%) {0 suggest that the maijority of the respondents agree that
they are made aware of the aims of practice teaching before they go to schoois for

practice teaching. There are two possibile reasons for this:

s fecturers who teach Practice Teaching as a subject stress the aims of

practice teaching in their lessons
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Table 19: Subject teachers' presence in class

This table reveals that 35% of the respondents disagree that subject teachers are
present in class when they teach. This figure is quite high encugh a percentage to
warrant concerrni. An explanation for this is that quite a number of teachers do not
regard themselves as part and parcel of the teachers’ professional preparation.
Another reason could be that there is lack of communication and the absence of a
working relationship between colleges and schools. As a result some teachers may

not even be aware of their major rale when student teachers teach in their classes.

Tabie 20: Feedback regarding teaching

In this table 45% of the respondents maintain that they do not get feedback about
their teaching frem teachers. The same reason could be advanced for this as for
Table 18 above. It might also be that some teachers are not even present in class
when studént teachers teach. 1t is therefore impossible for them to give feedback if

they were not present in class.

Table 12: Time to communicate with schools

This table shows that the majority of the respondents maintain that they are not given
enough time to cocmmunicate with schools before practice teaching. This could be
because students are simply sent ta schools to fetch schemes of work only two days

before the commencement of practice teaching.

Tabie 10: Lesson preparation problems

This table also shows that the majarity (48%) of the respondents disagree that they

experience problems with lesson preparzstion. This might be that there are colleges
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which prepare students in lesson preparation whereas cothers do not put much

emphasis on it.

Table 18: Help by teachers in lesson planning

In this table the evidence suggests that 50% of the respondents maintain that

teachers do not help them with lesson planning. Possible reasons given under Tables

19 and 20 would apply here,

Table 17: Schoo! teachers’ knowledge of college methods

More than half (519%) of the respondents feel that school teachers have no

knowledge of methods and techniques used in colleges. Explanation for this include

the following:
. there is no collaboration between schools and colleges
. if the assumption is that colleges are more exposed 1o atest trends in

teaching methods, it may as well be that schools are less exposed to
inservice training regarding current teaching methods.

Table 16: Classroom management easy

The great majority (62%) of the respondents reveal that it is not easy to manage

classes during practice teaching. This could be due to the following:

n Betause of the general disruption of schooling for over 10 years, # has
become difficult to maintain discipline in class. This could be worse for
students who should maintain discipline and at the same time try to find their

"pedagogical feet” in the classroom.
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= There is generally overcrowding in black primary schools. This could lead to
problems regarding discipline and couid be worse if students have nct been

trained in teaching large classes.

5.4.3 Trends in Which Students Were Most Undecided

There is just one outstanding case which is worth commenting on in as far as this study is

concerned.

Table 23: Pre-conference before evaluation

Evidence in this table suggests that 25% of the respondents are undecided as to whether

there was any pre-conference prior to evaluation. The following are possible explanations for

this:

* This may ﬁappen in a situation where pre-conference before evaluation is not the
official college policy. In this case those lecturers who do it may be deoing it on an ad
hoc basis.

* Ancther reasan could be that some students were confused as to what
pre-conference means, especially if it has never been used in their college.

5.5 CONCLUSION

In conclusion, the most important findings regarding rural students, peri-urban students and
urban students are discussed. These findings are elaborated upon below according to the
number of questions in the questionnaire (see Appendix A). The presentation of marked

differences foillows the top down approach, i.e. from the mest to the least prominent ones.
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Table 24: Follow-up discussion with lecturers

There appears to be a wide discrepancy (56%) between rural and peri-urban students
in as far as a follow-up discussion with lecturers after evaluation is concemed.
Peri-urban students (36%) state that there is no follow-up by lecturers. it is possible
that at this college they regard school-based practice teaching as isolated from the

theoreticat part of practice teaching or subject didactics.

The 92% from the rural college who agree could be suggestive of the fact that
lecturers are more supportive of their students. They could alsc be viewing practice
teaching evaluation as part of formative evaluation of students. In this case they are
likely to view practice teaching as interwoven with both practice teaching theory and

subject didactics.

Table 21: Evaluation by college lecturers only

in this question there is a discrepancy of 51% between rural and urban students.
When 95% of rural students report that practice teaching evaluation is done by

college lecturers only, the following could be the reasons:

- Because of the apparent low teacher quality in rural areas, rural
teachers may not be sufficiently competent fo evaluate student
teachers who are being trained for a higher professional

gualification, L.e. M+3.

Teachers may feel that they have nothing to do with practice

A1

teaching evaluation if they believe that this is the domain of college

lecturers.
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On the other hand, when only 44% of urban students report that practice teaching
evaluation is done by lecturers only, the reason could be that there is a hetter

working relationship between this college and Jocal schools.

Table 23: Pre-conference before evaluation

There is a discrepancy of 47% between rural and urban students' responses. Whilst
72% of rural students agree that there is a pre-conference with lecturers before
evaluation, only 25% of urban students agree. The possible reason for this could be
that there is a forma! policy regarding pre-conferencing in the rural college, whereas
the urban college does not have an official policy in this regard. It could thus be that

the urban college has a voluntary arrangement with students.
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CEAPTER 6

PRESENTATION OF QUALITATIVE RESULTS

6.1 INTRODUCTION

In this chapter the qualitative results are presented. These are results which emanated from
a) the informal interviews which were conducted and
bj responses to the open-ended question (Question 6) on the questionnaire.
(Although these results have some quantitative elements, they have been

presented here because of the apparent qualitative importance which the

respondents have attached to specific items).

cl personal observation.The researcher has been involved in teacher education

for thirteen years and is invelved daily in teacher education in KwaZulu.

6.2 THE INTERVIEWS

6.2.1 Advantages of interviews

Interviews, in general, have the following advantages:
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al They are adaptable. The researcher is able to make full use of the responses
of the subject to alter the interview situation. A relaxed atmasphere is

possible during interviews, depending upon the skif! of the interviewer.

b] interviews permit the interviewer to follow up leads and thus obtain more
data and greater clanty. Greater depth is thus possible during the interviews
which is often not the case with other methods of collecting data. "In
contrast, the skilled interviewer, through the careful motivation of the subject
and maintenance of rapport, can obtain inforrnation that the subject would

probably not reveal under any other circumstances™ (Borg and Gall, 1989:

447),

6.2.2 Disadvantages of interviews

The flexibility, adaptability and human interaction which are unique strengths of the interview
technique, also aflow for subjectivity and possible bias which can be its greatest weakness in
some research situations. The interaction between interviewer and the respondent is subject
to bias from many sources. Eagemess of the respondent to please the interviewer, a vague
antagonism which sometimes arises between the interviewer and respondent, or the
tendency of interviewers to seek answers which support their preconceived notions are but a

few of the factors which may contribute to biasing of data obtained from the interview (fbid...

448).

6.2.3 Interview format and rationale

An informal and semi-structured interview was used for purposes of this study, along the
iines suggested by Borg and Gall 1989: 452). In terms of this form of interview "the
researcher (interviewer) asks a series of structured questions and probes more deeply, using

open-ended questions in order to obtain more complete data” (/bid.: 452)
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The following questions were used as a gquide during the interviews.

Question 1

Explain how the college prepares you for practice teaching.

The purpose of this question was to find out how student teachers are prepared by
colleges for school-based practice teaching. The use of open-ended questions to
further probe given responses enabled the researcher to gain a more complete

picture of how student teachers are prepared.

Question 2

What problems do vou experience during practice teachinn?

The purpose of this question was to find out more about problems which student
teachers expenence during practice teaching. It was taken into account that Question
6 of the questionnaire may have elicited similar responses. However, realising the
limitations of the questionnaire as discussed in Chapter 5, it was felt that the
interview situation would provide deep-seated insights regarding particular problems,
rather than religiously accepting unreflected responses.

This purpose was effectively achieved in this study because the researcher gleaned

further information from the interview.

Question 3

What do vou dislike about practice teaching?

The purpose of this question was t¢ find out what the respondents regard as their

unpleasant moments during school-based practice teaching. 1t was thought that
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some of the ideas emanating from this question would be incorporated in the
recommendations resulting from the study. This would be possible because the
nature of this question was such that it could highlight some deficiencies of
school-based practice teaching. This hunch paid off because some of the findings in

this category supplemented other findings in the study in an illuminating way.

Question 4

What aspect of practice teaching was most useful for you?

Realising that it was not possible that everything to do with school-based practice
teaching was unpleasant, this question was included in the interviews. The idea
behind it was to enable the interviewees to give the positive side of their experience
in schoois during practice teaching. This was achieved because findings do reveal
that there were indeed many positive aspects of school-based practice teaching as

far as the fespondents in this study were concerned.

Question §

Suggest how practice teaching can be improved

The purpose of this question was to find out from the interviewees how they
considered practice teaching could be improved. 1t was felt that final year students

would be able to influence curriculum development in this area for two reasons:

al as beneficiaries of the curmiculum they should be ahble to make an

input in curriculum development for practice teaching;
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their history and experience as ieacher trainees (i.e. by being
finalists) would enable them to make better informed judgements
concerming what ought to happen regarding school-based practice
teaching. This would not be the case with other student teachers, i.e.
those in Course | and Course {l, because of their limited experience

of school-based practice teaching.

Some suggestions emanating from such a question would thus be incorporated in

the recommendations.

6.2.4 Interview procedure

During the interview the interviewees were divided according to whether they were doing

junior or senior primary school training. Each section, i.e. whether senior or junior primary,

was further divided.as follows:

al

in the rural college there were 39 interviewees. For easy interaction
they were divided into groups of ten each and one group of nine
participants. Small and manageable groups enabled the researcher
to elicit responses from all the interviewees. The interviewer would
ask a question and allow each and every interviewee to respond to it.

This took place in the aftemoons.

in the peri-urban college there were 25 participants. The same
procedure as discussed above was followed, except that the
interviewees were eight in two groups and one group had nine

participanis. This took the greater part of an afternoon.
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cl In the urban college there were 36 interviewees. They were divided
into three groups of ten each. Only one group had six interviewees.

The interviews were conducted over two days, during the aftemnoons.

in all, 100 interviewees participated in this research project. The interviews were conducted

in the afternoons aver a four day period, as has already been mentioned.

The interviews were personally conducted by the researcher. Note-taking was also done by
the researcher as the interview was in progress. Although Borg and Gall (1889: 455) argue
that note-taking make respondents uncomfortable, its use can be justified in this study as

follows:

i] it facilitated data analysis because the information was readily accessible as
much of it had already been classified according to appropriate response

categories by the interviewer.

ii] “When questions deal with simple factual information, respondents expect
their answers to he written down and may become annoyed or offended if
they are not" (Barg and Gall, 1989: 455). It is thus because of this knowledge
that the researcher resorted to note-taking. This appears to have yielded

good results within a relatively short period of time.

6.2.5 Strenaths of the interview

The above limitations notwithstanding, the strengths of the interviews in this study are as

follows:
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al it was paossible to obtain more truths and detail. This was, for instance, not

possible with the questionnaire.

b] While the discussicns were allowed to flow freely, the danger of involvement
in long drawn-out discussions and going off on a tangent had to be guarded
against. Whilst the interviews were directed, the expression of any relevant
view was encouraged. This yielded great dividends because it indicated the
thought dynamics of the interviewees. This is, of course, a strong point in
favour of the interview iechnique in ihis study. 1t deviated from the
procedure employed with the questionnaire whereby the researcher received
responses to specific statements, sometimes without the necessary

reflection.

6.3 SELECTION OF STUDENTS

Selection was randomly done. The group which was selected had to meet the following

criteria:

. selected students had to be in both the Junior and Senior classes of the
Primary Teachers Diploma (vide supra 6.2.4). Junior Primary students
comprised approximately 55% of the sample, whereas Senior Primary
students (vide Table 5) comprised 45%.

. selected students had to include both males and females (vide Table 5)

the performance of the respondents had to range from best to average to
poor, so that all cegnitive levels could be represented in a sample (See 5.3

under Administration of questionnaire).
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6.4 PRESENTATION OF QUALITATIVE RESULTS

The qualitative results which are presented below wili follow the pattern of critera for

effective school-based practice teaching discussed in Chapter 3.

6.4.1 Effective parinership

a]

Students indicated that there is a disturbing lack of communication between
colieges and schools. As a result, teachers in schools do not know when
student teachers are going to come to their schools. This also has to do with
organisation of practice teaching. Effective parnership goes hand in hand
with efficient organisation of practice teaching as discussed under 6.8.3.

Some respondents reported that they do practice teaching when there are
examinations in schools and that there is litte time to interact with pupils.
Communication between schools and colleges seems to be a sericus

problem in KwaZulu colleges of education.

When colleges and schools do not effectively communicate with each other,
the practica! training of teachers is likely to be adversely affected. This
implies that it is not possible that these institutions arrive at some consensus

concemning what ought to be done with student teachers.

As has already been suggested, students are unlikely to experience
professional fulfiiment in a situation where colleges and schoots do not
communicate. That is why students become frustrated when they arrive at
schools and find that schools are pursuing a programme different from what
they expected. For instance, when student teachers amive at scheols and

find that schools are conducting examinations, it stands to reason that they
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may not have the contact with pupils in a didactic situation. In this way
student teachers can only experience being at school, but cannot learn the

art of teaching.

It was also found that student teachers became disturbed by the apparent
lack of seriousness on the part of pupils when they teach them. Pupils
apparently do not regard them as {eachers and this contributes to disciplinary

problems in class, the respondents believe.

Disciplinary problems which are reported in this study would be reduced if
there is effective partnership. This is possible because teachers in schools
would make the message clear to the pupils that the role of student teachers
is to assist them to leam. On the other hand, the influence which the college
would have on schools implies that teachers in schools would see
themselves as teacher educators and thereby influence pupils' attitudes

towards student teachers.

