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ABSTRACT 

The preparation of pre-service teachers in Colleges of 

Education in the former Ciskei, with special reference to 

technology in education: a qualitative/naturalistic 

investigation. 

The study is based on a "naturalistic-phenomenological " 

philosophy that views reality as consisting of mult iple layers 

as interactive, and as a social experience that is interpreted 

by individuals. The goal of the inquiry was to investigate the 

preparation of pre - service teachers in the use of technology i 

education , as well as to contextualise and interpret the 

findings in the socio-historical setting of South Africa 

generall y . 

The case study design was considered appropriate for a detaile 

description and analysis of the problem. The cases selected 

were the three Colleges of Education in Ciskei, which offered 

compulsory educational media course . The participants' 

perspectives were studied with interactive strategies 

(ethnographic observation and ethnographic interview), as well 
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as non- interactive strategies associated with the theoretical 

approaches of symbolic interaction and ethnography . The 

researcher adopted an interactive social role in order to 

record observations and interactions with participants . 

It was found that due to situational and structural factors , 

Colleges did not prepare pre-service teachers adequately for 

the use of educational media. One of the structural factors 

that i mpacted most negatively on the teacher education 

programme was the establishment of segregated Colleges 

speci f ically for Africans who had been removed from the 

urban areas in order to consolidate the homelands policy . In 

addition , the decision by the Nationalist Government t hat 

education was an " own affair " - which removed the 

responsibility of financing the education of homeland blacks 

from the central government - worsened the situation . 

Concomitant with these structural factors were such situationaJ 

factors as the prescription of syllabi by the Department of 

Education and Training despite the " own affair " philosophy , 

accompanied by the rigid compartmentalisation of related 

subject matter . In addition to these were such factors as 
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the restriction of educational media to the technology lecture 

room, the denial of free access to the media store rooms, as 

well as the theft and underutilization of the already 

inadequate media. Finally, the inadequate preparation of 

lecturers and guardian teachers in the use of educational 

media, the lack of colleagiality, co-operation and professiona. 

commitment among lecturers, coupled with the lack of a culture 

of learning among pre-service teachers all militate against an 

effective teacher education programme. Sadly, all these 

situational factors have their origin in the segregated societ 

of South Africa in general , as well as her governing policies. 

Unless significant changes in the provision and management of 

teacher education are effected, the adequate preparation o f 

pre-service teachers in general and in the use of educational 

media in particular seems unlikely . 
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CHAPTER 1 

INTRODUCTION AND BACKGROUND TO THE STUDY 

How well do undergraduate programs in schools of education 
prepare pre-service teachers for technology use in the 
classroom? Not well enough ... 

Isabelle Bruder (1989: 32). 

Many of these prospective teachers, when they complete their 
college training, possess very limited knowledge about the 
field of instructional technology, and possess even fewer 
skills in that area. This lack of knowledge and skills not only 
relates to media production and utilization, which 
occassionally are part of the undergraduate teacher training 
curriculum, but also relates to the areas of instructional 
development and individualized instruction, areas in which many 
students fail to receive any training. 

Robert A. Reiser (1986: 21). 

Education has seen a series of technological innovations this 

century. Since the 1920s, many technologies have been 

introduced to the classroom. Radio, film and instructional 

television are examples of media incorporated to make 

teaching and learning more efficient and more productive. 

However, the predictions that these technologies would 

improve the quality of education have not been fully 

realized. 

Media-comparison studies did not confirm the expected gains 

in learning (Schramm 1977). Each technological "breakthrough" 

in the past resulted in disappointment and sometimes 

abandonment (Cuban 1986). The disappointment accompanying 

each of these innovations has left educators and researchers 

searching for explanations. The teacher is often 

at the centre of the controversy surrounding the use or 

underuse of technol ogy i n education. For example, Cuban's 

1 
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review of classroom use of technology since 1920 reports that 

many researchers attributed the failure of innovations to 

teachers' inability to adapt their teaching behaviour to 

maximize the potential of technology. Even though the 

rationale for blaming teachers for the failure of innovations 

seems unfair, it is plausible enough to be worthy of serious 

consideration. 

Evidence gathered worldwide indicates that teachers do not 

take advantage of technology to improve learning despite the 

availability of technical resources, facilities, equipment 

and training. In the United states of America, for example, 

the 1990s are regarded as the age of the "computer 

revolution" due to the large amounts of money spent by 

colleges, lecturers, administrators and students on desktop 

computers and software. However, the bulk of that 

technological equipment sits in storage closets and back 

rooms. Despite eighty years of efforts to apply technology in 

ways that would "revolutionize" education, most teaching 

practices in American classrooms today are dominated by 

"teacher talk". In a fairly recent study of thirty-one 

schools, Becker reports, " ... even when supplied with 

sophisticated computer equipment and provided with abundant 

resources, teachers implemented a fairly traditional program 

of instruction" (1991: 7). 

Underutilization of technology in education is equally 

experienced in South Africa as in other parts of the world. 

Commenting on this phenomenon in Transvaal schools, Hofmeyer 

reports that technology is almost ornamental in most schools. 
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When visiting schools he, 

found media equipment gathering dust on shelves , or lying unopened 

in storerooms, while teachers in the classrooms perpetuated the media 

status quo of chalkboard, books and the occasional chart or flashcard 

(1987: 6). 

Similarly, studies conducted on the use of technology in 

education in Ciskeian secondary schools reveal that teachers 

underutilize technology even though a course in educational 

media is a compulsory component of the pre-service teacher 

education curriculum (Kruger 1980; Mrwetyana 1983). The above 

studies show that in the case of the majority of 

secondary schools in Ciskei, pupils are exposed more to 

teacher talk, than they are to curricular materials. 

contrary to expectation, teacher education institutions are 

also reported not to use technology in education despite 

rapid changes in society and in technology (Clark 1979; 

Johnson 1979). The more powerful training technologies such 

as videotape, microteaching, simulation, and interaction 

analysis are used at a relatively low level. 

Teacher education institutions are also reported not to 

prepare pre-service teachers well enough for the use of 

technology in the classroom (Mariet 1978; Bruder 1989). In 

Salisbury's opinion, the "tradition of teaching" is one of 

the factors that militates against the effective use of 

technology in education. His stress is on teacher education 

programmes. "These programs", writes Salisbury, 
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train prospective teachers to ~unction in the traditional 

lecture/seatwork model of schooling - because that is the only model 

which really exists out there (1992: 55). 

The findings documented in the preceding paragraphs are a 

cause for concern if the pervasiveness of technology is taken 

into consideration. Education institutions are confronted by 

an environment of rapid technological change. The fast pace 

of change in contemporary society has implications for the 

role of the educator. Traditionally the educator's role was 

to pass down to the younger generation the knowledge and 

experiences of a slowly evolving society. 

contemporary society has new expectations of education 

institutions in general and of educators in particular. 

Amongst other things educators are expected to develop and 

maintain classroom environments .conducive to learning, as 

well as to implement technology. Such expectations imply 

reform. 

Reformers of education call for restruc turing, which implies 

a radical transformation of the schoo l ing process. Emphasis 

is placed on student-centred learning as opposed to 

textbook-based memorization. Technology is seen as having an 

important role to play in the transformation process 

(Bruder 1990; Collins 1991; Sheingold 1991). For example, 

video and videodisc technologies provide visual examples of 

real world phenomena and events that could be used by 

students for problem-finding and problem-solving activities. 