Senior Primary Teacher Diploma (SPTD) student teachers highiighted a
lack of command of English by pupils as a problem. This problem was more
pronounced in schools where teachers use the mother tongue instead of
English. It shouid be remembered that the cumrent amangement is that
African children should be taught through the medium of English as from
Standard 3. The findings of this study reveal that this ruling is apparently not
being adhered to by teachers in schoois. What is apparent here is that
colleges are teaching one thing whereas schools teach ancther. This would
obviously be very frustrating to student teachers. Whilst it is possible that
Black children experience problems regarding the use of English as medium
of instruction since English is not their mother tongue, this would be
alleviated if teachers and college lecturers had some working relationship

regarding this matter.
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6.4.2 College theoretical preparation

al Findings in this category reveal that student teachers are disturbed by the
apparent lack of congruence amongst the college lecturers as to what
constitutes effective teaching. Whiist this appears to be a general problem
with all colleges, the respondents reported that it becomes acute where
criticism lessons were evaluated by lecturers other than those who teach the
content as well as subject didactics.
The fact that college leciurers do not agree on what constitutes effective
tgaching implies that the student teachers’ theoretical preparstion is
problemnatic. The problematic nature of their theoretical preparation arises
because student teachers seem to be tom apart by different episternclogicat

positions which are apparently taken by different lecturers in didactic theory.

The question which arises is: How is it possible for schools and colleges to
come {0 some Consensus regarding what constitutes effective teaching, if
college lecturers do not agree amongst themselves? It does seem as if even
college lecturers may not agree as to what constitutes effective teaching,
e.g. the need for lesson preparation; the need for all levels of questions, (i.e.
higher order, middle order and lower order) the need for a thought provoking
) introduction, etc. Practice Teaching evaluation is bound to be problematic in

a case where lecturers have different theoretical positions regarding what

constituies effective teaching.
b} Junior Primary Teachers Diploma (JPTD) students compiained about the

disruptive behavicur of pupils in junior primary schogls. This problem can be

approached from four perspectives:
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Lack of pre-primary facilities in colleces of education

it is unthinkable that a college can train student teachers to teach in
junior primary schools without any theory or insight inta pre-primary
work. The implication here is that student teachers do not appreciate
the nature of pupils in junior primary schools. What they regard as
disruptive behaviour is, in actual fact, the typical behaviour of pupils
at this level of schooling. In a situation where there is no thorough
grounding in pre-primary work, a teacher in a junior primary school is
likely to regard nommal behavicur for pupils, at this stage of
development, as disruptive behaviour. I is, for instance, part of
normal behaviour for junior primary pupils to have so much energy

that they may appear disruptive.

Lack of understanding of child psycholoay

The impression created in this study is that student teachers lack the
necessary grounding in child psychology. Junior primary school
pupils, (as has been suggested in i above), behave in a particular
manner. They are thus different from senior primary school pupils.
The implication here is that student teachers with the necessary

grounding in child psychology would not regard the nature of

learners in junior primary schools as typified by disruptive behaviour.

Problem of classroom procedure and organisation

The other preblem relates to classroom procedure and organisation.
Student teachers seem to fear that they might lose classrocom control
if pupils are too active in class. This becemes imponant if one

considers that pupils are generally regarded to be disruptive when
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they are in actual fact too active (see i] above). It seems as if
colleges should give particular attention to classroom procedure and

organisation as a didactic construct.

it should also be remembered that student teachers generaily come
from a system of education which encourages conformity. When
pupils do not conform to the norms of the classroom they are easily
labelled disruptive, whereas their behaviour is an expression of their
situatedness at a particular point in tirne in their history. That is why

teachers sometimes resort to unpedagogical ways of handling pupils.

The relationship between the youth and the elders

The other problem relates to the relationship between elders and the
young ones in society. The young ones are expected to respect the
elders as authority figures. This respect implies that the young ones
may not question what adults say. Neither should they talk whiist
adults are still talking. When pupils in junior primary schools
demonstrate their energy levels they are said to be disruptive. Is jt
not possible that this attitude by student teachers could be located

within the cultural baggage which they bring to schools from home?

6.4.3 Efficient organisation of practice teaching

Lack of efficient organisation of practice teaching is evident because there is no effective
communication between colleges and schools. This has been discussed in 6.4.1. What is
alsg problematic sbout the organisation of practice teaching is that schools are not involved

in the whole process. Schoaols have no input regarding, for instance, the timing of practice
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teaching. As a result student teachers sometimes find themseives in schools when these
schools are following a programme which does not accommodate student teachers. For
instance, when student teachers ammive in schools during the week when there are sporis
activities ar examinations being conducted, it stands to reason that they may not find encugh

time to teach (see 6.4.1.3]).

What is being emphasised in these criteria is that no school-based practice teaching can be
effective unless schoaols are partners in its organisation. What is apparent in this study is that
schools are in no way in partnership with colleges during the process of practice teaching

arganisation.

6.4.4 Ability to transfer theory to practice

6.4.4.1 Microteaching

Re.spondents cited microteaching as one of the ways in which they were
prepared for practice teaching. Microteaching is scaled down teaching.
Briefly, the main value of microteaching is that it bridges the gap between
theory and practice. Teaching theories come from psychological theories of
learning and management, and from analysis of the teaching situation. They
give principles for good teaching, but do not show the student teacher how to
apply them. Microteaching teaches both the principles and practice of good

teaching (Duminy et al., 1883: 4).
6.4.4.2 Demonstration

Demonstration lessons were also cited as a way of linking theory to practice.
Demonstration lessons have some aspects of microteaching in that they

entail teaching in a controlled classrcom environment. The rationale behind
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demonstration lessons is that they provide models for the leamer to observe

and take note of. They are usually given by an experienced teacher or

lecturer, and cbserved by the student teacher,

a)

bl

Actual role of lecturers during demonstration lessons

In this study it was found that [ecturers do nof give model
demonstration lessons. This was in fact a constant complaint by
respondents. This should not be surprising if one considers the

following:

o Some college lecturers have not had enough schoof

experience {see Table 2 in Chapter 1).

0 Most college lecturers train teachers to teach in primary

schools when they have not had primary school teaching
experience. Even the professional qualifications of most

lecturers is geared for secondary school teaching.

Peer agroup teaching during demonstration lessons

In one rural college respondents reported that peer group teaching is
used to prepare students for school-based practice teaching. This
means that demonstration lessons are conducted by other students.
It seems as if in this college, student teachers sometimes conduct

lessons, the aim of which is {o relate theory to practice.

If demonstration lessons are conducted by students it appears as if
these are not ordinary student ieachers. Respondents referred to

these students as "upgraders”. "Upgraders” are student teachers who
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have teaching qualifications fower than a Primary Teachers Diploma
(PTD). These students enrolled for PTD for purposes of upgrading
their professional qualification. They only do two years in a coliege
of education and qualify for PTD (M+3).

The use of "upgraders” in demonstration lessons appears to be a
positive step at this college. This is because these "upgraders”
would have taught in primary schools. They therefore have the

necessary classroom experience in primary schools.

In the said college lecturers are not conducting demonstration
lessons. The respondents did not know why this was the case. Even
if there are "upgraders” at a particular college, the lecturers should
still conduct demonstration lessons, according to the opinion of the
researcher. Lecturers should not be appointed to teach in a college
of education merely because they have high qualifications which go
along with a better salary package. it is their ability to train teachers
which should be taken into account. If a lecturer in a college of
education cannot conduct demonstration lessons, the question arises
as to how he/she prepares student teachers for the realities of the
primary school classroom. Ctherwise the transfer of theory to
practice becomes an idle dream if demonstration lessons cannot be
conducted by the same people who are supposed to teach didactic

theory.

Classroom overcrowding
QOvercrowded classrocoms were cited by the respondents as the most

serious problem. Respondents were particulardy concemed about

overcrowding because they maintained that they could not teach
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effectively under such conditions. Discipline was cited as an offshoot

problem of overcrowded classes.

Overemphasis on overcrowded classrooms, which goes along with
problems of discipline, seems to suggest that students are
concemed about maintaining order in class, instead of teaching. it
would be interesting t¢ know the extent to which these respondenis
are influenced by an overemphasis on order and discipline as
espoused by Fundamental Pedagogics. This philosophy  of
education {(Fundamental Pedagogics) still permeates the current

discourse in black teacher education.

6.4.4.4 Demonstration lessons versus overcrowding in schools

Overcrowding in class seems to be taken so seriously by
respendents that they suggest that even demonstration lessons
should be conducted in overcrowded classrooms. This shows the
extent of the problem of the theory-practice dicholomy in KwaZulu
colleges of education. Respondents seem to suggest that there is a
problem regarding what takes place in the real classroom situation

as opposed to the theory which they leam at the college.

There is also a suggestion that the number of demonstration lessons
are not enough. Respondents suggest, for instance, that "eaching
practice can be improved if there are more demonstration lessons”.
The implication here is that the ability to transfer theory to practice is

hampered when theare is a scarcity of demonstration lessons.
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6.4.4.5

6.4.4.6

Teaching aids

Respondents further maintain that there is a scarcity of teaching aids
in schools. This seems to be in conflict with the theory that media
should be used. "in view of the scarcity of teaching aids in schools,
there should be a teaching aids centre in each college”, one

respondent suggested.

Respondents seem to believe that there is a relationship between
the abundance of teaching aids and effective teaching. They
apparently do not realise that a good teacher (under a tree without
even a blackboard) can teach better than an incompetent teacher
with the best equipment and facilities in the world. This does not aim
at undermining the importance of teaching aids. As Brown and
Nacino-Brown (1990: 102) report this is the problem with both
developing and developed countries. Student teachers should thus
not blame their poor performance on the lack of teaching aids. They
must be self-reliant, innovative and able to improvise much of the

time to make the best of the difficuit situation (ibid..: 102).

Practice teaching and professional satisfaction

Respondents regard school-based practice teaching as an accasion
during which the application of theary to practice leads to
professional satisfaction. They regard the very idea of being at
schaol as being imporiant for their professional preparation. When
they apply theory, which they have learned at the college, they begin
to appreciate the chasm which exists between the reality of the

school situation and the theory espoused at coliege.
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From the above discussion it seems as if studenis atiach great
importance to practice teaching despite the already mentioned
problems. The fact that practice teaching in schools enables student
teachers to experiment with college-leamed thecry seems to be

rewarding to them.

6.4.5 Effective supervision

6.4.5.1 Supervision by co-operating teachers

Respondents seem to be very uncomfortable when they are in schools during practice
teaching, as they reporied that teachers in schools were very hostile towards them. Hostility

was demonstrated by the following:

sarcasm by teachers;
teachers being absent from class whilst students teach;
remarks that student teachers are arrngant because they are studying for a

diptoma.

The abovementioned instances indicate that student teachers are not properly supervised in
schools during practice teaching. Whilst this apparent hostility is related to the teachers’ lack
of training in supervision, it seems as if there are deep-seated reasons for this state of
affairs. The majority of teachers in schools have a teacher's certificate which was obtained
during the training college era. With the intreduction of the college of educaticn system from
1982 the teachers (those with certificates) were declared underqualified because they did not

have diplomas, i.e. M+3.
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What flows from the above point is that many teachers in schools are effectively in an
inferior position when compared with the student teachers when they are expected to
supervise. On the other hand, it is also possible that student teachers somehow resist

supervision by teachers who may be their juniors in qualifications.

As has already been implied above, lack of training in supervision of co-operating teachers is
another problem. This further confirms that teachers in schools are not equal to their tasks
during practice teaching supervision. it also suggests that much work needs to he done in

order to put the practical training of student teachers on its proper focting.

Evidence available in this study seems to suggest, however, that student teachers need the
support of co-operating taachers when they teach in schools. Where there is no guidance by

teachers, they generaily do not know when they are on the right track or not.

Even in cases where some supervision does take place, this is not done in a manner which is
didactically and professionally helpful to student teachers. The remark that "teachers stop
you whilst you teach and tell the class that you are wrong", suggests that the supervision of
student teachers during practice teaching needs general overhauling. This kind of behaviour
implies that teachers in schools do not understand the extent to which student teachers suffer
from reality shock in these schools. A remark such as the one above is bound to affect the
seif-esteemn of a student teacher. This is besides the fact that there is no didactic justification

for humiliating a student teacher when his pedagegical wings are still very fragile.

Student teachers, however, seem to realise the importance of co-operating teachers during
practice teaching. "Subject teachers should have a major say in the evaluation of student
teachers because they spend most of their time with students”, some respondents suggested.
This means that there is a canflict of expectations during practice teaching. Student teachers
expect help from teachers, whereas teachers are neither able nor willing to give them the
necessary professional support. The ineffectiveness of practice teaching supervision is

apparent in this case.
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8.4.5.2 Supervision by college lecturers

"Crit lessons should be evaluated by a person who teaches the subject”, most respondents
suggested. This means that student teachers do not favour a system whereby they are
evaluated by any lecturer, irespective of his/her insight into that particular subject. Whilst it
is possible that such a state of affairs results from the ever-increasing number of student
teachers in colleges these days, it can, nevertheless, not be justified. it seems as if colieges

will have to design ways of circumventing this problem.

If a lecturer does not have the necessary academic and professional grounding in a particular
subject, it stands tc reason that he/she cannot be qualified to evaluate such a subject during
practice teaching. Evaluation of teaching is a specialised skili which is acquired. It becomes
even more problematic when a person without the necessary insight into the subject is

allowed to evaluate lessons in the subject.

A physical education crit lesson was cited as a practical example of the problem when a
lecturer was to evaluate a lesson on physical education. This being a practical subject,
pupils had to go out to the open air for physical exercises. The student teacher was penalised
for this because the lecturer expected to see a lesson conducted in the classroom. Even the
lesson preparation format seemed to have been a source of confiict between the student and

the lecturer.

It also seems as if college lecturers have a tendency to leave the class before the lesson
comes to an end. Student teachers appear to be greatly disturbed by this. Lecturers could be

doing this for two reasons:

a) Lecturers work under pressure to completee their day's load during practice

teaching. This could be related to large numbers of students whose lessons

they need to svaluate.
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bj Coliege lecturers seem not to realise the didactic vaiue of observing the
whole lesson. If a lecturer leaves the classroom before the evaluation stage
of the lesson, he/she cannot know whether evaluation has been in

accordance with the objective of the lesson.

Criticism lessons which are evaluated by college lecturers are apparently valued by student
teachers who reported that such lessons enabled them ta gain confidence. What is revealing
is that they are more thorough in their preparation when they are to be evaluated by college
lecturers. This seems to suggest that student teachers aitach some degree of seriousness
only to criticism lessans. If these student teachers are not properly supervised by teachers
when there are no criticism lessons, it stands to reason that current school-based practice

teaching arrangements have little didactic value.