Word processors, databases and graphic programmes can help 

educators design thought-provoking tas ks for students. Local 

and international communication among students and educators 

can be achieved by means of computer networking and satellite 
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communications technologies. Multimedia technologies can 

provide rich sets of materials for active learning. Students 

can create professional-looking products which can be revised 

and shared with ease. The possibilities are endless. 

Technologies can help educators transform to the desired 

"constructivist" or active learning of an information age. 

In South Africa, where the apartheid system has resulted in 

education for the various race groups being separate and 

unequal and that of Africans inferior, there is a demand for 

transformation. The words of one teacher capture the state of 

affairs in African education: 

Countless township schools resemble the ruins of Jericho as a 

self-destructive, silent war against "the system" rages on ... schools 

have been stripped bare by squatters and even by pupils ... This is 

rapidly becoming a bad culture that we, unfortunately, will take into 

the new South Africa (Molefe, quoted in Moja 1992: 17). 

As in many developing countries worldwide, solutions for some 

of the educational problems facing the country are being 

sought in the area of educational technology. The radio, 

television and computers are often cited as having the 

potential to improve the quality of education (HSRC 1981; 

Moja 1992). The role that could be played by educational 

technology toward solving some of the problems facing 

education is elaborated on in the next chapter. The primary 

function of educational technology is to improve the 

efficiency of education in general and of the process of 

learning in particular. The complex, integrated process of 

educational technology, which involves people, procedures, 

ideas, devices- and organization is looked upon as having 

potential to help transform education. Teacher education in 
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particular, is singled out for the contribution it can make 

toward growth in educational technology. As observed by Glenn 

and Carrier, 

What is needed are better prepared beginning teachers and effective 

inservice education for teachers who are in the classroom (1987: 3). 

STATEMENT OF THE PROBLEM 

Research in other countries suggests that teacher behaviour 

is learnt during the teacher's own school days and that this 

school experience is the most significant influence on 

teaching practice (Sachs 1987; Salisbury 1992). In their own 

schooling in segregated education institutions, African 

teachers have experienced authoritarian practices including 

what Freire (1992) refers to as "narration" or "banking". 

This is a process whereby teachers transmit prescribed 

knowledge to passive students who are restricted to 

"receiving, memorising, and regurgitating official textbooks" 

(Walker 1991: 158). By the end of their pre-service teacher 

education careers, where they were exposed to "two or three 

years of fundamental pedagogics", most African teachers will 

have internalized a particular understanding of teacher 

behaviour which they will eventually re-enact in their future 

classrooms. Those African teachers who are appointed in 

Colleges of Education will probably continue to "act out" 

their internalised behaviour, and their own behaviour is 

likely to influence student teachers who are also likely to 

mimic their teacher educators' behaviour. For example, if as 

teacher educators they rely heavily on the official syllabus 

and prescribed textbooks, and ignore other technologies of 
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education that could help improve classroom interaction, it 

is likely that their students will eventually "act out" a 

similar teacher behaviour. In the case of teachers failing to 

use or underutilising educational media in their teaching, 

despite the educational media course offered in Colleges of 

Education, could there be factors in teacher education and 

schools that influence such failure? Or could such 

situational factors have their origins in the structures of 

broader society? 

From the researcher's personal experience as a pre-service 

teacher, later as a teacher educator in a segregated 

university and again later as a teacher educator in a 

segregated College of Education controlled by the Department 

of Education and Training, the researcher observed that 

pupils and pre-service teachers were exposed to excessive 

teacher talk. Most of the time they sat passively and 

silently, listening to what was said by the teacher or 

teacher educator, without themselves participating. 

Interaction between teacher and students, between students 

and media as well as among students themselves was minimal. 

In such classes, students usually resorted to memorizing 

lecture notes or contents of textbooks, without real 

understanding of the message. During class tests and 

examinations, students often wrote verbatim accounts of what 

they memorized without showing any sign of critical thinking 

and understanding. Becau se the majority of African teachers 

in Ciskei were trained i n Colleges of Education, the 

researcher became curiou s to investigate factors related to 
I 

the preparation of pre-service teachers in the use of 

technology in education. 

The problem addressed b y this inquiry was the preparation of 

pre-service teachers in the use of technology in education. 
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The goal was to discover how pre-service teachers were 

trained in the use of educational media and to theorise on 

the basis of the situation as found by the researcher. 

Initially, the intention was to use a purely survey design 

that would have enabled the researcher to describe the 

preparation of pre-service teachers in the use of educational 

media by means of quantitative data. Questionnaires were 

constructed and distributed to lecturers and third-year 

pre-service teachers in the Colleges of Education in Ciskei. 

When the data were analysed, it became apparent that there 

could be more than just what the data at that stage 

suggested. The relatively pure Educational Technology 

interest left gaps that still needed to be filled. The 

sociological insights that emerged from the processes of data 

collection and preliminary analysis led to a change of 

design. The hard data seemed to gloss over the possible 

influence of both situational and structural factors on the 

phenomenon investigated. To explain the data, there was an 

urgent need to "analyse the social reality hidden behind 

those appearances" (Wright 1978: 12). 

The sociological approach seemed potentially capable of 

providing the researcher with the conceptual frameworks 

appropriate to investigate the multiplicity of factors 

influencing the preparation of pre-service teachers in the 

use of technology in education. 

Equally influential was the researcher's social 

responsibility. The researcher, as a member of the stratified 

society of South Africa and a graduate of a segregated 

teacher education institution, had a responsibility to 

challenge and to ma k e problematic, the educational issues 

that were usually taken for granted. That responsibility 
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arose from the researcher's commitment to the transformation 

of education in general and teacher education in particular. 

The stance adopted by the researcher was that there was no 

such thing as a neutral educational process, as the findings 

of quantitative research seemed to suggest. Along with Jansen 

(1988) the researcher firmly rejected ideologically neutral 

positions in research on the following grounds: 

even if researchers in South Africa attempt to walk the tight rope of 

ideological neutrality, it becomes clear that to claim neutrality, is 

to sanction the socio-political status quo as it affects education 

(p. 525) . 

The case study design was considered appropriate because the 

study examined a topic in which there had been little 

previous research in South Africa. There was a need to 

provide a detailed description and analysis of the 

preparation of pre-service teachers in the use of 

educational media in segregated Colleges of Education, 

located in an "independent homeland" born of the Apartheid 

policy. The cases selected for this naturalistic 

investigation were the three Colleges of Education in Ciskei, 

which offered a compulsory educational media course for the 

three-year Primary Teachers ' Diploma (PTD) and Secondary 

Teachers' Diploma (STD). The participants' perspectives were 

studied with interactive strategies (ethnographic observation 

and ethnographic interview), as well as non-interactive 



10 

strategies associated with the theoretical approaches of 

symbolic interaction and ethnography (Bogdan and Taylor 1975; 

Spradley 1979). Both symbolic interaction and ethnography are 

concerned with ways in which people interpret their 

experiences and make sense of their world. The researcher 

assumed an interactive social role in order to record 

observations and interactions with participants. In view of 

the belief that apart from structural factors, the actions of 

teachers were also strongly influenced by the settings in 

which they occurred, data were collected over a prolonged 

period, from 1989 to 1994, at the sites and from individuals. 

Matters relating to methodology and design are elaborated in 

a later chapter. Decisions about what to look at were based 

mainly on the researcher's prior knowledge and on the 

findings of a preliminary literature review. Both the data 

collection and analysis were informed by this prior knowledge 

and preliminary literature review, as well as theory which is 

elaborated on in the succeeding chapters. 

The problem was investigated because, first, it was believed 

that findings would fill a gap in the literature by 

investigating the use of technology in teacher preparation, 

an area untouched by previous investigations into the 

education of African teachers in South Africa. The two 

studies mentioned earlier (Kruger 1980; Mrwetyana 1983) did 

not investigate the preparation of pre-service teachers in 

the use of technology. Instead, they focused on the use of 

technology by teachers already in service. 

Second, many studies wh i ch previously i~vestigated the 

adoption and implementation of educational technology tend to 

compare the learning impact of newer media such as television 
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with more traditional media such as classroom instruction 

(Clark and Sugrue 1991; Johnson 1993). In most cases, 

evidence from these studies tends to result in no significant 

difference conclusions (Schramm 1977; Clark 1985; Clark and 

Sugrue 1991). Researchers worldwide have become sceptical of 

media comparison studies because they have been found to be 

fruitless. The present investigation did not compare any 

media. Rather than giving the impression that the newer media 

were better than traditional ones, the study suggested that 

most learning objectives may be attained through instruction 

presented by any of a variety of different media (Levie and 

Dickie 1973). Learning seems to be affected more by what is 

delivered than by the delivery system (Schramm 1977). Each 

medium has its own attributes and to attain maximum 

effectiveness, media need to be selected in relation to the 

objectives of the lesson, as well as the needs of learners. 

The problem investigated addressed sociological issues 

related to curricular provision for pre-service teacher 

education in Colleges of Education originally created for 

Africans. It was therefore considered different from other 

investigations into the preparation of pre-service teachers 

in educational technology. Unlike numerous studies in the 

educational technology field, that rely solely on the survey 

method which tends to solicit people's opinions through 

mailed questionnaires, the present study involved personal 

interaction between the researcher and teacher educators, on 

site. 

Fourth, the study was designed to include an examination of 

the past and present context in which colleges of education 

in Ciskei were created and currently exist. This examination 
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of the history of Colleges of Education in Ciskei is 

considered important because teacher education is a 

value-laden process related to the educational ideology held 

by teachers, teacher education institutions and the state, 

however implicit. It is a political and ideological process 

(Beyer and Zeichner 1987), especially in societies stratified 

according to race. The methods used in this inquiry yield 

data that has the potential to make teacher educators aware 

of the constraints and possibilities in their curricula. When 

their consciousness is raised, it is hoped, teacher educators 

will be empowered to transform education in general and the 

teacher education curriculum in particular. To raise 

consciousness, there is a need "to examine the past and 

present institutional context in which teacher education 

departments were created and exist" (Schneider quoted in 

Popkewitz 1978: 211). 

PURPOSE OF THE STUDY 

Given the understanding that formal educational knowledge is 

achieved through three "message systems", namely curriculum, 

pedagogy, and evaluation (Bernstein 1971), the aim of the 

present inquiry was the determination of how pre-service 

teachers were prepared in the use of educational media. 

Further, the findings were contextualised and interpreted in 

the socio-historical context of South Africa generally. 

The objectives of the inquiry were to: 

(a ) document the historical socio-political context of 
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Ciskeian Colleges of Education; 

(b) establish the extent to which technology was used by 

lecturers and pre-service teachers in these colleges; 

(c) provide contextually-framed descriptive documentation 

of the scope, nature and quality of the content selected 

for the educational media course offered in these 

colleges; 

(d) provide contextually-framed documentation of the 

instructional communication process between media 

lecturers and pre-service teachers during lectures, as 

well as between pre-service teachers and pupils; and 

(e) describe the methods used to assess the pre-service 

teachers' understanding of the content of the educational 

media course. 

PARAMETERS OF THE STUDY 

The present study was limited to Colleges of Education that 

prepare pre-service teachers in Ciskei. Pre-service teachers 

who are prepared in universities were excluded, due to 

differences in levels of teacher preparation in the two types 

of institutions. There is one such university in Ciskei, the 

University of Fort Hare. 'The inclusion of the University of 

Fort Hare in this qualitative-naturalistic investigation 

would have affected the findings of the present inquiry. The 

researcher is a senior lecturer in the Department of 

Curriculum Studies and Didactics at Fort Hare. She is an 
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active participant in the pre-service teacher education 

curriculum offered in the university concerned. The 

researcher was mindful of the subjectivity that could have 

resulted from using herself as the instrument through which 

lecturers and pre-service teachers at Fort Hare were 

investigated. The possibility of the researcher's 

observations being slanted towards a justification of the 

style of teaching normally used was prevented by excluding 

Fort Hare from the investigation. However, for purposes of 

testing the questionnaires, Fort Hare was used. 

The study was confined to the borders of the Republic of 

Ciskei. There are three Colleges of Education in Ciskei, 

namely Griffiths Mxenge, in Zwelitsha near King William's 

Town, Dr. W B Rubusana in Mdantsane, near East London, and 

Masibulele in Whittlesea (see Figure 1, p.15). The three 

colleges, though in a former independent state, were 

technically under the control of the Department of Education 

and Training (DET) and implemented its curricula. 

Initially, the thought that extending the investigation to 

include DET colleges in order to allow for comparisons with 

Ciskei colleges was entertained. With this in mind permission 

was sought from DET to include some of its colleges. 

Permission was granted (see Appendices C and D), but the idea 

was later dropped because it was considered inappropriate for 

a qualitative-naturalistic inquiry. 

The stance adopted by naturalistic researchers is that 

although different techniques and methods can be mixed in a 

research project, the methodology should remain the same 

throughout. Qualitative-naturalistic researchers employ 

• 
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methods and strategies that are consistent with the aims of 

their paradigm (Sherman and Webb 1988). The aim of 

qualitative-naturalistic research is to develop "an 

idiographic body of knowledge" (Guba and Lincoln 1988) and 

this is best achieved by describing the individual case in 

context. Including other Colleges of Education which were 

outside the Republic of Ciskei would have stripped the 

present qualitative-naturalistic inquiry of its 'depth' and 

would have concentrated on 'breadth', which is contrary to 

the aims of the qualitative-naturalistic methodology. To 

conduct a context bound inquiry in other Colleges of 

Education for purposes of comparison would have required a 

longer period of time, as well as more financial resources. 

Further, the political climate prevailing in South Africa at 

large, which was characterized by issues of ethnicity, 

prevented the researcher from venturing into the unknown. For 

example, the researcher, originating from a Xhosa-speaking 

area which is overwhelmingly associated with the African 

National Congress, would have found it life-threatening to 

investigate Colleges of Education in Kwa-Zulu, which was an 

area associated with the Inkatha Freedom Party. Violence in 

the country and instability in education institutions 

themselves, did not permit the inclusion of Colleges of 

Education from other national states. A replication of a 

similar study in broader South Africa seemed to be a future 

project worth the consideration of researchers in South 

Africa, including the present researcher, provided conditions 

change to make it safer. 