6.4.6 Time-on-task

Respondents are c:oncemed regarding the way in which practice teaching is structured. They
suggest a month of continuous practice teaching rather than blocks of two weeks. The views

on the time spent on practice teaching are twofold:

a] The cumrent two-week block period far practice teaching is not what student
teachers would prefer. The rationale behind this is that two weeks of block
practice does not afford them sufficieent time to get to know pupils in their

classes.
b Ancther concemn is that two weeks of block practice teaching does not

provide them with adequate opportunity to apply their didactic insights in the

classroom.
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6.5 RESULTS OF THE OPEN-ENDED QUESTION

it was suggested in the introduction of this chapter that the results from Question 6 of the
questionnaire {open-ended) would be presented here (see 6.1 b]). These results are
presented separately from other qualitative results due to their uniqueness. Although they are
qualitative, they appear to have some quantitative elements. These results are presented

according to didactic criteria outlined earlier on.

Responses to this question are discussed under six headings, viz. effective parnership,
college theoretical preparation, efficient organisation of practice teaching, ability to transfer

theory to practice, effective supervision and time-on-task.

6.5.1 Effective Parinership

Effective partnership has to do with the nature of the relationship between the college and
local schools in the professional preparation of teachers. Where the relationship is weak it is
assumed that partnership between the college and the schools is not effective. This suggests
a discrepancy in the professional preparation of teachers. The following subsections will be
covered here: college teaching methods, language problems, pupil attitudes and subjects not

taught in schools.

al College teaching methods

The thrust on college teaching methods was with reference to lack of
congruence between such methods and those used by teachers in schools.
This appears to be a matter of sericus concem to student teachers. Fourteen

percent (143:) of the respondents feel strongly about the lack of congruence

181



b

between college teaching methods and those used by teachers in schools.

(See Table 28 at the end of this chapter).

It is true that college teaching is didactically different from that of school
teaching. it is thus accepted that, hecause of age differences among leamers
in these institutions, teaching methods may not be always the same. Yet in a
situation where there is effective partnership between the two institutions it is
possible that some congruence can be found between college and school
teaching methods. In this way there will be a link between how student
teachers are taught and how they are expected to teach in schools. Callege
lecturers' teaching methods should be such that student teachers would wish

to emulate them.

L apquage problems

This problem was raised by a number of respondenis and it was given
prominence by senior primary diploma students who are trained to teach
from standard 3 to standard 5. The ruling is that English should be the
mediem of instruction from standard 3 cnwards,. However, despite this
ruling, it appears there are teachers who still teach through the medium of

Zuiu (see section 6.4.1 c]).

When the student teachers are trained at the college they are made aware of
requlations conceming the use of English as a medium of instruction from
standard 3. This is, however, not adhered to in most of the schools. Sludent
teachers thus find a problem in their didactic encounter with pupils. Pupils
seem not to be conversant with the way in which they are taught by student

teachers which creates a problem for both student teachers and pupils.
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What is apparent here is that as long as there is no partnership between
colleges and schools in teacher preparation, problems such as the cne

reflected above are bound to occur.

Pupil attitudes towards students (see section 6.4.1 b))

This is related to the following issues:

i] that student teachers are not permanent in schools;

ii] the uniform which the student teachers wear does not differentiate
them from pupils who also wear unifommn, thus reinforcing their

temporary status in the schools.

Because of the two issues raised above pupils do not give student teachers
the degree of seriousness which they deserve. Such an attitude is likely to
affect the self-esteem of student teachers, which further means that
classroom discipline is affected. If classroom discipline is affected it stands

to reason that effective teaching becomes an idle dream.

Equal and therefore effective parinership between colleges and schools
would create conditions for effective school-based practice teaching. Pupils,
for instance, would not have the apparent disdainful attitude they have
towards student teachers. Effective partnership would create conditions in
which pupils appreciate the role of student teachers in schools. It is, for
instance, envisaged that in effective parinership student teachers would have
more constant contact with schools. Pupils would thus also have to develop a
positive relationship with student teachers to the point where the eroding

attitude is done away with.
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d} Some subiects not taught in schools

Absence of partnership between colleges and schools leads to the teaching
of subjects which are taught at college but  which are not offered in
schaois.such as music, art and physical education. This means that colleges

are training student teachers for a situation which does not exist.

In a situation where there is partnership such a state of affairs would not
exist. It seems as if even student teachers are affected by the problem
described abeve and they tend to regard subjects like music, art and physical
education as being unimportant in their professional training. The college
curriculum is adversely affected because student teachers may not give the

necessary seriousness to such subjects.

6.5.2 College theoretical preparation

Coliege theoretical preparation should form the basis for school-based practice teaching,
otherwise practice teaching without theory is not useful at all. Harmony between college
theoretical preparation and practice teaching renders a trained teacher distinguishable from
an untrained teacher. The following concemn, raised by the respondents, suggests something

about their college theoretical preparation.

Class of slow leamers

Student teachers seem to experience problems with what they regard as a class of
slow leamers. As has been ststed above, this suggests something about the didactic

theory which these students have been taught at college.
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The researcher is of the opinicn that even if the class comprises of slow leamers this
should not be a problem with a student teacher who has sound didactic theory. The
view which is taken here is that those who teach pupils should always take into
account the leaming style of the pupils they teach. Leaming styles are classified as

follows:

i] doers

ii] feelers

ii1] observers

iv] conceptualises (Persaud, 1992: 15).

Teaching strategies should cater for ali these leamning styles. In this way all pupils in
the class will be accommodated. Student teachers should not simply label pupils
slow leamers, but they should ensure that leaming styles which accommodate ali

leamers are used.

The above views thus presuppose that the student teacher would have done needs

assessment in order to determine the entry situation of pupils.

Respondents' concern regarding slow leamers seems to suggest that they lack
proper grounding in didactic theory. In conclusion, the researcher is further of the
opinion that no pupil should be labelled a slow leamer. It is the teacher who ought to

adapt his teaching strategy to the ievel of the leamers' (pupils) leaming styles.

6.5.3 Efficient organisation of practice teaching
Efficient organisation of practice teaching has to do with how well practice teaching is

organised. This, of course, will depend upon the context in which practice teaching takes

place, as well as how a particular coilege organises it. The following subheadings are deait
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with: violence, high expectations by schools from student teachers, transport (distance) {o

schools, poor communication between college and school

aj

Violence

The effective organisation of practice teaching is hampered in the following ways:

]

Student teachers are sent 1o schools for practice teaching. Those who
organise practice teaching do not anticipate that there is going to be political
viclence in the area where the school is situated. When student teachers
have to be withdrawn from violence-ridden schools, this affects the efficient

organisation of practice teaching.

As a result of violence, colleges are usually compelled to place student
teachers in areas where they will be away from transport. This became
problematic in one particular day college. At this college no money is
collected for teaching practice purposes and student teachers have to use
their pocket money in order to travel to schools during practice teaching. In

this way the proper organisation of practice teaching is affected.

High expectations by schools from students

This has to do with the organisation of practice teaching. Where practice teaching is

effectively organised there will be positive communication between colleges and

schools through which schools know exactly what and what not to expect from

student teachers. Gtherwise there is an apparent exaggeration of expectations by

schools as explained below, and this is bound to create tension and coenflict.

Schoot principals were cited as expecting too much from student teachers. This is

understandable, though, if ane considers the fact that 15% of teachers in KwaZulu
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are unqualified and 52% undergualified (Edusource, 1993: 3). Those who are
unqualified are those who have not been formally trained as teachers i.e. those who
teach without a teacher's certificate. The 52% who are said to be underqualified are
those who do not have diplomas, but have only teacher certificates. When principals
therefore expect too much from the students who are studying for diplomas, it may
as well be that this is caused by the assumed superiority of their training when

compared to that of practising teachers.

The conflicting expectations inherent in a sifuation such as that described above
became apparent because student teachers believe that they are supposed to get
guidance from schools, whereas teachers in these schools have neither the ability

nor the inclination to provide this.

¢l Transpoert (distance) to schools

This problem was raised by some respondents in the urban college which is a day
college. As has already been stated above, this college does not collect maney for
practice teaching from student teachers and students themselves have to pay their

travelling expenses to schools.

Besides the problem of viclence that has already been mentioned, it is sometimes
not possible to place student teachers in schools that are in close proximity to the

coliege because of large student numbers.

d] Poor communication between college and school

This appears to be a serious problem in Kwafulu colleges of education.
Respondents are of the view that lack of support which they experience from schools

could be attributed to poor communication.
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Poor communication also seems to suggest that both institutions have not begun {o
regard themselves as equal partners in the professional preparation of teachers. This
is important if one takes into account that good communication between colleges and
schools presupposes efficient organisation of practice teaching. Efficient organisation

is likely to go together with effective parinership between the two institutions.
Where there has been proper communication between colleges and schools, practice

teaching is likely to be a rewarding experience for student teachers. In this way

practice teaching will be more effective.

6.5.4 Ability to transfer theory to practice

This has to do with the application of theoretical knowledge which students gain during
college-based training. The students’ ability to relate theory to practice is hampered by

classroom overcrowding and lack of teaching aids, as discussed below.

a] Classroom overcrowding (see Section 6.4.4.3)

Student teachers seem to be very concemed about classroom overcrowding.
Whilst this problem has already been given attention, it needs to be pointed
out that colleges of education should design some teaching theory which wil
enable student teachers to deal with the problem of overcrowding. According
to Edusource {19983: 3) the pupil-teacher ratio in primary schools is 53:1.
These statistics need to be read with caution as the situation on the ground
may be completely different. In practice, however, pupil-teacher ratios can,
and do, exceed 100:1 in some rural areas (ibid.). Obviously, such class sizes
make effective teaching extremely difficult and can lend themselves to a

teaching methodology which is teacher-centered and authoritarian.
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The problemn of overcrowding seems to suggest that colleges should train
student teachers in methods which will enable student teachers to teach in
overcrowded classrcoms. One wonders if these student teachers are aware
of co-operative learning. In this type of leaming pupils are divided into small
groups according to their responsibilities. This means that each group is
given an objective to obtain. Co-operative leamning is usuaily useful when
teaching a new concept. One of the characteristics of co-operative leaming
is brain storming. In this situation quiet voices are not lost or shouted down.
The "cuiture of silence”, which is seen to characterise most black schools,

can thus be avoided.

Lack of teaching aids  (see Section 6.4.4.5)

This appears to be of serious concern to the student teachers and is rather
disturbing. One gets the impression that student teachers do not see
themselves as creators and innovators of teaching-leaming situations. it
appears that they come to school with fixed ways of teaching. This is typical

of student teachers during the normal college era.

Notwithstanding the above arguments and those in Section 6.4.4.3, teaching
normally facilitates the application of theory fo practice. In a teaching
situation where there is a paucity of teaching aids, it is apparent that the
application of theory to practice is hampered. Teaching aids contribute
greatly to ensuring that what pupils have leamed at school can be applied
meaningfully in life's endless variety of problem situations. 1t is also true that
what the pupil leams is retained for a longer period if leared through actual

concrete representations.

Didactic theory conceming the use of teaching aids is not useful unless

students are in a position to apply such theory in a practical situaticn. In as
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far as this study is concemed it would seem as if colleges ought to have a
better understanding conceming the context in which college-based didactic
theory is applied, otherwise student teachers are likely to suffer severely
from reality shock when they arrive in schools and find that college-learned

theary is not easy to apply.

It is also important 1o take note of the fact that whilst lack of resources in
schools is acknowledged as a major drawback, it is a fact that human
imeraction between teacher and leamer is invaluable for maturation in
leaming. The human element in a didactic situation remains of paramount

importance.

6.5.5 Effective supervision

Effective supervisi'on has to do with the ability of lecturers and teachers to supervise practice
teaching. If practice teaching is not propery supervised it stands to reason that student
teachers will not learn much from it. The following areas are deatt with here: teacher
indifference, teacher absence during classes and evaluation by lecturers not familiar with

didactics or content.

6.5.5.1 Supervision by co-operating teachers

a) Teacher indifference

This refers to the negative attitude which teachers demonstrate towards
students in that they are neither able nor willing to assist student teachers

when they teach in schools.



bl

These findings suggest lack of awareness by teachers of the complexities of
supervisor/student teacher relationships. The importance attached to
interpersonal communication during supervision is neglected in a situation
where co-operating teachers are indifferent towards the student teachers.
This means that the need to establish clear communication, understanding

and mutual trust is absent.

Ancther problem relates to the training of co-operative teachers as
supervisors. The cument trend suggests that supervision is inherited
because there is no training through which supervisors go. This shows that
the supervision of student teachers is still very much neglected, despite its

centrality in the whole process of teacher education.

It has already been suggested that teachers have a negative attitude towards
student teachers. This shows the extent to which curmrent school-based
practice teaching supervision is ineffective in KwaZulu colleges. It is not
possible that the supervision of practice teaching can be effective when

teachers are indifferent towards their supervisory roles.

Teacher absence during classes

The genera!l tendency is that teachers are usually not present in class in
order to supervise student teachers during practice teaching. This means
that student teachers are, for most of the time, left unsupervised during

practice teaching.

It has been indicated that there is lack of partnership between colleges and

schools when it comes to the preparation of teachers. This means that

teachers in schools do not regard themselves as having anything to do with
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6.5.5.2

student teachers in their classes. It is partly in this light that their absence

should be viewed.

Even if some teachers know that they need to help student teachers during
practice teaching, they do this as a ritual because they were assisted when
they were student teachers. In this case there is no  commitment to the
proper supervision of student teachers. It thus appears that student teachers

do not receive the necessary support from teachers during practice teaching.
The centrality of teachers has been recognised by Dow (1979: 197) when
she said: "Iif teaching practice is the linchpin in a course of teacher

education, it follows that teachers in the practice schools have a central

place”,

Supervision by college lecturers

Evaluation by lecturers not familiar with subiect didactic and content

This also appears to be an issue of serious concem to student teachers
because it gained clear focus in response to Question 6 on the
questionnaire. When student teachers are supervised by lecturers who are
not familiar with content or subject didactics there is usually a conflict of
expectations regarding lesson preparation and methodology. This is often
the case when, for instance, a lecturer who specialises in Zulu has to
evaluate a music lesson. Besides the fact that the philosophical assumptions

of Zulu and music are different, the teaching methodology is totally different.

When a lesson is evaluated by a lecturer who has no knowledge of the

content and subject didactics of the particular subject, it stands to reason that
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the student teacher does not benefit. There is also the possibility that a
student teacher may not teach the lesson properly and this may escape the
notice of the supervising lecturer if he/she is not familiar with the content and

subject didactics in a particular subject.

The situation such as that described above is understandable, if one
considers the increasing number of student teachers in colleges without the
commensurate increase of the lecturing staff. The onus, however, lies with
the colleges to design innovative ways of organising practice teaching in
such a manner that it is only those fecturers who know the subject who will

evaluate it (see section 6.4.5.2}.

6.5.6 Time-on-task

This refers to the quality time during which student teachers are effectively engaged with

practice teaching in schools.

The actual amount of time

The time which is allecated to practice teaching (i.e. 50 days in three years) is not
enough. Student teachers appear to be in need of more experience in the practical

situation of the classroom.

The way in which practice teaching is organised. Practice teaching is organised

according to blocks i.e. first year = 10 days
second year = 20 days
third year = 20 days.
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Student teachers would appreciate it if practice teaching became continuous rather
than in block form. it seems as if the concemn of the student teachers relate to the

following:

> Block practice teaching does not give them time to familiarise themselves
with pupils in schools. They therefore find it rather difficult o come to grips
with the overall entry situation of the pupils. Even the general institutional
culture is not understood by student teachers if they stay for shorter periods

in a school.

> Practice teaching does not give student teachers a full day's experience in

the school. It only prepares student teachers for criticism lessons.
> The foregoing arguments suggest that the time students spend on practice

teaching is not effective in terms of what student teachers leam during

school-based practice teaching.

6.5.7 Summary of responses to open-ended question

The qualitative results which are quantitative in nature can be depicted as follows in terms of

this study.
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TABLE: 28 Qualitative results for Question 6 of the questionnaire

i N=100
j CATEGORY NUMBER OF | PERCENTAGE
RESPONSES IN
THE CATEGORY
§.5.1 Effective partnership
a] College teaching methods 14 6.8
b} Language preblems 13 63
¢] Pupil attitudes towards students 10 49
d] Some subjects not taught in schools a4 18
6.5.2 College theoretical preparation
g] Class of siow leamers | 2 E 10
6.5.3 Efficient organisation of practice teaching
a] Violence 8 39
b} High expectations by schools 4 19
c] Transpert (distance) to schools 2 10
d] Poor communication - college and schoof 2 10
6.5.4 Ability to transfer theory to practice
a) Classroom overcrowding 37 180
b] Lack of teaching aids 28 136
'6.55 Effective supervision
£2851 Supervision by co-operating teachers
a] Teacher indifference : 42 F 204
b} Teacher absence during classes | 12 L g2
6952 Supenision by college lecturers
a] Evaluation by lecturers not familiar with didacﬁcslcontenti 15 l 73
6.5.6 Time-on-task
a) Limited time i 9 ] 29
TOTAL | 206 | 100

6.6 CONCLUSION

In this chapter attention was given to qualitative perceptions regarding school-based practice
teaching as expressed by respondents. Criteria for effective practice teaching were used to

categorise the results.

The findings reveal that school-based practice teaching is not effective. This suggests that
KwaZulu colleges of education have fundamental problems regarding the practical training of
teachers. It appears natural that there should be a radical review of current practices

regarding school-based practice teaching.
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CHAPTER 7

ANALYSIS OF RESULTS

7.1 INTRODUCTION

The analysis of results is based on criteria formulated in Chapter 3, namely:

. Effective partnership between colleges and schools
College theoretical preparation
Efficient organisation
Ability to transfer theory to practice

. Effective supefvision

. Time-on-task.

However, the resuits regarding the criterion college theoretical preparation, are analysed

according to didactic constructs outlined in Chapter 4.

7.2 CRITERION ONE: EFFECTIVE PARTNERSHIP
BETWEEN COLLEGES AND
SCHOOLS

It was stated in Chapter 3 (see section 3.2} that a variety of teaching specialists emphasised
the need for a structured relationship between colieges and schools. in the empirical study

five main trends regarding this critericn can be identified viz.
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a student views on college-leamned teaching methods

= fack of communication between colleges and schools
» pupil attitudes

. language problems

= problematic subjects

In the discussion which follows these trends will be elucidated. -

7.21 Student views on coliege-learned teaching methods

At first glance t'he results of the empirical study appear to be positive about existing
relationships between colleges and schools. It has been noted, for example, that 88% of
students in the sample agreed that college-learned teaching methods were helpful (see Table
6) and that 73% regard the methods as easy to apply (see Table 7). This suggests that there
is an effective partnership between colleges and schools. However, if one looks at the

qualitative results éresented in Chapter 6, this interpretation appears to be superficial.

In the open-ended question of the questionnaire (Question 6) most of the respondents
repeatedly complained about the lack of congruence between teaching methods taught at
colleges and those used in schools (see Chapter 6, subsection 6.5.1). This contradicts the
quantitative findings as stated above. It would appear that the students felt more free to
express their honest opinions in response to the open-ended question than what they do to
the closed-ended question in the questionnaire. In the closed-ended question respondents
were asked whether they found methods were "helpful® and "easy to apply”. Most of the
respondents replied in the affirmative. However, they were not asked whether the methods
learned at the college were relevant to the actual school situation. The fact that they thought
methods were irrelevant only came to light when the open-ended question was posed, when

students felt free to express their own opinions.
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In the final analysis the study showed that students found that college-leamed methods were
imeresting but not useful as they could not apply these methods in the schools during
practice teaching. This leads to the question: In which way are college-leamed methods not
relevant to the actual school situation? One possible answer seems to be that lecturers have
lost touch with schools. The following are some of the realities with which lecturers seem to

be out of touch:

al Overcrowding

Most lecturers are apparently not aware of the high degree of overcrowding
in schools. They may, for instance, teach students how to do groupwork in
classes and students may be able and enthusiastic to apply this method in
schools. Yet, when they arrive at schools they are confronted with classes of
80 to 90 pupils crammed into classrooms designed for 30 pupils.

Conseguently, they find smali group methods irrelevant.

b] Resources and facilities

Similariy many college lecturers evidently teach students to use a variety of
text books, pictures, tape recorders, etc., yet most KwaZulu schools have no
teaching aids other than chalkboards (often without chalk), no electricity and

no running water,

As far as facilities are concemed many schocls have structural deficiencies,
broken windows and no desks or insufficient desks. It therefore comes as no
surprise that students cannot apply “heipful teaching methods® which they

were taught at college.
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7.2.2 L ack of communication between colleges and schools

The importance of communication between colleges and schools was highlighted duning the
examination of effective partnership (see Chapter 3, section 3.2). This study, however,
reveals that the quality of colleges and schools in KwaZulu is problematic. Here, too, there is

a discrepancy between student responses to closed-ended and open-ended questions.

The results of the interview reveal that there is a disturbing lack of communication between
colleges and schools as reported by students (see Section 6.4.1). The following are

communication problems which were highlighted by respondents during interviews:

. Most teachers in schools were not informed beforehand that student teachers

were expected to arrive for practice teaching, or when they were expected.

. Students were sent to schools when it was time for examinations; as a result
students became frustrated because they did not find time to interact with

pupils in the classroom.

. Various other communication problems cropped up between colleges and
schools which negatively affected the training of student teachers.

The apparent lack of communication between colleges and schools obviously renders the

partnership between the two institutions ineffective. This seems to manifest itself in the

following ways:

a] Colleqes simply send students 1o schools without joint ptanning

When this happens students arrive at schools whilst the schools are following

a programme which prevents students from gaining classroom experience.
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b]

Students may amrive at schools when it is time for tests, examinations,

athletics, excursians, etc.

Distance between colleges and schools

The absence of transport and telephones in schools limits contact between
colleges and schools. This is probably more serious in rural areas. The
problem is further compounded by increased enrolments in colleges of
education with no corresponding increase in the number of schools in the
vicinity of the college. Colleges may thus be forced to send students to
schools which are distant from the colleges, thus intensifying the

communication problem.

7.2.3 Pupil attitudes

The empirical findings suggest that most pupils attach little importance to the presence of

students in their classes during practice teaching {(see section 6.5.1 c]}). This could be related

to the duration and motive of practice teaching. The foliowing factors can be seen to

contribute to this state of affairs:

al

The temporary nature of block practice teaching

As soon as the students arrive in schools for practice teaching pupils leam
that the students are going to be with them for a short while only (usually 10
days). When pupils hear that the presence of student teachers is of a
temporary nature they do not take them seriously. This is obviously more
acute in a situation where there is ineffective parinership between colleges

and schoals. Where effective communication does exist between the two
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institutions the pupils would have a clear understanding regarding the
importance of the students in as far as the pupils' own leaming is concemed.
They would be made aware that students are not only there to qualify as

teachers, but also to help pupils to leam more effectively.

b) Uniform

In the colleges which were involved in this study students stifl wear a uniform
when they go to schools for practice teaching. When students are to be in
school for only ten days and wear a uniform they stand out as remarkably
different from the permanent teachers. This causes another problem.
Students are fikely 10 be rated by pupils as occupying the lowest rank in the
hierarchy of the school. This, coupled with the students' temporary status in

the schools, leads to pupils not taking them seriously, even when they te_ach.

7.2.4 Language problems

Evidence emanating from the qualitative results showed that senior primary student teachers
experience problems when they use English as a medium of instruction in higher primary
schools .(see section 68.4.1 c] and 6.5.1 b]). They experience this problem despite the
regulation that English shall be the medium of instruction from standard 3 upwards. This
means that there are many teachers who do not comply with this regulation, but who revert to
teaching in Zulu. Such a situation has a self-repeating tendency in the sense that students
themselves usually fall back and use Zulu because they are constantly surrounded by
teachers who speak only Zulu. This is despite the fact that students may be critical of what

teachers do in this regard when these students are still in training.
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Whilst it is accepted that such a state of affairs in schools could be related to teacher quality

as well as to the home background of the pupils, what becomes apparent is that teachers in

schools become isclated from teacher education institutions as soon as they qualify as

teachers. Even the in-service courses organised for these teathers are usually 50 idealistic

and remote from the actual needs of teachers that they may not be useful at all. As a result

the behaviour and professional conduct of teachers have the following manifestations:

aj

b]

Teacher behaviour and conduct is in accordance with prevailing norms in
school

No matter how progressive the ideas which a teacher might have obtained
from the college are, as soon as he/she reaches the schools he/she lapses
into practices propagated by older teachers. These older teachers create the
impression that they have survived over the years using the same nommns. in
this manner the new teacher becomes convinced that he/she may do away
with innovative or progressive techniques which they mastered at college.
The situation described here perpetuates the status quo because there is no
room for innovation in schools. The end result is that most teachers end up

teaching as they themselives were taught.

Absence of self-development

Regardless of how well qualified teachers are, they are bound to stop
growing if they do nat use the profound theories of teaching which they
learmed at college. It is thus possibie for a teacher o teach for ten years
without evidence of professional growth. If teachers stop developing because
they are contaminated by unheaithy school environments, it stands to reason

that the whole education systerm may hecome stagnant.

The following story is a case in peint: A teacher who taught standard 2 for

many years, without professional growth taking place ended up thinking and

202



behaving like the standard 2 child. This situation can become reality if
colleges are isolated from schools - new teachers are unable to harmonise

their college training with school experience.

7.2.5 Problematic subiects

Responses to the open-ended question revealed that there are subjects which are taught at

coilege but ignored or given scant attention in schools (see section 6.5.1 d}). Subjects cited

by respondents were Music, Art and Physical Education.

In some schools these subjects are not offered. Even where they are offered they are usually
not given the necessary prominence in the school curriculum. There are, for instance, no
examinations written in these subjects as there is a general scarcity of specialists in these
subjects. Yet, when such specialists are available in a school, they are used to teach other
"important” subjects. The apparent reason for this is the compartmentalisation of colleges
and schools, Both these institutions are involved in the education of teachers; yet they do not

cooperate. This finds expression in the following practices:

a) College courses are not based on the actual needs of schools

Colleges seem to educate teachers for a world which does not exist as the
college programme is frequently irrelevant. What is the use, for instance, of
training teachers in technical subjects if the school curriculum has no room
for these subjects? What woui&' be the use of teaching students computer

literacy if they are going to teach in rural areas where there is no electricity?
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bl School staff are unaware of college curricula

The current situation regarding the training of teachers in KwaZulu is such
that school personnel are extremely ignoramt of course content taught in
colleges. The only time when administrators and teachers get a glimpse of
what is happening at colleges is when students reach these schools for
practice teaching or after they have qualified. The result is a conflict of
expectations. A teacher may, for instance, be trained in the modemn ways of
teaching physical education and therefore require egquipment to teach the
course. The principal, on the other hand, may believe that physical
éducation can be taught without any equipment as he has seen it done over
the years. The problem is compounded if the principal taught the same

subject some years ago.

7.3 CRITERION TWO: COLLEGE THEORETICAL
PREPARATION

it was argued in Chapter 4 (see Chapter 4) that college theoretical preparation forms the
basis for school-based practice teaching. Findings related to this criterion will be analysed

using the following headings:

- Students’ views on college theoretical preparation

- Lack of congruence among lecturers conceming effective teaching
- The case of junior primary pupils

- The problem of slow leamers

- Lesson planning
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7.3.1 Students' views on college theoretical preparation

The quantitative results revealed that 81% of the respondents agreed that colleges prepare

themn to cope with classroom management problems. This suggests that the majority of the

respendents in the sample are, on the whole, positive regarding this aspect of their college

theoretical preparation (see Table 8). The implication here is that students generally have a

clear understanding of classroom procedure and organisation as discussed in Chapter 4 (see

Section 4.7).

The qualitative results, however, once again reveal a different picture (see section 6.4.2 b} )

regarding the practical realities of classroom procedure and organisation. This could be

attributed to the following reasons:

al

inappropriate didactic theory for the realities of the classroom

Th;s is possible in a situation where college lecturers have lost touch with the
realities of the classroom situation as was argued in section 7.2.1. Didactic
theories which students learn at colieges should be applicable when students
are faced with the realties of teaching during practice teaching (see section
3.3), but this aim cannot be realised when lecturers themseives do not

maintain constant contact with current ctassroom dynamics and situations.

Students must obviously be taught how t0 maintain order in the classroom,
yet the theory shouid be built on pragmatic grounds. Studenis may, for
instance, be taught that conduct of pupils which is not in accordance with
school rules is punishable. In this way college lecturers may teach empty
abstractions which are administrative and not counselling in design. Shouid
this happen teachers could lose sight of the fact that what is taught may not

be desirable in the real school environment. If they then use administrative
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7.3.2

bj

procedures such as punishment it may be extremely harmful to pupils, thus
creating more problems than solutions. Pupils who have been traumatised
and hardened by violence in society may need a different approach to
classroom procedure and organisation. College lecturers ought to understand
this and develop didactic theories which will enable student teachers to deal
with such abnormal situations. College-leamed didactic theory will be

inappropriate if lecturers themselves remain aloof from schools.