The investigation addressed sociological issues related to 

curricular provision for teacher . education in Ciskei. As 
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educational technologists are becoming more concerned with 

instructional design and curriculum development, it is argued 

that issues in the sociology of education and curriculum 

cannot be ignored. The inquiry, amongst other things, 

focussed on how those involved in curriculum or instructional 

development came to make particular decisions about 

selecting, organizing, and transmitting educational knowledge 

in particular ways. The study also explored the possible 

influence that macro level and micro level factors could have 

on the preparation of pre-service teachers in the use of 

technology in education. 

Pre-service teachers in their first and second years of the 

Primary Teachers' Diploma and the Secondary Teachers' 

Diploma were excluded from the investigation. Instead, 

pre-service teachers in their third year of study were 

included. Having been learners and participants in the 

institution for three years, they were believed to have the 

necessary credentials for participating in the present study. 

It was decided to use the term "technology in education" in 

the title of the study for the following reasons: 

(a) Technology in education is apparently more restricted 

than technology of education as far as its field of study is 

concerned, and in view of the introductory and exploratory 

nature of the present study, the choice of the title was 

considered justified. 

(b) In view of the fact that the present study was mainly 

concerned with "message systems" , namely the content of 

the educational media syllabus, the transmission methods 

used, the use of technology and assessment of students' 
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understanding of the content, it became clear that matters of 

instruction were central to the study. A title involving 

"educational technology" might have created confusion. 

Although reporting in the third person has been used in most 

of the chapters, there were many instances where the first 

person was used. Due to the subjectivity and personal nature 

of ethnography, at times the researcher needs to reflect on 

activities in the first person. As noted by Wolcott, "The 

more critical the observer's role and subjective assessment, 

the more important to have that role and presence 

acknowledged in the reporting" (1990: 19). 

OVERVIEW 

The present chapter discussed the under-utilisation of 

technology by teachers, teacher educators and pre-service 

teachers despite the rapid changes in technology and society . 

The over-use of teacher talk at the expense of confronting 

students with resources they can learn from was also 

addressed. The idea of using technology as one o f the means 

for transforming education in South Africa was explored. 

Also, the purpose, objectives and parameters of the study 

were declared. The subsequent chapters focus on theoretical 

issues underpinning the design of the present inquiry. 

The role of technology in education in general, and in 

teacher education in particular is discussed in the second 

chapter. Also, the possibility of technology towards 

achieving transformation in education forms part of the 

second chapter. The theoretical, conceptual and philosophi ca l 
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orientations influencing the methodology and design of the 

present investigation are discussed in the third and fourth 

chapters. The fifth chapter constitutes the context of 

Colleges of Education in Ciskei. Their socio-political 

history, as well as demographic background will be described 

in this chapter. The human factor in the Colleges of 

Education in Ciskei will be described in the sixth chapter. 

The seventh chapter entails a description as well as an 

analysis of the educational media course, whereas the 

opportunities created for media applications are outlined in 

the eighth chapter. The availability and use of educational 

media constitute chapter nine. A summary of the findings, as 

well as some suggestions and recommendations for the 

transformation of the educational media course are given in 

the tenth chapter. 



CHAPTER 2 

TECHNOLOGY IN EDUCATION 

For years lecturers and students have dealt with the use of teaching 
aids. For many these have remained meaningless posters passed on 
from generation to generation of students, whilst others barely 
mastered the art of using tape recorders, radios and overhead 
projectors. In common use today however, is advanced educational 
technology such as the personal computer, the use of which is 
presently only limited by the lack of sophisticated and proven 
software. How prepared is this College for these developments and 
how receptive are you as students? 

Speech delivered by the then Honourable Minister 
of Education, Mr B N Pityi, at the tenth anniversary 
celebrations of Lennox Sebe (Griffiths Mxenge) College 
of Education, 10 September 1988). 

The introductory chapter addressed the underutilisation of 

technology in education by teachers and teacher educators 

alike. The excessive exposure of students to teacher talk, 

instead of their being confronted with media from which they 

could learn, was criticized. It was also argued that 

technologies could help educators transform to the desired 

"constructivist" or active learning of an information age. 

The majority of educators seem to have accepted the fact tha t 

the time had come for education to leave the era of "hand 

labour" and turn to technology to help increase the 

productivity and efficiency of the teacher. Educational 

technology is generally suggested as having the potential to 

alleviate some of the problems facing education in South 

Africa at present (HSRC 1981; Moja 1992). Clearly, technology 

cannot be the panacea for all the problems, but there is 

definitely no solution that can exclude technology, 

20 
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" . .. hence rather bold and imaginative solutions, such as the 

use of information technologies, will have to be implemented" 

(Business Futures 1987, quoted in Viljoen 1991: 106). 

The focus of the present chapter is technology in education. 

Differences between educational technology and instructional 

technology, as well as between technology of education and 

technology in education are highlighted. The functional uses 

of technology in teacher education are described and trends 

in pre-service teacher education courses in educational 

technology are reviewed. 

An important first step in discussing educational 

technology itself is definition. 

DEFINING EDUCATIONAL TECHNOLOGY 

The field is surrounded by great semantic confusion. There is 

hardly any definition of educational technology that is 

shared by most within the profession. In many research 

articles and books, educational technology is used as a 

synonym for instructional technology, and this contributes to 

further confusion. The use of the term "technology" creates 

more confusion in an area that has been dominated by "media" 

and "aids" from time immemorial. This section addresses the 

question of meaning attached to these concepts. 

Technology 

The concept "technology" appeared for the first time in 1845. 

This was a definition of the word "technical" in A Critical 

Pronouncing Dictionary o f the English Language by John Walker 
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(Richmond 1970). The lexical definition given at the time 

was: "Belonging to arts, not in common or popular use". In 

The Pocket Oxford Dictionary of Current English (1939) four 

related concepts were defined. At this stage the word 

technical received much wider attention, and reference was 

made inter alia to technical schools (1970). The word 

technology only figured in dictionaries more or less since 

the nineteen fifties. The word itself is derived from the 

Greek word "tekhnologia" meaning systematic treatment. 

The real meaning of concepts is in their use. As observed by 

Knapper, " . .. before embracing a technology of teaching too 

hastily and enthusiastically, it is well worth reminding 

ourselves that technology - in learning as elsewhere - is 

itself neither good nor bad, and that its effectiveness 

depends upon the way it is used" (Knapper 1980: 141). 

A lot of controversy has always surrounded the concept 

technology and its relationship to education. Initially much 

emphasis was placed on the effect of electronic apparatus or 

gadgets. The group who over-emphasized this view became known 

as "gadgeteers". Apparently they did not concern themselves 

with the basic principles underlying the use of electronic 

equipment. Equipment and teaching became synonymous to them. 

To them, education was an instructional enterprise performed 

by electronic apparatus (Janssen 1969: 54). This school of 

thought assessed education mainly according to its utility 

value, losing sight of the relationship .between utility, 

productivity and technique in education. 
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The problem as described above, centred around the lack of 

proper definition. There were two opposing camps: gadgeteers 

and educationists. Gradually, however, the scene changed and 

more balanced views became noticeable in this regard. For 

example, Finn had this to say about technology: 

In addition to machinery, technology includes processes, systems, 

management and control mechanisms both human and non-human, and ... a 

way of looking at the problems as to their interest and difficulty, 

the feasibility of technical solutions, and the economic values -

broadly considered - of those solutions (1960: 10). 