Brevity of block sessions

Block practice of ten school days is often an event which takes place merely
because it is a requirement for cerificafion. There is presently no
arrangement whereby college theoretical training can be reinforced on a
more continuous basis. That is one reason why college theoretical training
often becomes derailed. Classroom control, for example, is usually a
problemn for student teachers. Such problems could be reduced if students
have constant or prolonged contact with schools so as to test college-leamed

didactic assumptions.

Lack of congruence among lecturers on what constitutes

effective teaching

Lack of agreement amongst lecturers was reported by respondents during the interviews (see

section 6.4.2 aJ). Conflicting theoretical persuasions become apparent to students when

lecturers evaluate their lessons during practice teé'ching. The problem is exacerbated if a

student is evaluated by a lecturer who does not teach him didactic theory. The crux of the

matter is that if lecturers do not agree among themselves as to what constitutes effective

teaching, it stands to reason that students will be all the more confused about the matter. it is

accepted that effective teaching can mean different things depending upon the person's
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epistemological grounding. However, it is expected that lecturers in a particular college of

education should have a more or less uniform view of effective teaching practices. The

following appears to be the reason for fack of congruence amongst fecturers as to what

constitutes effective teaching:

o]

7.3.3

Lecturers work in isoiation from one another

If lecturers do not petiodically come together and define their understanding
of effective teaching lack of congruence conceming effective teaching
amongst them will be more pronounced. This happens if the head of
department in charge of practice teaching does not regularly bring all the
lecturers together so that they can develop a common understanding of what

constitutes effective teaching.

The case of junior primary pupils

The findings of this study further reveal thal respondents were concemed about the

disruptive behaviour of junior primary school pupils (see section 6.4.2 b]). Whilst the concem

of students is understood in view of the fact that no teaching can be effective where pupils

demonstrate disruptive behaviour, this has more to do with needs assessment (see 4.2.1). as

a didactic construct. This gives a very gloomy picture conceming the training of teachers for

junior primary school classes. The following reasons could be advanced for this:

aj

Junior orimary work is not given adequate attention in colleges of education

At the time of this investigation all KwaZulu colleges which train primary
school teachers did not have departments of junior primary work and there
were generally no lecturers who are specialised in junior primary work. This

makes one wonder if these colleges were at all doing justice to junior primary
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7.34

b]

work. it should be remembered that junior primary work is a highly
specialised area which requires special attention. Since junior primary work
is not treated as a speciality in KwaZulu colleges, it stands to reason that

student teachers will experience problems in dealing with junior primary

pupiis.

L ack of pre-primary facilities in colleqges which train junior primary teachers

The fact that the respondents have cited this as a source of frustration
regarding their practical training signifies that it is a problem (see section
6.4.2 b] i]). There is a thin dividing line between the SSA (class 1) and a
pre-schooler. For that matter, some pupils attend their first year classes
when they are pre-schoolers in all respects. Student teachers need to
understand and experience this. If there are no facilities for pre-pn'mary
education only an assumption can be made regarding the behaviour and

ways of leaming of junior primary school pupils.

The problem of slow learners

The results of the open-ended questionnaire (see Chapter 6 section 6.5.2) reveal that

students are concemed about the fact that there are classes in schools which comprise of

siow leamers. It was argued in Chapter 6 {/bid...) that this is suggestive of the didactic theory

which students are being taught at the college. This therefore has implications for the

didactic theoretical constructs discussed in Chapter 4. Questions to be asked would, for

instance, be: Does the student teacher understand how needs assessmemnt can be applied?

Does he know that any teaching strategy should suit the leaming styles of children (see

section 4.2.4). In actual fact, no didactic construct discussed in Chapter 4 can be put into
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practice if a student teacher simply labels pupils as "slow leamers”, without even attempting

to adapt his teaching to their leaming styies.

7.3.5

The problem of lesson planning

About half the students (47%) reported that they experience problems with regard to lesson

planning (see Table 10). Reasons for this seem to be the same as those that have been

discussed under Criterion One (Section 7.2).

al

b]

inappropriate didactic theory for the realities of the classroom
See 7.2.1.

Isolation of colleqe theoretical training

This could be another reason why students experience problems with regard

to lesson planning.

If colleges teach theory regarding iesson preparation and then allow students
to practice the skill of lesson preparation under the controlled conditions of
college-based teaching practice and then expose students to the school

realities, students would have fess problems regarding lesson preparation.

Coileges may be emphasising behavioural objectives in lesson preparation
whilst teachers in schools still make reference to the old fashioned idea of
general and specific aim. These fwo ideas are cbviously in conflict. This
could be worse where college theoretical preparation is isolated from what

happens in schools.
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7.4 CRITERION THREE: EFFICIENT ORGANISATION

ft was suggested in Chapter 3 (see section 3.4) that efficient organisation of practice teaching
is an impaortant prerequisite for schoaol-based practice teaching. The empirical study has led

to the following trends being identified using this criterion:

- students' views on efficient organisation
- the problem of viclence

- student awareness of school expectations

7.4.1 Students' views on efficient organisation

Evidence from quantitative results suggests that there is efficient organisation regarding
practice teaching. The fact that 84% of the respondents agree that they are made awar‘e of
the aims of practice teaching before they go to schools is testimony to this (see Table 11).
However, the apparent lack of communication between colleges and schoaols, prior to
practice teaching, shows that practice teaching organisation may not be as efficient as is
seen on the surface {see Table 12). In this table 44% of the students have reported that they
are given sufficient time to communicate with schools prior to practice teaching, whereas

46% disagree. The following factors seem to be responsible for this:

aj Lack of coliaboration between colleges and schools regarding the training of
teachers

Colleges and schools do not appear to have a collaborative relationship
regarding the training of teachers. Colleges simply send students to schools
because it is a requirement that they must have school exposure before they
qualify as teachers. Schoals, on the otherr hand, regard studenis as a

necessary evil which they endure out of a professional duty.

210



bj

Lack of collaboration between the two institutions also leads to false
expectations. Due 1o lack of communication prior to practice teaching
schools are not in a position to know and appreciate the knowledge leve! of
students. This could be compounded by the fact that students are cumently
being trained for three years, whereas most serving teachers were trained for
two years. Teachers may thus be tempted to expect too much from students

because of the assumed superior level of training.

The fact that students are sometimes sent to schools when schoois are
conducting examinations is suggestive of a lack of coliaboration between

colleges and schools (see section 6.4.3).

Unequal partnership between colleges and schools

Even if colleges and schools attempt to work together there would still be the
problem of the inferior status of schools. As long as schools are regarded by
colleges as junior partners in the training of teachers, the gquestion of
effective communication prior to practice teaching will not be a priority in as

far as colleges are concemed.
Unequal partnership between colleges and schools in the professional
preparation of teachers hampers the efficient organisation of praclice

teaching. The following questions could be asked in this regard:

- Are schools invelved in the preliminary planning stages for

practice teaching?

- Are their concems solicited and attended to before students

are sent to schools for practice teaching?
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7.4.2 Problem of violence

Violence has been cited (see 6.5.3 a]) as being responsible for inefficient organisation of
teaching practice. Reasons for violence are mainly politically motivated. It is hoped that
violence is short-lived in the sense that with the normalisation of the political process in the
whole country, violence would subside. Even if it continues it will be at a reduced level.
Otherwise it is acknowledged in this study that violence has a serious bearing on the efficient

arganisation of practice teaching.

i}

743 Students' awareness of school expectations

Students generally agree (67%) that they are made aware of school expectations before they
go to schools, whilst 23% disagree (see Table 13). These are again quantitative résuits
which are closed-ended. On the surface one becomes convinced that there is efficient

organisation of practice teaching as far as this category is concemed.

The results emanating from the open-ended questionnaire suggest that there is a conflict of
expectations between teachers and students during practice teaching (see 6.5.3 b]). What
becomes apparent is that students are not made aware of school expectations if students
believe that the expectations of schools are too high. Reasons for this seem to be related to
lack of collaboration between colleges and schools regarding the training of teachers as well

as unequal partnership between colleges and schoaols.

7.5 CRITERION FOUR: ABILITY TO TRANSFER THEORY
TO PRACTICE

It was stated in Chapter 3 (see section 3.5) that the chief purpose of practice teaching is to

fead each student to develop a didactically sound theory of teaching. A didactically-justifiable
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paradigm for practice teaching should thus be one which would allow all students to achieve

a meaningful didactic transfer from theory to practice. The following trends have been

identified regarding this criterion:

> students' views on transfer of theory to practice
> pupil centeredness of college leamed methods
> classroom management
> college-based practical training
> teaching aids
7.5.1 Students' views of transfer of theory to practice

According to the quantitative findings, the overwhelming majority (30%) of students believe
that college-learned teaching methods help them relate theory to practice (see Table 14).
This appears ta be a very positive aspect of the theory-practice dichotomy when one looks at

it superficially.

However, both the interview and open-ended question of the questionnaire results reveal a
different picture (see Sections 6.4.4 and 6.54). The implication here could be that
college-leamed teaching methods enable students to teach, yet when they are actually
confronted with the realities of being in class, the application of theory to practice may be
problematic. Findingé from the interview and open-ended question of the questicnnaire
reveal deeper-seated problems regarding the actual transfer of theory to practice during
schoal-based practice teaching. The closed-ended nature of the question could thus not
delve as deeply as was the case with the interview. The problem of transfer of theory to

practice could be related to the following instances:
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aj Lack of connectedness between theory and practice

Lack of bridging between theory and practice becomes evident when theory,
campus-based practice teaching and school-based practice teaching are
treated in isclation from one another (See Chapter 3, Figure 2). The same
applies when only theory and campus-based practice teaching overlap whilst
school-based practice teaching is detached from the two components {see
Chapter 3, Figure 3). There will aiso be problems regarding transfer of theory
to practice if theory is divorced from campus-based practice teaching which
overlaps with school-based practice teaching (see Chapter 3, Figure 4).
Bridging between theory and practice can only be realised through

meaningful didactic transfer (see Figure 5).

7.52 Pupil-centeredness of college-learned teaching methods .

Findings regardiné this category suggest that coliege-leamed teaching methods are
pupil-centered (63%) (see Table 15). This gives a positive impression of college-leamed
teaching methods. When one analyses the results according to geographicai focation of
colleges a different picture emerges. The 13% of rural students who disagree plus the 18%
who are undecided show that this area is problematic. The percentage of students in both
peri-urban and urban colleges who disagree are 36% and 33% respectively. The implication
here is that college-leamned teaching methods are nct as pupil-centered as can superficially
be assumed. The reason for this state of affairs could be inked to the fact that some college
lecturers have no school experience or do not have enough school experience. Even those
who do have the necessary school experience may adopt the "ivory tower" methods of
teaching. Students would therefore nct be exposed to pupil-centered metheds and

techniques. Reasons for this could be as follows:
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b]

Lecturers do not have primary school experience

When colleges changed from being teacher training colleges and assumed
the status of colleges of education the requirement for teaching at a college
had to be a degree. Most lecturers who were trained to teach in primary
school did not have degrees. As a result these lecturers were not allowed to
teach in colieges because of their low academic gqualifications, and they had

to leave.

As has already been indicated in Chapter 1 (see Table 2) there are currently
practising lecturers who do not have any school teaching experience. This
raises a further question regarding demonstration lessons, i.e. How can a
lecturer conduct a demonstration lesson as part of training of primary school
student teachers when he/she has not taught at a primary school? The crux
of the matter is that it is doubtful whether a lecturer without primary schoal

experience or primary school qualification can effectively demonstrate

pupil-centered teaching methods.

Isolation of colteges from schools

Lack of collaboration between colieges and schools has already been
highlighted. This problem is compounded by the fact that students who are
being trained to become teachers are going to teach in schools, yet schools
do not have any input regarding the training of teachers. The "ivory tower
mentality” of colleges is not conducive to the proper training of teachers if

there is no ongoing contact between colleges and schools.
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bound to experience severe reality shock once they are confronted with

classes during the short period of practice teaching.

Classroom management could be more problematic in overcrowded
classrooms which typify black schools. H students had constant contact with
schools they would soon discover a "big lie” regarding their college
theoretical preparation and thereafter develop survival skills as a result of

trial and ermor method over a period of time.

7.5.4 College-based practical training

The qualitative results of this study have shown that college-based practical training is not
effective (see section 6.4.4). If there is no link between theory, campus-based and
school-based practice teaching students are unlikely to develop a profound personal theory

of teaching. Mean;ngfui didactic transfer from theory to practice can only oceur if there is
congruence, compatability and continuity between all three cumiculum components (see

Figure 5 in Chapter 3).

Demonstration lessons were cited as particularly problematic {see section 6.4.4.2 ). Reasons

for this Have already been cited (see 7.5.2).

A positive aspect of the college practical training of students appears to be microteaching.
Students were not critical of it. Of course they were not asked to be critical of it. One wonders
what answers they would have given had they been asked probing questions about the actual

organisation and implementation of their microteaching programme.
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7.5.5 Teaching aids

During the interview (see section 6.4.4.5) as well as in the open-ended questionnaire (see
section 6.5.4 b}} it became apparent that students were concerned about the fact that in
colleges they are trained regarding the use of teaching aids, yet schools do not have
teaching aids. Whilst it is accepted that there is not necessanly a refationship between
abundant teaching aids and effective teaching, the crux of the matter is that students do not

see the link between college practical training and practical experience in schools.

7.6 CRITERION FIVE: EFFECTIVE SUPERVISION

It was outlined in Chapter 3 (see section 3.6) that effective supervision of practice teaching is
a vital element in the process of pre-service teacher preparation. The empirical study has

revealed the following main trends:

- views of students regarding supervision

- lesson planning

- absence of teachers when students teach

- feedback about teaching of student teachers
- practice teaching evaluation

- pre-conference before evaluation

- follow-up discussion after evaluation

- practice teaching and improvement of performance

7.6.1 Views of students regarding supervision

It appears as if student teachers are not properly supervised by teachers during practice

teaching. If 51% (see Table 17) of students report that teachers in schools are not familiar
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with methods and techniques taught at college it stands to reason that these teachers are not

equal to the task of supervising students during practice teaching.

The qualitative results give a more vivid picture regarding what actually happens when

students are in schools for practice teaching, viz. teachers' hostility towards students,

teachers' indifference and absence during classes (see sections 6.5.5).

What is apparent in this study is that teachers do not know how students are trained at the

college.