In a similar vein, Saettler (1968: 5-6) emphasizes the fact 

that technology inc~udes the use of machines, but is not 

restricted to machines: " . .. technology does not necessarily 

imply the use of machines ... but refers to any practical art 

using scientific knowledge". 

Technology has become indispensable in almost all human 

activities such as education. In view of the problems facing 

education in South Africa at present, much effort and 

devotion will probably be needed to bring into education the 

much needed "systematic treatment" which is implied by 

"technology". 

Instructional Technology or Educational Technology? 

According to Janssen (1969) the terms instruction, education 

and technology, appeared for the first time as a combination 

in American Course Literature. Quite a number of variations 

were proposed, including In~tructional Technology, 

Educational Technology, Audio-visual Technology, Technology 

of Education, Technology in Education and so on. This 

indicates a diversity of opinion regarding meaning. 
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Janssen gives a clearer meaning when he writes, 

Instruction using technology is not just making use of hardware and 

materials. It is broader than this as educators point out, it is a 

way of organizing, of arranging the curriculum, of thinking. It 

relates the science of learning to the techniques of instruction, and 

also involves some organizational changes and new approaches. 

However, basic to technological change in education have been the 

developments in devices, machines and materials (1969: 59). 

The choice between instructional and educational technology 

is problematic. Many of the books that include these terms in 

their titles are rather vague about the limits of the field. 

One element in common, however, is the increased stress upon 

the system or process of instruction, as opposed to a former 

concern with the hardware involved in education like 

instructional materials, and visual aids. The Commission on 

Instructional Technology (1970: 19) defines instructional 

t echnology as: 

a systematic way of designing, carrying out, and evaluating the total 

process of learning and teaching in terms of specific objectives, 

based on research in human learning and communications, and employing 

a combination of human and nonhuman resources to bring about more 

effective instruction. 

Knezevich and Eye (1979: 16) describe instructional 

technology as: "An effort with or without machines, available 

or utilized, to manipulate the environment of individuals in 

the hope of generating a change in behaviour or other 

learning outcome". By the same token, Gentry (1991: 7) 

defines instructional technology as, "the systemic and 

systematic application of strategies and techniques derived 

from behaviour and physical science concepts and other . 
knowledge to the solution of instructional problems". 
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Instructional technology therefore, stands in close 

relationship to learning and teaching. It includes science 

and technique and is directed at solving problems of 

instruction for the improvement of learning. It appears to be 

a subset of a larger technology - educational technology. 

Educational technology on the other hand, is related to the 

total structure of, and the situation in which learning takes 

place. It encompasses the totality of the educational process 

as a comprehensive system which may be controlled and 

manipulated. The term "expands the area of theoretical 

development, research and implementation in education" (Hoban 

quoted in Torkelson 1977: 329). 

The comprehensive nature of educational technology is evident 

in Gentry's definition: "the combination of instructional, 

learning, developmental, managerial, and other technologies 

are applied, to the solution of educational problems" (1991: 

8) • 

Educational technology, in the light of these definitions is 

the solving of educational problems that involves the design, 

production and management of education and training 

programmes. In support of this view, Khine (1980: 324) 

asserts, 

educational technology aims to help solve problems through the use of 

the instructional systems design approach, which comprises the tasks 

of analysing, designing, developing, implementing and evaluating the 

learning process. 
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Instructional technology must therefore be seen as a part 

factor of educational technology. It emphasizes the science 

of instruction, whereas in educational technology, the basic 

scientific rules and conclusions regarding education as a 

totality are studied. The two concepts, however, are 

complementary. 

Technology of Education or Technology in Education? 

As in the case of educational technology, technology of 

education stresses the systematic, scientific approach to an 

educational problem, together with the application of 

appropriate scientific research. It emphasizes the techniques 

of teaching and learning rather than audiovisual media per 

see On the contrary, the idea of technology in education 

includes every possible means by which information can be 

presented. It focusses on the "gadgetry" of education and 

training, such as radio, television, video, 

interactive-video, language laboratories, computers and all 

projected media. 

For purposes of the present investigation, "technology in 

education" was adopted. Because the emphasis of the inquiry 

was on the preparation of pre-service teachers in the use of 

educational media, "technology in education" was considered 

appropriate. This was explained in the introductory chapter. 

Of interest to the researcher, was Unwin's (1986) argument 

that the future of educational technology must lie in a 

transformation of educational organizations~ If one of the 

demands in South Africa at present is the transformation of 

the education system in general, and teacher education in 
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particular, it seems reasonable to ask: What effect would the 

extensive use of "technology in education" have on the 

teaching profession? 

The next section focusses briefly on the meaning of 

"curriculum", a term which is central to the understanding of 

the preparation of pre-service teachers in the use of 

educational media. 

THE CONCEPT OF CURRICULUM 

Definitions of the concept range from the most narrow to the 

most comprehensive in scope. Buckland (1982: 67), for 

example, gives a broad explanation of curriculum: 

If education is seen as a process of cultural transmission then the 

curriculum represents that selection from the culture which is 

presented to the learner in school. 

The importance of selection from the culture is reflected in 

Mc Cutcheon's (1982: 19) definition: 

Curriculum is what students have an opportunity to learn ... through 

both the hidden and overt curriculum and what they do not have an 

opportunity to learn because certain matters were not included. 

Implicit in both definitions is the argument that the 

curriculum is a process which is influenced by societal 

factors. The "knowledge" that is selected from culture and 

becomes the official content that finally is regarded as the 

content of the syllabuses is socially constructed. It 1S 

inextricably interwoven with the broad social structure. 
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According to the Marxian view, the dominant view of knowledge 

in society is the view of the ruling class. Marx and Mannheim 

argued that the dominant ruling class decides, not only what 

knowledge is of worth, but also who will have access to it in 

society. 

In similar vein, the "new" sociology of education recognised 

the influence of society on the curriculum. Exponents of this 

view agree that the central task of the sociology of 

education should be to relate principles of knowledge 

selection and organisation that underlie the curriculum to 

their institutional and interactional setting in school and 

classrooms, and to the wider social structure. 

Relevant for purposes of the present investigation is the 

perspective that includes the content as well as curriculum 

materials. Curriculum is described as including 

professionally and commercially developed materials such as 

textbooks and curriculum units. 

Buckland argues for a comprehensive definition of curriculum 

when a programme is examined: " .. . teaching methods; 

materials; school size; and organisation; timetables; school 

terms; school architecture and a plethora of other variables 

which determine the selection from the culture to which the 

pupil is exposed must be considered" (1982: 168). Buckland's 

view was adopted as the framework within which the 

pre-service teacher education curriculum was examined. 

The next section discusses the effect the extensive use of 

"technology in education" would have on the teaching 

profession. This section is relevant because having been 

prepared in the use of technology in education, as fully 
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fledged members of the teaching profession, pre-service 

teachers are expected to apply technology. 

TECHNOLOGY IN EDUCATION AND THE TEACHING PROFESSION 

The focus of this section is not the use of technology in 

education for instructional purposes as such. Instead, the 

concern is for the changes or effects which may be predicted 

for teaching as a profession. 

The introduction of teaching teams and differentiated 

staff 

Much waste has resulted through efforts to superimpose new 

techniques on old systems. For technological innovations to 

succeed, it is believed, they must be integrated into the 

system: 

If the schools are to make real progress in instruction, most of them 

must be jolted from their complacency by vigorous thrusts that will 

break through the old patterns and support experiment and innovation 

(Research and Policy Committee of the Committee for Economic 

Development 1969: 11). 

Important innovations include the differentiation of staff 

for the multiplicity of tasks teachers are faced with in 

school. Teachers have been unofficial clerks, traffic cops, 

nurses, librarians, instructional systems designers for a 

long time. Teachers have always cited the lack of time to 

teach as one of the negative factors affecting their work. 

Edinger (1971: 366) argues that the introduction of team 

teaching and differentiated teaching functions should 
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accompany effective utilization of technology in education. 

He suggests that a team could include technologists, 

paraprofessionals, instruction leaders and teachers. The 

teaching profession would delineate roles and state 

responsibilities, preparation needed, and salary to be paid 

for the role performed. 

Educational technology can relieve teachers of much of the 

routine and drill work they are now called upon to perform. 

Computers can carry out drill and repetitive jobs easily and 

often more effectively than teachers. Paraprofessionals may 

relieve the teacher of other related, non-teaching tasks. 

Teacher librarians may assist teachers and learners with all 

activities related to the use of learning resources. All of 

this illustrates the introduction of differentiated staff and 

the effective use of technology in education. 

Extensive use of technology in education will demand the 

redefinition of roles performed by the teacher and will lead 

to the establishment of differentiated staff fulfilling these 

roles. Instructional teams will include technologists, 

graphic arts personnel, programmers and classroom teachers. 

The teacher who works directly with the pupils will be the 

diagnostician for the learning situation and will know what 

resources are available to meet the needs. 

Increased need for flexible organization 

~ 

In discussing differentiated staff and team teaching, 

changes in the organizational patterns of schools are 

implied. Flexible organization for instruction is of major 

concern in the effective use of technology. Simply having 

various types of technology will not result in its being 
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used for individualised study if this must be done after 

school hours, for example. The Trump Plan has attempted to 

re-arrange classrooms to provide for large group instruction, 

small seminar instruction, and individualised instruction. 

This organization, formerly known as the Staff Utilization 

Plan, is based on the idea of team teaching. 

Organizational patterns are directly related to and dependent 

upon technology in education. The teaching profession will 

find itself moving increasingly in two directions - towards 

differentiated staff and flexible organization. 

Re-examination of teaching methodologies 

The psychological orientation of technological materials 

within the teaching-learning process will be the concern of 

the teaching profession when extensive use of technology is 

made. Each technology of learning or instruction needs to be 

examined from the point of view of its usefulness in the 

learning situation. Of i mportance in this regard is the 

dominant discourse in t he classroom. 

The discourse of the classroom, i.e. t he way teachers and 

students speak to each other is a manifestation of classroom 

po~itics. The discourse is evident in the following 

practices: the amount o f open discussion in class, the amount 

of one-way teacher talk, the presence or absence of mutual 

dialogue between teacher and students, the creation of 

opportunities for students to feel free to disagree with the 

teacher or textbook, the participation or non-participation 

of students in class, and the co-operation of students 

amongst themselves. The dominance of teacher talk or "frontal 

pedagogy" in classrooms results in domestication of students 
(Shor 1987) . 
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An alternative to domesticating pedagogy is "empowering 

education". Shor defines empowering pedagogy as a 

"critical-democratic pedagogy for self and social change" 

(p.1S). An empowering curriculum develops students' critical 

awareness, and equips them with the knowledge, skills and 

attitudes that enable them to transform themselves and 

society. 

Central to the practice of empowering pedagogy and critical 

dialogue is the use of resources (Freire 1980). Technology 

can be used to provide the stimulus material needed for 

problem producing and problem solving. Simulations and 

computers are a case in point in that regard. 

Teacher rights, responsibilities and decision making 

In the area of teachers' rights, for example, since it is 

possible for a teacher's demonstration to be recorded and 

reused without the teacher's being present, a host of 

questions will be raised by the profession: What will be the 

residual rights of teachers? Are there residual rights or 

only rights reserved in a contract? Who will own the 

television programmes, the packaged systems, the programmed 

text materials? Should the teacher have rights in regard to 

revision of the content? If so, what rights and to what 

degree? Should teachers have the right to withdraw a 

programme if information becomes obsolete? Should the 

teacher have any control over the modification of the 

programme by others? What control, if this is so? Could some 

of these matters be handled through school or college policy 

in regard to salary adjustments, released time, etc.? What 

relationship should exist between local, state, regional and 

national agencies involved in production and dissemination of 
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materials? What about local control of curriculum? There will 

be more questions; these only suggest the range likely to 

arise (Edinger 1971: 372). 

The foregoing discussion implied that the effective 

employment of technology in education will demand new skills 

and more vigorous education of the teacher. Teachers need to 

know how to use the new technology and how to produce 

programmes and materials. They need to understand 

technology and use it creatively. Along with this must come 

basic changes in attitude and approaches for large numbers in 

the teaching profession. 

FUNCTIONAL USES OF TECHNOLOGY IN TEACHER EDUCATION 

While there is considerable agreement that technology plays a 

~ighificant role in education, there are differences of 

opinion with respect to the dimensions of the contributions 

of th i s field. Disagreements range from the goals technology 

can help achieve, to the extent to which educational 

techno logy can make a quantitative difference in the 

achievement of these learning goals. An analytical view of 

the p otential of technology in education assumes that it can 

make different levels ·of contributions to the achievement of 

different goals of education. Further, there are some kinds 

of learning to which technology can be applied with good 

effect s, while there are others to which it has limited 

applicability. An analytical approach is adopted in this 

discussion of the functional uses of technology in teacher 

educa t ion. 

The observation which was shared earl i er in this study (page 

3), t hat the more powerful training technologies such as 
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videotape, microteaching, simulation and interaction analysis 

are used at a relatively low level in pre-service teacher 

education programmes, is worth re-mentioning for the sake of 

emphasis. The question to ask at this point is: Do these 

technologies have a place in pre-service teacher education? 

Radio and television 

Television and radio have become common technologies for 

distance education. Both offer their strengths and 

weaknesses. Radio, for example, is the most accessible 

medium of all and is relatively cheap. Unlike television, 

radio can operate off batteries, so mains electricity is not 

necessary. The South African Broadcasting Corporation (SABC) 

is one of the most powerful communications media in Southern 

Africa. It has an infrastructure for both television and 

radio broadcasts throughout South Africa and the neighbouring 

countries. If it could be used to its full capacity to supply 

meaningful education opportunities to pre-service and 

in-service teachers, the qualifications, abilities and skills 

of teachers could be improved, without actually removing 

teachers from their schools and colleges. 

The production and broadcasting of formal school radio 

lessons has been in existence in South Africa since 1964. 

Informal and non-formal lessons have been broadcast on both 

radio and television since 1984. These activities are a 

result of a partnership established between the Department of 

Education and Training and the South African Broadcasting 

Corporation. In October 1990, weekday television broadcasts 

of formal educational programmes for matric pupils started 

(Viljoen 1991) . 