As a result they do not know what to do with students once they reach their

classrooms. The following appear to be reasons for this state of affairs:

There is no_orientation _and training of teachers in _practice teaching
supervision

Student teachers qualify to become teachers by going through a diploma or
a degree course. They are therefore qualified to teach but not to supervise
student teachers. When they reach schools they are expected to supervise
students without the necessary orientation or inclination to do so. There is
also no training that supervising teachers go through in order to acquire

particular skills in practice teaching supervision.

Schools do not perceive themselves as part of teacher training

Lack of collaboration between colleges and schools has already been
mentioned, This has led to a situation in which schools do not regard
themselves as having anything to do with the training of teachers. At best it
appears that teachers in these schools simply tolerate students because they
were also tolerated by other teachers when they themselves were students.
Such a situation is obviously not conducive to the proper training of student
teachers. As a resuit there is a hidden uneasy relationship between colleges

and schools when it comes to practice teaching supervision.
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7.6.2 Lesson planning

The importance of lesson planning was highlighted in Chapter 4 (see section 4.6.2). The
quantitative results of this study show that 50% of the students do not get help from teachers
regarding lessan planning (see Table 18). This appears to be a serious problem if one
considers that 47% of the students have already reported that they experience problems
regarding lesson planning (see section 7.3.5). The inability of teachers to help students with
lesson planning seem to be related to general problems regarding student-teacher

relationships as depicted in the previous subsection (7.6.1).
7.6.3 Absence of teachers when students teach

Table 19 paints a fairly posilive picture regarding this category. Evidence from this table
suggests, for instance, that 58% cf the students state that teachers are present in class when
they teach. The limitation of this finding is that the nature of the question was not such that it
would enable the researcher to know what it is that these teachers, which were present in

class, were actually doing. This is as a result of the closed-ended nature of the questien.

Qualitative evidence suggests that teachers are not only absent from class, but they are
actuaily either hostile or indifferent towards students. This appears to be a general

experience of student teachers during practice teaching.

764 Feedback about teaching of student teachers

Students appear sharply divided on this issue because 45% of the students believe that
they are given feedback by teachers about their teaching whereas 45% disagree. The
percentage of undecided students (rural 3, peri-urban 24, urban 8) does give one the
impression that the majority of students may not be receiving feedback about their teaching

{see Tabie 20).

220



7.6.5 Practice teaching evaluation

We have seen that both the quantitative and qualitative results showed that practice teaching
evaluation is done almost entirely by college lecturers only (see Table 21 plus sections
6.4.52 and 6.5.5.2). Moreover, the vast majority of student teachers reported that they were
evaluated by lecturers who were non-specialists in that particular subject (see Table 22 and

section 6.4.5.2).

Viewed from the theoretical perspectives expounded in the first half of this thesis, these
findings are most disturbing. The detrimental effects are fourfold: Firstly, the most significant
evaluator is absent, namely the class teacher. This is contrary to the wellgrounded idea that
the teacher should be afforded a central place in practice teaching evaluation, as outlined in
section 3.6.1. Secondly, it gives rise to a dichotomy between teachers' views of effective
teaching and those of lecturers. Instead of improving teacher education, we actually
retrogress. In "out-dated” approaches like the pupil-teacher system (section 2.2.1) and the
apprentice approaéh (section 2.4.1) the tutor and the teacher were the same person, which
presented the student teacher with a congruent, credible approach to teaching, while in
current practices in KwaZulu colleges there seems to be such severe dichotomies and
contradictions between teachers and lecturers that practice teaching evaluation is almost
meaningless. Thirdly, the absence of teachers and subject specialists in the evaluation of
students.can make a laughing-stock of at least two didactic constructs: Needs Assessment
{How can needs accurately be assessed without the class teacher who knows his/her class
and the school best?) and Content (How can a non-specialist assess whether the comect
content is being taught to the class?). I certainly seems as if the significance of Needs
Assessment (see section 4.2.2) and of Content (See section 4.4.2) cannot manifest itself in
current student evaluation practices prevailing in the Cclleges of Education included in this
sample. Fourthly, self-evaluation and peer evaluation appear to be non-existent (75% of the

respondents stated that evaluation was done by lecturers only). This cancels out major
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benefits of self- and peer evaluation such as student empowerment and reflective teaching

(see section 3.6.2.3).

The above findings throw light on the importance of theoretical issues and their relation to
practice. Using our knowledge of practice teaching theories in conjunction with qur empirical
evidence about the current situation with practice teaching evaluation it is clear that these

evaluation practices require drastic reform.

7.6.6 Pre-conference before evaluation

Evidence from tﬁe empirical study suggests that 44% of the students agree that there is
pre-conference before evaluation, whilst 31% disagree (see Table 23). If one takes into
account the percentage of undecided respondents (rural 13%, peri-urban 36%, urban 31%) it
is reasonable 1o assume that there is generally no pre-conference before students are
evaluated. This is feasable if one considers that college lecturers are themseives not trained
teacher educators or instruction supervisors. Lack of training of lecturers for new roles as

supervisors leads to the following problem:

x Lack of understanding of the dlinical supervision process

A description of clinical supervision is given in Chapter 3, subsection 3.6.2.2.
What needs to be mentioned here is that lecturers would value
pre-conferencing if they were trained in supervision and evaluation of
instruction. The current {rend is that, by virtue of being appointed a lecturer
at a college, one automatically assumes the role of practice teaching

evaluation without any orientation or training to do it. This is contrary to the



importance attached to pre-conference evaluation as part of clinical
supervision. The process of practice teaching evaluation therefore leaves

much to be desired.

767 Foliow-up discussion after evaluation

The quantitative results have revealed that the majority of the students (66%) believe that
there is a follow up discussion after evaluation (see Table 24). This appears to be a positive
aspect of school-based practice teaching when one locks at the data from the periphery.
However, if onej further scrutinises the findings with special reference to the peri-urban
students where 32% are undecided and 32% disagreed, one begins to see that the results in

this category are not necessarily generalisabie.

When one considers the principles of clinical supervision discussed in Chapter 3 (see
3.6.2.3) one develc')ps the impression that the principles of clinical supervision are not always
taken heed of during practice teaching supervision. It seems possible that even those
lecturers who have follow up discussions after evaluation do not do so because they have an
understanding of the use of clinical supervision as a supervisory too! during practice
teaching.

The above findings stress the need for practice teaching supervision and evaluation to be

informed by principles of clinical supervision.

7.6.8 Practice teaching and the improvement of performance

This appears to be the most positive aspect of practice teaching (see Table 25). It is possible

that this has nothing to do with the quality of the school-based practice teaching programme.
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it may have more to do with the sericusness which students generally attach to practice

teaching evaluation since it usually has to do with their promotion.

7.7 CRITERION SIX: TIME-ON-TASK

It was mentioned in Chapter 3 (see section 3.6) that time-on-task refers to quality use of time
by students during teaching practice. The following main trends have been revealed by the

empirical study :

- views of students of time-on-task

- form of practice teaching preferred by students.

7.7.1 Views of students of time-on-task
The quantitative findings suggest that 49% of students believe that the time for practice
teaching is not sufficient (see Table 26). Qualitative resuits (see section 6.4.6) also reveal

that the students are not satisfied with the amount of time they spend in schools.

The above findings seem to support the view that practice teaching is not given enough time
in the teacher training curmriculum (see section 1.3.4). These findings therefore suggest that
the time which is made available to students t0 practice the arnt of teaching is inadequate in

KwaZulu Colleges of Education.

Viewed from a theoretical position in terms of the approaches discussed in Chapter 3,
time-on-task appears to be basic in as far as this study is concemed (see section 3.7.6).
These findings appear to be contrary to this fundamental theoretical standpoint. it should be
noted that these findings do not reveal anything regarding the guality use of time but only go

as far as revealing the amount of time. There is a suggestion that time is not qualitatively
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used if one considers that teachers in schools are generally not familiar with teaching
methods and techniques used in colleges (see section 7.6.1). The implication here is that
practice teaching has not been put on a proper footing if one remembers that it is not only the
time which is not enough but the quality of time which in itself is problematic. For practice
teaching to be effective more time should be allotted to it and time should be qualitatively

used. There is a need for radical transformation regarding this facet of practice teaching.

7.7.2 Form of practice teaching preferred by students

Block practice teéching, as it is presently organised in KwaZulu colleges, is not favoured by
respondents in this study, as clearly depicted by the qualitative results (see section 6.4.4 and
6.5.6). Students seem to prefer continuous practice teaching apparently because biock
practice teaching does not afford them sufficient time to familiarise themselves with pupils in
schools. Even the discredited pupil-teacher system (see section 2.2.1) as well as the
apprentice appmaéh {see section 2.4.1) and the intemship approach (see section 2.4.5)

would provide continuous practice teaching.

The form of practice teaching in KwaZulu Colleges of Education is not only below
expectation, but it is counter-productive to the proper professional preparation of teachers.
How is it possible that a student teacher could be in a position to apply the didactic constructs
discussed in Chapter 4 within 10 days of block practice teaching and at the same time attend

to problems of classroom management and discipline?

Block practice teaching as it is currently organised in KwaZullu Colleges of Education has the
following disadvantages: Firstly, student teachers do not get time to familiarise themselves
with the realities of the didactic sitution. This means that there is not enough time to put to
the test the pedagogical skills which would have been acquired during college theoretical

training. Secondly, current block practice teaching deprives students of the opportunity to
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understand the nature of power relations within the school. This means that students are not

able 1o obtain a holistic view of what happens within a particular school.

Bearing in mind the arguments which have been advanced regarding the problematic nature
of block practice teaching in KwaZulu Colleges of Edcation, it does seen as if there is an
urgent need for a dramatic overhaul of current practices regarding the formt of practice

teaching.

7.8 CONCLUSION

This chapter has attempted to demonstrate the problematic nature of school-based practice
teaching in KwaZulu Colleges of Education. R has thus been proved that the cumrent

school-based practice teaching is not didactically justifiable.

It should be remembered that the end product of a teacher preparation programme is a
teacher who should be well versed with the teaching activity as it is found in the education}
situation. VWhile didactic theory includes everything within the teaching sttuation, teaching

itself is a practical matter, the competence of which is acquired through practice.

Lack of congruence between theory and practice as revealed by findings of this study has
formed the basis for the recommendations which follow in Chapter 8. In other words, this
study shows that KwaZulu Colleges of Education do not meet the criteria for effeclive

practice teaching as discussed in Chapters 3 and 4.
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CHAPTER 8

RECOMMENDATIONS AND CONCLUSIONS

8.1 INTRODUCTION

The following research problems were outlined in Chapter 1:

al How effective is the present form of school-based practice teaching for
student teachers in colleges of education which train primary school teachers

in KwaZulu?

b] How can this compeonent of teacher education be improved?

(see section 1.4 a} and b}).

-

Chapter 7 attempted to demonstrate that current amangements regarding schooi-based
practice teaching are such that practice teaching is not effective. The first research problem

was therefore answered in Chapter 7.

This section attempts to answer the second section of the problem, i.e. the extent to which
current school-based practice teaching can be improved, hence the recommendations which

follow.
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The recommendations outlined below emanate from the findings of this study, based on the
wealth of data produceed by this investigation. For purposes of coherence and

systematisation recommendations will follow the pattern of criteria discussed in Chapter 3

which are:
effective partnership between colleges and schools
. coliege theoretical preparation
. efficient organisation
transfer of theory to practice
. effective supervision
. time-on-task

8.2 RECOMMENDATIONS ON EFFECTIVE PARTNERSHIP

In Chapter 7 it was revealed that partnership between schools and colleges is not effective
regarding the practical training of teachers. The following recommendations are suggested

for purposes of this study.

8.2.1 Lecturer-teacher exchange

This study recognises that there is lack of congruence between teaching methods taught at
colleges and those taught in schools. It is further recognised that college lecturers lose touch
with the school environment as soon as they are promoted 1o the college. It was also noted in
Chapter 1 (see Table 2) that 14.2% of college lecturers do not have school teaching

experience.

On the other hand, teachers in schools are removed from what happens in the college

regarding the training of teachers who will teach in their schoals. Lack of partnership between
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colieges and schaols cause both iecturers and teachers to be out of touch with what happens

in each institution.

Lecturer-teacher exchange is therefore recommended. Leciurers should be assigned to
schools during a specified time, an arrangement which will give lecturers a chance to be in
touch with what happens in school classrooms. Lecturers would have to teach and observe
teaching by school teachers. Those lecturers who have neither been trained for nor have
taught in primary schooils would have a chance to be in touch with the reafities of the primary
school didactic situation. When these lecturers teach pedagogical and didactic theory at the

college they would have had hands on experience and exposure to the situation in schools.

Likewise, school teachers should periodically be attached to colleges for a specified period of
time. Whilst these teachers would be useful resources for demonstration lessons, they

should, where appropriate, teach certain subjects.

The exchange programme outlined above would serve a useful purpose regarding the
practical training of students. At the same time such an arrangement would be beneficial to
the professional development of both lecturers and teachers. it would also be possible to
counteract problems which emanate from lack of parinership as discussed under 7.1

because the teacher education curriculum would be contextualised.

it is further hoped that both lecturers and teachers would develop a positive attitude towards
each other. This would hopefully not only enhance their teaching in respective institutions,
but the attitudes of both students and pupils would be positive regarding school-based

practice teaching.

Lecturer-teacher exchange presupposes that each college would have a permanent working

relationship with all primary schools in its vicinity. Restructuring of both colleges and schools

would have to take place so that a professional environment could be created for colleges
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and schools to decide how best to meet state and local goals of pupils while holding them

accountable for student progress regarding practice teaching.

8.2.2 Effective communication between colleges and schools

This study has revealed that communication between colieges and schools is not effective.
That is why there is, for instance, no joint planning between the two institutions when it

comes to practice teaching (see 7.2.2).

It is therefore recommended that communication between colleges and schools should be

made more effective. This can be possible in 2 manner that is suggested under 8.2.3.

8.2.3 Colleges should have an in-service section

It is recommended that each coliege of education should have an in-service wing attached to
it. The isolation of schools from teacher education has been discussed (see 7.1.4). Such an
arrangement wouid not only give more structure and meaning to in-service courses, but the
interaction between college lecturers and teachers wouid tead fo professional growth of both
parties. This will have broader implications for the reform of the whole school system. This
would be possible if one considers that college lecturers would have a way of checking and
nurturing some of the progressive teaching methods which students would have leamnt at the
college. Teachers would also help lecturers to formulate and reconstruct teaching

approaches which are informed by practice.