There is a lot to be said in favour of projects that use 
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broadcast media for purposes of preparing pre-service and 

in-service teachers. Radio and television broadcasts have 

been used successfully elsewhere for distance education. For 

example, in Samoa, the project that taught children English, 

also attended to teacher education after school hours. In 

Colombia, as well, a teacher training programme is broadcast 

after school hours and on Saturday. Interactive Radio 

Instruction (IRI) has been used with success for teacher 

training purposes in Nepal (Sedlak 1988), Papua Guinea, and 

Costa Rica (Christensen 1990). The Interactive Radio 

Instruction Project, currently funded by the U S Agency for 

International Development, and implemented through the Open 

Learning System Education Trust (OLSET), is still in its 

exploratory stage in South Africa. However, it is a clear 

indication that International donors are ready to fund 

projects "that will contribute to improving the education 

system particularly for the benefit of black communities that 

have been disempowered by the apartheid system" (Moja 1992: 

172). Teacher education could be included in projects such as 

these, in order to upgrade teacher qualifications and to 

provide training to pre-service and unqualified teachers. 

Educational Television facilities have been installed in some 

South African schools with the infrastructure that has been 

provided by Educational Television (EDUTEL). Edutel also 

provides limited television broadcasts of topics relevant to 

teacher education through a programme called "University of 

the air". Such topics could be adapted specifically for 

teacher education purposes to help address the problem of 

improving teachers' qualifications through distance 

education. The case of Singapore is an example of a project 

that used educational television for training both 

pre-service and in-service teachers. These projects are of 

much relevance to black education in South Africa where the 

bulk of the schools are in rural areas. 
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For such projects to have any impact, however, pre-service 

teachers need to be prepared in the effective use of 

technology in education whilst still in college. The content 

of the educational media syllabus itself, could be broadcast 

through radio or television by educational technology 

experts. This would benefit pre-service teachers, their 

lecturers who in most cases have not been prepared for the 

use of technology in education, and teachers already in 

service. 

Videotape, audiotape and film 

Field experiences have come to be accepted as the mainstay of 

pre-service professional teacher education. There is a 

generally shared agreement that good teacher education must 

have field components. However, there is no definition of 

field experiences that is shared by most within the 

profession. Terminology is inconsistent and overlaps. 

One school of thought sees direct contact with pupils in real 

school settings as the central characteristic of field 

experiences (Bennie 1972; Broudy 1972). Pre-service teachers 

in teacher education institutions that follow this position, 

are given opportunities to learn the skills, processes and 

attitudes necessary to successful teaching within a setting 

which provides direct contact with pupils. The emphasis is on 

practice with real learners in real settings. 

The other position, however, maintains that field experiences 

must provide pre-service teachers with practice in two 

specific clusters of skills, diagnosing learning needs and 

prescribing remediation (Andrews 1964). This may be done 
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either in real or contrived settings. 

Microteaching is seen by many as a field experience. The 

experience proposes to train teachers to mastery levels in 

the use of specific teaching skills. Emphasis is on 

interactive skills such as those used during questioning. 

Microteaching uses repeated practice in settings involving a 

small number of pupils, generally five to ten. The teaching 

episodes last only a short time, usually five to eight 

minutes and are recorded to allow immediate post-teaching 

feedback by a trained supervisor. A cycle of 

teach/feedback/re-plan/ re-teach is maintained until the 

student demonstrates mastery of the skill. 

Observation of teachers in action in their natural setting is 

another example of field experience. Arguments in favour 

of observation focus on the opportunity for student teachers 

to learn what it is like or what it feels like to be a 

participant in the classroom (Evans 1986). Videotaped and 

filmed classroom situations, as well as audio recordings, 

could be used to establish more precise, widely accepted and 

usable standards of teaching performance. This could help 

college supervisors, guardian teachers and pre-service 

teachers who often experience problems in establishing a 

clear and well accepted consensus of teaching goals and 

procedures. Technology would offer them opportunities to 

watch lessons and make judgments with regard to teacher 

performance simultaneously. The ability to capture in sight 

and sound the moving and audible images of behaviour for 

subsequent and repeated analysis provides unprecedented 

resources for action research by teachers themselves. 
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Elements of the teaching activity can be investigated with 

the help of records that are not subject to the fallibility 

of human recall and anecdotal description, to some extent. 

The same recorded example of bahaviour could be replayed as 

often as desired, to as many observers as desired. The 

original record would always be available for study. 

Microteaching sessions could be recorded to enable a more 

efficient analysis of classroom behaviour during feedback 

sessions. Interaction analysis instruments could also serve 

that purpose. 

Self-instruction opportunities could be provided by the 

training technologies. Videotapes of skills in action could 

serve as models for pre-service teachers to instruct 

themselves. 

The College for Continuous Training, which is under the 

control of DET, has a well-equipped video studio which is 

already used for microteaching purposes. Teachers are help t o 

improve their teaching strategies by recording their lessons 

on videotape (Peiser 1987). The availability of such 

equipment in an institution responsible for Continuing 

Education will go a long way in improving the abilities and 

skills of teachers in service. Colleges of Education which 

are in close proximity to the College for Continuous Training 

could also conduct their micro teaching sessions in the 

College's well-equipped video studio. 
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Telecommunications and computers 

One major challenge for rural schools is to minimize the 

travel time and costs that are usually associated with 

involving outsiders in the upgrading of teacher 

qualifications. For example, whether teachers themselves will 

travel to the schools, the challenge of bridging the distance 

is equally applicable. The setting up of distance education 

links between the schools and the training centres, be they 

colleges of education or universities, appears appropriate. 

Audiographics is suggested as a less expensive investment 

than cable or broadcast television. Audiographics is a 

computer-based technology that allows instructors and 

students to transmit graphic and text information across 

local telephone lines. It is interactive and enables users at 

the different sites to write images on their computer screens 

with either text or graphics and these appear simultaneously 

on the other site's computer screens. Several schools can be 

networked with one another in a conference-call and each site 

can have full interactive capabilities (Knapczyk 1990). The 

technology that is essential for audiographics to get off the 

ground is available in South Africa. Expensive modern 

computer laboratories have been installed by the government 

in many white schools, and by donors such as IBM in black 

schools. Even rural schools have telephones, and could invest 

in facsimiles. The technology is already available; what is 

needed is co-ordination and sharing for the benefit of the 

entire country. 

The College for Continuing Training has three different types 

of computer systems. The TOAM Computer System consists of 

thirty-two stations. The system is specifically for the use 

of mathematics teachers in the senior primary phase. The 

Commodore 64 Computer System, with thirty-two stations, is 
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used for the computer awareness and computer literacy course. 

As it is anticipated that Computer Science will be an 

optional subject in the senior secondary phase, in black 

schools as well, teachers are using the system to prepare 

themselves for teaching this subject. 

The Interactive Video Instructional System is one of the most 

recent acquisitions of the College. This individually-paced 

learning system enhances the training potential of this 

medium. The programmed material was developed on a 

competency-based approach to learning. The new standard 

eight, nine and ten mathematics syllabi are available in 

programmed form. The system is being extended to include more 

subjects (Peiser 1987). 

Mountain (1993) describes the teacher education project which 

involved personnel from the Universit y of Houston, the US 

Videotel Telecommunications Network, t he Houston Independent 

School District, parents, and elementary pupils. The goal of 

the project was to enable pre-service teachers to have as 

much interaction with children as the y could before they 

started student teaching. The project started in 1991. 