It is further recommended that such in-service training should be based on the teachers'
identified needs. When students go to these schools for practice teaching they are likely to

see fecturers and teachers pulling in the same direction and delivering, if not identical

messages, then at least reconcilable ones.
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8.2.4 Involvement of teachers in college course design

Some problematic subjects have been identified in this study {see 7.2.5). Cumrrent college
syllabi are designed by people who are removed from the school situation. Lack of
partnership between colleges and schools tends to compound the problem. The involvement
of teachers in college course design would enable them to have an influence on the scale

and character of wori in colleges of education. The foilowing are some of the benefits of this

amrangement:
= lecturers and teachers would respect each others role in the training process;
= there would be a professional ciimate in both the training institution and

school, which would provide a reasonable model of professional attitudes

and relationships for the student.

8.3 RECOMMENDATIONS ON COLLEGE THEORETICAL
PREPARATION

The ineffective nature of college theoretical preparation (see 7.2) has led to the foliowing

recommendations.

8.3.1 Consensus by college lecturers regarding effective teaching
strategies

A college should have a staff development team or Practice Teaching Committee which
would create conditions for lecturers to come to some consensus as to what constitutes
effective teaching. This means that college lecturers should work as a team rather than
working in isolation or in competition. When lecturers evaluate students during practice
teaching there would be common understanding between lecturers and students as to what

constitutes effective teaching.
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The didactic theoretical constructs discussed in Chapter 4 should, for instance, be
understood and agreed upon by all lecturers in a college. Whiist it is true that there are
factors which affect effective teaching beyond the constructs discussed in Chapter 4, the
view taken in this study is teaching cannot be effective uniess it follows the direction of the
constructs as discussed. A teacher ought to do needs assessment before actual teaching.
Needs assessment would determine the aims and objectives of a lesson. Cantent would be
based upon needs assessment as well as aims and objectives. Teaching strategies which a
teacher adopts would be determined by needs assessment. aims and objectives as well as
content. Lesson preparation would take into account the constructs outlined above.
Classroom procedure and organisation shauld be linked to other constructs. There can, for
instance, be no discipline in the classroom if the teacher is not prepared. This will inevitably
affect all that happens in the classroom, including evaluation. If coliege lecturers do not
understand or agree with each other problems are bound to emerge when students are being

evaluated.

Competency-Based Teacher Education discussed in Chapier 2 (see 2.4.2) could have some
relevance here because college lecturers would have to agree upon the competencies which
a student teacher should demonstrate during practice teaching. Before students go to school

for practice teaching the following issues regarding competencies should have been clarified:

. How are the competencies to be built into a teacher education programme?
. What criteria can be formulated to assess these competencies?
. To what extent have these competencies been negotiated by interested

parties, e.g. college staff, students and teachers?

. Has the relative importance of individual competencies been discussed?
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8.3.2 Junior primary work shouid be strengthened

Junior primary teacher training appears to be weak in KwaZulu colleges of education which
train primary school teachers. in fact, there is no clearly defined section which deals with

junior primary work in these colleges.

It is recommended that junior primary work be strengthened by opening a department of
junior primary work in all colleges which train primary schoo! teachers. This would hopefully
enable student teachersto develop a sound theoretical frammework regarding the teaching of
junior primary school pupils. In this way colleges stand a better chance of producing good

junior primary teachers.

8.3.3 Didactic constructs to be given adeqguate attention

The impression gained in this study is that colleges do not give adequate attention to the
didactic theoretical constructs discussed in Chapter 4. In Chapter 7 it hecame increasingly
evident that there is a problem regarding the application of these constructs when students

go to school for practice teaching (see 7.3).

It is therefore recommended that colleges should allocate sufficient time to the training of
students regarding the rationale and application of the theoretical didactic constructs. Of
importance is that lecturers should have consensus regarding these constructs, otherwise

students are likely to receive conflicting messages from tecturers.
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8.4 RECOMMENDATIONS ON EFFICIENT ORGANISATION

This study has found that school-based practice teaching is not efficiently organised (see
7.4). The following recommendations are made in the hope that they will counteract this

proplem.

8.4.1 Collaboration befween colleges and schoofs regarding
practice teaching

No arganisation of practice teaching can be efficient if colleges do not work collaboratively
and co-operatively with schools to which they send student teachers. Collaboration regarding

practice teaching could take the following forms:

8.4.1.1 College-school joint planning

It is recommended that colleges and schools should have representatives who meet
regqularly regarding the planning, as well as the problems, of practice teaching. The
voice of the students should also be heard at such meetings. Joint planning can,

amongst other things, entail the following:

: = When is practice teaching to be held?
0 What problems are normally experienced during practice teaching?
a What arrangements can be made to make practice teaching more
effective?
o What arrangements are going 10 be made t0 prepare students prior

to their embarking on practice teaching?
o What is the role of coflege leclurers and teachers during practice

teaching?



Q What mechanisms can be created to ensure that all parties,
including students, are well-briefed?

o What means will be used by colleges and schools to monitor the
progress of each student and to evaluate the students’ achievements

in the schoois?

8.4.1.2 Production of a practice teaching handbook

College lecturers, teachers and students should jointly produce a practice teaching
handbook. Of importance is the process which would be used to develop or produce
such a handbook. All the stake-holders would have to participate in its production.
This further presupposes that they would agree with and support the contents of this
handbook. Such a handbook would act as a guide regarding practice teaching
because it would spell out what practice teaching is about as well as what the

stake-holders are expected to do during practice teaching.

What is important about collaboration between schools and colleges is that
partnership should be based on the principle of equality. Schools should not be
regarded as junior pariners. Such an arrangement would not only strengthen the
bond between the two institutions, but students would be likely to benefit during
practice teaching if schools are convinced of their major role as equal partners in the

professional preparation of teachers.

Efficient organisation of practice teaching implies elements from the humanistic

approach discussed in Chapter 2 (see 2.4.3).
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8.5 RECOMMENDATIONS ON TRANSFER OF THEORY TO
PRACTICE

It was reveasled in Chapter 7 (see 7.5) that students experience some problems regarding the
transfer of theory to practice. The recommendations which follow would hopefully reduce this

problem.

8.5.1 Professional Development Schools  (PDS)

it is recommended that each college have a few professional development schools in its
proximity. The number of professional development schools should be large enough to
ensure that these schools do not become overcrowded by student teachers during block
sessions. There should certainly not be more student teachers per schools than there are
teachers. For example, if a college places 360 students, there should be approximateiy 40
PLDS's attached to the college. Such schools would create conditions whereby students would
put into practice theory learned at the college on a more regular basis. Students would see

immediate connection between theoty and practice,

Professional Development Schools would link teachers and lecturers and provide the hest
possible leaming eavironment for teacher preparation. Participants in this partnership would
have opportunities to reflect upon teaching and leaming within a “clinical® school

environment.

These schoots should be independently administered, although the college should have a say
in what occurs in such schoals. Similarly, such schools would have to influence what goes on
in the college. If, for instance, colleges teach about child-centred approaches which teachers

can hardiy practice, it stands to reason that PDS would counteract this problem.
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852 A case study approach to_practice teaching

In order for students to relate theory to practice it is recommended that a case study
appreoach be used. Suppose a lecturer handles classroom procedure and organisation. After
explaining the theory behind classroom procedure, it would be necessary to analyse a case
which depicts classroom procedure and organisation in a hypothetical classroom. This woutd
give students a chance to reflect upon the practical manifestation of classroom procedure
and organisation as it takes place in the classrcom. When students give different
perspectives to a case, the idea that teaching is a personalised matter would be developed.

At the same time, there would be harmony between theory and practice.

8.5.3 Longer period of practice teaching

it is recommended that students should spend longer periods in school practising the art of
teaching. This wou;d not only give students a chance to reflect about what they are doing, but
they would be in a position to experience what it is to be a teacher. This, of course,
presupposes that conditions in schools would have to change so that a longer pericd of
practice teaching would not become a miseducative experience for the students. The

implication here is that time needs o be spent constructively.

854 College fecturers in primary school colleges of education

must have primary schog! teaching experience

It was argued in Chapter 1 (see Table 2) that 14,2% of the college lecturers who train primary
schoal teachers have no school teaching experience. No data has been presented in this
study to show how many of those with experience have primary school teaching experience.
Due to the reasons stated in the section referred to above, it can reasonably be assumed that

the great majority of college lecturers do not have primary school experience.
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Recruitment of lecturers with primary school experiencs by college could help in the foliowing
way: When these lecturers teach theory they could link it to practice through demonstration
lessons. When these lecturers evaluate student teaching during practice teaching, they would
not only be informed by theory, but previous primary school teaching would form an

important background.

8.5.5 There should be congruence between campus- and school
based practice teaching

it has already been suggested that campus and school-based teaching practice should be
hamonised (see section 3.5). 1t was further pointed out that this could cccur in a situation
where the theoretical knowledge, campus-based practice teaching and schooi-based practice

teaching are blended into one (see Figure 6).

The central position of subject didactics as a link between theory and practice is important in
this instance. Practical teaching focuses directly on a specific schooi subject. On the other
hand, the quality of the studentis' theoretical training is brought to tight when the classroom is

entered for the first time. In this regard the follwing recommendations are suggested:

al Subject didactic lecturers should not only have the necessary and relevant
school teaching experience, but they should be able to organise micro
teaching and demonstrate effective teaching practices through
demonstration lessons. Demonstration lessons should nct just be a ritual
which is part of the fulfilment of requirements in order to pass a diploma, but
they shouid be critically evaluated on the basis of established or experienced

practices.

bl it has already been suggested that college lecturers should reach some
consensus regarding effective teaching strategies (see section 8.3.1). 1t is

recommmended here that lecturers who teach education and didactic theory,

238



as well as those who teach the practical aspects (micro feaching,
demonstration lessons, subject didactics and educational technology ) should
regularly meet so as to assess the extent to which what they teach is
informed by practice and vice versa. Such meetings would be useful at the
beginning of the year and/or immediately after schookbased practice
teaching sessions. In this way there would he a way of checking whether the
theory taught at coliege is actually practiced both on campus and in schools.
It is hoped that student teachers would experience meaningful didactic

transfer during practice teaching.

8.6 RECOMMENDATIONS ON EFFECTIVE SUPERVISION

The study has found that neither teachers nor lecturers are equal to their tasks regarding
practice teaching supervision. This is understandable if one considers that neither have been

trained for these roles.

8.6.1 Training of teachers in practice teaching supervision as well
as supervision of instruction

Because of collaboration between cofleges and schools, which is assumed in these
recommendations (see sections 8.2 and 8.5.1), it is further recommended that lecturers
should present workshops or seminars at schools on how to supervise student teachers

during practice teaching.

The course content ought to cover the following areas:

v the role of teachers in teacher training
v how {0 supervise and evaluate instruction
v how to plan lessons
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7 how to observe classroom interaction
V4 jngredients of a successful lesson i.e. effective teaching practices

7 human relation in the classroom and counselling

The implication here is that teachers assume additional responsibilities during teaching
practice and they need training for this. Since they have to spend considerable time with
student teachers, their opinions (in assessment) as to who passes or fails should carry weight
equal to that of college lecturers. This shouid be informed by the training which the teacher
has undergone. Teachers would thus assume the position of teacher mentors and they would

have to he remunerated for this.

College lecturers would still visit schools during practice teaching, but their visits would not
only be devoted to watching students teach, but they would also hold joint sessions with
teachers and the students in order to appraise the students' progress. In this way, not gnty
would the apprenticeship approach be realised, but elements of the lt-inset approach could
be implimented. This would be possible if one considers that the teacher, the student and the

lecturer would systematically he engaged in:

s analysing practice

- applying theory

> evaluating the curriculum

p developing the curriculum

- working as a team

e involving other teachers {See section 2.4.4.1).
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8.6.2 Lecturer training in supervision and evaluation of interaction

It is recommended that each college should have a staff development committee. This
committee should conduct needs assessment i.e. to assess in which areas the lecturers
need training. The services of a consuitant who would train lecturers in supervision and
evaluation of instruction should be solicited. Content could cover the areas which have been

suggested above (see section 8.6.1).

8.6.3 Practice teaching supervision should follow principles of

Planning, implementaticn and evaluation should be followed in three broad stages to the
execution of the lesson. A prospective teacher needs systematic guidance and help in all
three stages. The execution of the three stages discussed above could take the following

forms:

Stage I: Planning

The student and the supervisor hold a session on the work planned for the following
day. In this pre-implementation stage, discussion would cover both content of
instruction, strategies, class management, etc. The student would be free to seek
clarification on points about which he/she 15 not very sure and agreement would be
reached on implementation strategies. It is necessary to point out that the student
would not be asked to copy some mode! of teaching; rather, he would outline how he
wants to go about teaching and this outii_ne would be critically examined by the
supervisor. After all, teaching behaviour and style are very personal. A person tends
to use the teaching style he/she is most comfortable with. 1t is this personal style
which the supervisor should try to explore and, if need be, refine. At this stage too,
the student may, for example, try to practice some teaching skills during the

implementation stage, e.qg. skill of questioning, skill of explaining, etc.
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Stage li: Implementation

This is the stage in which the student faces the class and tries to implement the
plans which were agreed upon in Stage |. The supervisor sits in to watch the student
execute the plans they have worked out together. it may be useful to bring in a
recording device at this stage. Where this is not feasible the supervisor should make
detailed notes. The success of the discussion in Stage !l} depends greatly on how

rmuch of what went on in Stage Il can be recalled.

Stage 1k Evaluation

This is a joint session between the supervisor and the student after the lesson. The
student should preferably give "assessment” of what took place during the
implementation stage, i.e. a form of self-evaiuation (see section 3.6.2.3). The
supervisor should alsoe give his‘her "assessment” of what has transpired. Recording

of the lessdn proceedings would be useful at this stage.

If the supervisor feels that Stage Il was net didactically sound, new plans could be
worked cut. in a situation where the student teaches the same lesson more than
once, specific suggestions should be given at this stage which the supervisor can
watch for in a subsequent fesson. Elements of the apprenticeship approach

discussed in Chapter 2 (see 2.4.1) is also inherent in this approach.

8.6.4 The schoo! system should introduce a system of teacher

mentors

it is recommended that every schaol should have a teacher mentor who would serve the

following purposes:
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>~ They would be responsible for the professional development of student
teachers during practice teaching. This arrangement couid contribute to the
professicnal development of student teachers when they go to their home
schools for practice teaching.

b They would mentor new teachers during the induction period.

Mentor teachers should have the following characteristics:

. they should be conversant with didactic theory;
. they should have skills in classroom observation and counselling.;
. they should be skilled in supervision of instruction.

In this way the supervision of practice teaching could be more effective. The transformation
of the schoo! system could become a reality through teacher mentors who could contribute to

the change of the current scenario in which teachers are technicians who are hardly able to

conceptualise pedagogic practice.

8.7 RECOMMENDATIONS ON TIME-ON-TASK

The quality and amount of time is important if practice teaching is to be effective, The fact
that most respondents in this study are not satisfied with the amount of time they spend in
schools implies that quality use of time is not possible under the present arrangement
regarding practice teaching. In the light of the findings in Chapter 7 (see section 7.7.1), the

following recommendations are made.
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8.7.1 Internship

Intemship is recommended because there is a need to provide students with the opportunity

for sustained reflection on teaching and on their commitment to the task of teaching.

The Internship Approach discussed in Chapter 2 (see 2.4.5) has a place in this study. The
peried of intemship would take one year. A student teacher would work under the supervision
of mentors and in close collaboration with their training institutions. Such a student teacher
would not be given a full teaching load and would be paid a small wage. During intemship a
neotype teacher would be given opportunities for consistent and systematic reflection on
his/her role as a teacher. Such a systemn would not only improve the status of the teaching

profession but quality training would take place. In this way the internship approach would be

part of the initial teacher training.

8.8 CONCLUSION

It appears that the time has come for substantial policy changes in teacher education with

implications for all those working in ihe system, particularly teachers.

A critical concem fm_' policy makers regards the quality of the teaching corps and how policy
contributes towards the creation of such a body of practiticners. One plausible argument is
that the quality of the teacher corps is determined by the intellectual and social
characteristics of the beginning students, by the quality of the cumiculum and by the

knowledge and skitls of teacher educators.

If it is accepted that the state has a major responsibility for providing teachers within a

national education system in the interest of the nation’s development, then it follows that the
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must assume the major respansibility for the quality of the teachers serving the system. As
teacher education institutions have the function of educating teachers for this purpose,
teacher education policy should ensure that teacher education institutions are in fact able to

contribute towards the realisation of the nation’s goais.

Unfortunately, for a multitude of reasons, teacher education in South Africa has come under
sustained attack and there appears to be liftle confidence in the capacity of teacher
education institutions and the current curriculum to preduce autonomous, creative and
reflective practitioners. Part of the problem is that teacher education programmes encourage
the notion that teacher is only aimed at certification, instead of seeing it as the beginning of a
joumney. A rethinking of pre-service teacher education would place the pre-service education
of teachers within a continuum, and regard it as only the first part of a career-long process.
The focus should move away from experiences within teacher education programmes which
make for the ideal teacher to experiences which will give new teachers a sound knowledge
for their profession, a sufficiently detailed knowledge of the subjects that they will teach, a
variety of strategies that facilitate leaming by pupils, as well as a range of conceptual tools
which will make teachers reflective practitioners. Teacher education policy must facilitate

this shift.

Pre-service teacher education programmes assume that there is a body of knowledge and
range of distinctive practices which, when mastered by an individual, resuit in his or her
being eligible for certification as a teacher, and in his or her being appropriately qualified to

operate in that capacity within the teaching-leaming context.

In essence, a distinction needs to be drawn between the capacity of pre-service training to
bring students to the point where they can be licensed to teach rather than being qualified to
teach. Pre-service training and induction into the school and in-service education in which
qualification is regarded as a recurring and lifelong professional development are useful
concepts in drawing attention to the inevitable limitations of pre-service training. Such

limitations arise, inter alia, from the complexity and fluidity of the modern world in which
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rapid changes in knowledge and in political and social structures have become characteristic

of our lives.

The current attempts to transform education in South Africa would be useful if teacher
education were viewed as central to the whole process. it is hoped thai the application of the
findings of this study will contribute to the fundamental changes required in teacher
education. The reconstruction and development of teacher education would thus become a

reality.

Finally, the onus rests upon each and every individual student teacher, who aspires to be a

successful teacher, to take seriously the professional requirements of teaching and to

approach practical teaching sessions with diligence and enthusiasm.

246



GLOSSARY

The working definitions of key terms that serve as a basis for disclosure in this thesis are

discussed hereunder.

Aims:

Approach:

Apprentice Approach:

CBTE:

Clinical supervision:

long term goals, stated in general terms

a major way of doing or tackling something e.g. the

apprentice approach to practice teaching

an approach to practice teaching in which the teacher is a
master craftsman and teaching practice is viewed as a
process of initiation in which the master teacher's teaching
skills, performance, personality and attitudes are acquired by
the student through observation, imitation and practise

{Stones and Morris, 1972: 8)

{Competency-Based Teacher Education)

an approach to teacher education that specifies the
competencies to be demonstrated by the student, makes
explicit the criteria to be applied in assessing students'
competencies, and holds the student accountable for

meeting these criteria (Cooper et al; 1973: 2).

focus on ways of helping teachers to improve their

performance in the classrcom (Oliva, 1993: 58)
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Construct:

Co-operating teacher:

College of education:

Criterion:

Didactics:

Didactic thecry:

indicates a fundamental feature which serves as a

theoretical basis for practice
(a) an actual classroom teacher

(b) a teacher who supervises student teachersin a

particular class'roomlsubject during practice teaching

{a) an institution where teachers are trained for a

teacher's diploma. It does not offer degree courses

((3)] it is a pre-service teacher training institution for

purposes of this thesis

the principle or standard that something is judged by i.e. a
point of departure which can be used to determine the value
and effectiveness, for instance, of didactic variables (De

Corte ef al, 1972: 10)

(a) the scientific study of teaching-leaming actions,

usualiy pertaining to formal education

()] theories dealing with the relationship between pupils’
leamning and the teachers’ guidance of their leamning.
It concems classroom and teaching practise,

methods, techniques, aids etc. (Kruger ef al; 1880:6)

a generally valid theory of teaching that forms a logical,

systematic and consistant whole (De Corte, 1972; 10)
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Education:

Effectiveness:

Efficiency:

Evaluation:

Humanistic approach:

@

(b)

assisting a person to grow physically, emotionatly,
socially, intellectually etc. In other words, it is related

to the total development of a person

it usually refers to the scientific study of concepts
and processes related to the act of guiding people
towards self-realisation. This is the case when it

starts with a capital letter-E

concemed with doing the right things - concemed with

quality (Davis, 1981: 23)

concemed with doing things right (Davis, 1981: 22)

G

(b)

(b)

refers to the professional and didactic evaluation of

students on practice teaching in schools

an observation or appraisal of the content, the
effects and the effectiveness of an object, action or

process (Rowntree , 1981: 243)

according to Rowntree (1881: 243), evaluation refers
{0 an observation and appraisal of the context, the
effects, and the effectiveness of an object, action or

process

an approach to teacher education that stresses the "self” of

the teacher. It has the following characteristics:
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ITINSET Approach:

KwaZulu:

. continuous and active involvement at schools,

. exposing students to a wide variety of ideas and
resources related to teaching,

. keeping students and tutor informed as to the
resources available,

. assigning a specific group of students to the tutor for
the duration of their training and,

o continugus evaluation (Combs ef al, 1974)

an approach to practice teaching in which initial and
in-service education are brought together in a
schoal-focused patterm; teams consisting of one or two
teachers, a tutor, and two-six students spend a term tegether
in a classroom, teaching pupils and involving the team in

"co-operative cumiculum evaluation and development”

(Ashton, 1983)

(a) is used to describe part of the province of KwaZulu
Natal which is the homeland for Zulu-speaking

people of South Africa

() during the writing of this thesis it fell under the
direct administraticn of KwaZulu govemment.
KwaZulu had its own depariment of education. This
departmont is mainly concemed with the
employment of teachers and other personnel,
erection of schools, inspection of schools, pre-service and

in-service teacher training
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Lecturer:

Learning:

Model:

Objectives:

Paradigm:

Practice teaching:

refers to a person who trains teachers at a coliege of
education. In some cases the term “tutor” will be used to

refer to the same designation

the acquisition of insight or knowledge through contact with
external events, accompanied by changes in thought,

attitude and behaviour (Hoyle, 1980).

{a) in a physical sense: likeliness of a real thing

(b) in a theoretical sense: a simplified explanation of a
part of reality which makes it possible for us to come
to conclusions about such reality. It is not a scientific
theory, but an aid to scientific theory, which can lead
to the development cf a scientific theory; the more
generally acceptable a model is, the more usefut a
scientific community considers it to be (De Corte,

1972 11).

short term goals, stated in specific terms. They could be

behavioural or non-behavioural

a justifiable scientific theory which can be applied in a
variety of situations to explain a particular part of reality and

to solve problems related to that reality

(a) that body of professional experiences during which

studernt teachers apply, test, and construct

personal teaching theories while they are evolving,
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and during which they further develop their
competence as teachers (Tumey ef al; 1977: 32).
Stones and Morris (1972: 16) are even more
embrasive in their definition when they refer to
practise teaching as a generic term to describe all

the leaming experiences of students in schools.

{b) practice teaching is also referred to as teaching
practice, teaching experience, schocl experience.
School-based practice teaching refers to practice

teaching which takes place at school

{9 the subject in which students are provided with
experiences classified above: In black colleges of
education in South Africa, KwaZulu included, it
consists of three year courses. Each practise course
is divided into a campus-hased and a school-based

companent {(see Table 3).

Practicum: {a) is more popular in the teaching-is-a-science oriented
institutions
(b) "Ideally conceived, the practicum is a purposeful

series of supervised professional experiences in
which student teachers apply, refine and construct
leaming and through which they develop their
teaching competencies” (Tumey ef al; 1982: 1).
Pre-service teacher training of teachers before they are certified to become
education: teachers. It usually takes place in a recognised teacher

education institution
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Programme:

School:

Student teacher:

Teaching:

Teaching strategy:

Theory:

In curriculum context, the major components of a course e.g.
in colleges of education practice teaching consists of two
programmes - one school-based and one campus-based

{see Table 3)

(a) an institution for educating children or giving

instruction

() a place where student teachers do their

school-based  practice teaching

refers to a teacher trainee during pre-service teacher
training; student teacher is used interchangeably to refer to a

student during training

a definition used by Hyman (1974: 16) will be accepted for
this thesis. He defines teaching as follows: an intemnal,
deliberate series of actions aimed at inducing leaming.
Central to the concept of teaching are a manner on the
teachers part which implies respect for the student,

reason-giving and truth

the methods and/or or media used to teach leamers, pupils

or students

(a) a plan or scheme existing in the mind, sometimes

based on principles verifiable by experiment or

observation (van Rensberg and Landman, 1679:
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Teacher:

Teacher education:

Teacher training:

415)

() subjective ideas and beliefs that are held by an

individual. This is called a personal theory.

{c) a generally valid set of ideas and beliefs about a
sufficiently important part of reality that forms a
logical systematic. and consistent whole (Kuhn,

1970: 168)

for the purposes of this thesis, a teacher is a person who
teaches in a school. This person should be certificated, but

there are instances where teachers are not certificated.

education aimed at helping students to teach more
effectively. The emphasis is on educating the whole student:
emotionaily, sccially, inteliectually etc. In this thesis it may

be used interchangeably with teacher training defined beiow

(a) the emphasis is on the teacher acquiring practical

skills

(t) there is no routine or drill type of activity; in fact the

precise opposite is the case

()] is used with the assumption that the development of

the whole student is the goal of the teacher educator
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APPENDIX A

A QUESTIONNAIRE ON SCHOOL-BASED
PRACTICE TEACHING BY STUDENTS
OF COLLEGES OF EDUCATION

PURPOSE; To find out ahout the status of practice teaching in colleges of education.

PLEASE TICK THE APPROPRIATE BOX.

Location of the colleqe

[l Rural
U Peri-Urban

| Urban

Biographical Data

al Gehder
Male
O Female
b] Age
1 15-19
O 20-24
O 25-29
U 30-234
[} 35-38
O 40 and over

~J
Lh
Lh



c] Matric Symbol

Matric Exemption
sD
SE

SEE

8 I I O 0 I

SF

d] Type_of Diploma

. JPTD

| SPTD

COLLEGE-1 EARNED TEACHING METHODS

Key 1 = Strongly agree
2 = Agree
3 =  Undecided
4 =  Disagree
5 =  Strongly disagree

PLEASE ANSWER THE FOLLOWING QUESTIONS ACCORDING TO
THE KEY SHOWN ABOVE. CIRCLE THE NUMBER WHICH APPLIES TO
THE OPTION YOU HAVE SELECTED.

College-learned teaching methods

a) help me to teach effectively 12 345
b] help me to relate theory to practice 12 345
c] are easy to apply during practice teaching 12 3 45
d] are pupil-centered 12 3 45
e} are related to methods used in schools 12 3. 45

I~
tLh
[



b]

d]

bl

d]

e}

PREPARATION FOR SCHOOL -BASED PRACTICE TEACHING

We are taught about the aims of practice teaching before we go to schools.

1 213 14 1|5

The college prepares us to handle classroom management problems (i.e. how to
maintain discipline).

1 213 1415

We are given sufficient time to communicate with schools prior to practice teaching.

1 1213 1415

We experience problems regarding lesson planning during practice teaching.

1 2

415

LV3)

We are made aware about school expectations before we go to school for
practice teaching.

ACTUAL SCHOOL-BASED PRACTICE TEACHING

Teachers in schools are familiar with methods and teaching technigues being
taught at the college.

112 4 U5

[P¥]

It is easy to manage classes in schools during teaching practice.

1 213 (415

Subject teachers help us with lesson planning.

1 (213 (415

Subject teachers are present in class when we teach classes.

12413 14 )5

Subject teachers provide enough feedback about our teaching.

I (2 13 14 5
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PRACTICE TEACHING EVALUATION

Practice teaching evaluation is done by college lecturers only.

11213145

We are sometimes evaluated by college lecturers who do not teach us subject
didactics or content in that particular subject

1121345

1|2 (345

There is a follow-up discussion with lecturers after evaluation.

1 12 (3 |45

Evaluation during schooi-based practice teaching helps me to improve my teaching
performance.

Which are the major problems you experience during practice teaching?

The amount of time lecturers allow us to do practice teaching at schools is:

fFartcoltte | Slightytoo ife |Enough | Slightly too much | Far too much ‘1
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