Classes of pre-service teachers were linked with fourth grade 

children, home to home, on the US Videotel Telecommunications 

Network. The Network provided the necessary equipment for the 

children to hook up at home, trained participating families, 

and kept electronic records of time on-line for both the 

children and the teacher education students. A sample of 

forty children and forty-five pre-service teachers was 

involved in the project (Hlozek 1991). Ninety per cent of 

pre-service teachers rated the electronic bulletin board as a 

valuable learning experience. Both in interviews and in 
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written reports, pre-service teachers reported that 

telecommunications gave them the opportunity to get to know 

children they had not visited in person. They liked it 

because it saved time, and it gave them opportunities to get 

acquainted with both inner-city and suburban fourth graders. 

That was appreciated because for school visits, pre-service 

teachers are placed either in a suburban or inner-city 

school. They never get acquainted with both types of schools 

during teaching practice. Yet, they may be hired to teach in 

a school they had never experienced during teacher education, 

and may not understand socio-economic differences the 

children bring to the classroom. 

Eastern Michigan University also used telecommunications to 

join the classrooms of elementary students and graduate 

pr~-service teachers so that they could write back and forth 

to each other on-line. In Memphis, Tennessee, Apple 

Classroom of Tomorrow (ACOT) Project connected at-risk fifth 

and sixth graders with university students for distance 

tutoring, home to home (Ross 1991). 

The gains of telecommunications in teacher education may be 

summarised as follows: 

(a) Time on-line, rather than time in traffic, travelling 

from school to school, is convenient; 

(b) It provides opportunities for the observation of 

students' composition skills as they communicate; and 

(c ) Perspectives are gained from acquaintance with a wider 

variety of grade levels and socio-economic groups 

(Mountain 1993: 43). 
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A remedial programme designed to teach thinking skills to 

at-risk students is reported to use computers extensively. 

The computer provides experiences where students learn to be 

problem solvers, and that translates into increased 

competency in reading and mathematics. Higher Order Thinking 

Skills (HOTS) focuses on student teachers learning new 

instructional techniques, such as lengthening waiting time, 

open-ended questioning, and strategy development rather than 

how to use a computer. The computer is an integral part of 

the programme because it conveniently produces intriguing 

problems for students to solve, while providing them with 

on-going feedback regarding their strategy development. In 

this sense, the computer functions as "a problem-producing 

tool" in teacher education (Campoy 1992). It is important to 

note, however, that it is not the medium of computer that 

produces learning gains in this situation. Instead, teachers 

who are trained to use Socratic discussion techniques produce 

learning gains (Pogrow 1990) . 

South Africa may not have all the money or personpower 

resources of a country such as the USA (Viljoen 1991), but as 

noted by Lippert (1 991), South Africa "can compete 

favourably when it comes to the state-of-the-art in 

educational technology". The question is not whether South 

Africa can afford the necessary steps, but rather "whether we 

can afford not to take them". The United States initiatives 

described above are examples to South Africa of how it is 

possible to provide every teacher with opportunities for 

re-education, in v i ew of the educational problems facing the 

country at present. 

Professor Mehl's (1991) warning is significant at this point: 

until it becomes a national priority for us to understand the 
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learning needs of the disadvantaged, and how to address them, 

the use of technologies will remain "shots in the dark". 

Viljoen (1991) concludes his paper with a thought-provoking 

quotation which is relevant for purposes of this study: 

Upon the education of the people of this country, the fate of this 

country depends (Benjamin Disraeli). 

It seems equally fitting to say, upon the teachers of South 

Africa, the fate of South Africa depends. 

PRE-SERVICE TEACHER EDUCATION TECHNOLOGY COURSES: TRENDS 

One important charge of teacher education programmes is to 

prepare pre-service teachers such that they can also prepare 

pupils to be full participants in a rapidly changing society. 

As observed by Harrington, 

This requires that programs for prospective teachers provide their 

students with the understanding that will enable them to prepare all 

of their students for a life in which individuals keep pace with 

technology (1991: 4 9 ). 

Emphasis is put on t eachers and teacher educators because it 

is believed that most of the critical decisions about 

instruction are made, or ought to be made, by teachers. How 

the teacher views technology and his or her preparation to 

use technology are critical to the better use of technology 

to instruct, manage and evaluate (Glenn and Carrier 1989). 

Since colleges of education remain the key suppliers of new 

teachers, we need to ask questions such as these: are their 

graduates adequatel y prepared for the use of technology? If 
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not, why are they not adequately prepared? What is being 

done, and what ought to be done in teacher education 

technology courses? 

There is consensus among American researchers that despite 

the desire of most teachers to use technology in education, 

most have not received sufficient education and training to 

enable them to use technology effectively (OTA 1988; Fulton 

1989; Glenn and Carrier 1989; Bitter and Yohe 1989; 

Johnson 1992; Ritz and Myers 1992; Harrington 1993) . 

A survey conducted to find out how well undergraduate 

programmes prepare teachers for technology uses in the 

classroom reports that preparation is not good enough (Glenn 

1989). Bruder's (1991) survey into the preparation of 

American pre-service teachers across the curriculum shows 

that technology is confined only to the technology class, 

instead of students experiencing technology in all subjects: 

technology does not permeate a student's typical pre- service 

education e xperience, and that is a major impediment to technology 

use once they become teachers (p.21). 

Neuman, an officer in the Audiovisual Aids Centre in Berlin, 

reports that in the first phase, teacher education is still 

characterised by too little practical involvement in matters 

of educational technology. Students receive hardly any 

concrete contact with the planning and forming of 

media-supported education, rarely learn how to handle 

equipment, and as a rule, acquire insufficient media-teaching 

knowledge and experience (1978: 10). 
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The trends in respect of technology preparation in teacher 

education programmes are as follows: some courses are 

optional, others are compulsory; technology is limited to the 

technology class and is not an integral part of the general 

teacher education curriculum in the majority of cases; 

pre-service teachers have limited hands-on experiences with 

technology. The preparation in general is found to be 

inadequate for a technological era. 

SUMMARY 

The present chapter, as stated earlier, focussed on 

technology in education. The role that technology could 

possibly play in educational transformation was explored. It 

was conceded, however, that technology could never be the 

panacea for all the educational problems facing the country. 

Nevertheless, it was stressed that no solution can ignore 

technology. 

A distinction was made between "technology of education" and 

"technology in education". Whereas technology of education 

focusses on solving educational problems systematically, 

technology in education concentrates on the gadgetry of 

education and training. Because the focus of the present 

investigation was the preparation of pre-service teachers in 

the use of technology, "technology in education" was 

considered appropriate. 

The view of curriculum adopted for purposes of the present 

study was Buckland's ( 1982). The perspective was considered 

comprehensive in that it focusses on teaching methods, 

materials, school size and organisation, timetables, school 

terms, school architecture and the human factor in the 
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Colleges. 

The changes in the teaching profession that may be predicted 

as a result of the increased use of technology were 

discussed. It was argued that the roles performed by teachers 

will be defined more specifically and this will lead to the 

establishment of differentiated staff. Instructional teams 

could for example, include technologists, graphic artists, 

programmers, and classroom teachers. Differentiated staff and 

team teaching imply changes in the organizational patterns of 

schools. It was stressed that organizational patterns are 

directly related to and dependent upon technology in 

education. 

The use of technology, it was argued, will influence the 

discourse of the classroom. One-way transmission of subject 

matter which results in the domestication of students may be 

replaced by "empowering education" which gives students more 

responsibilities for their learning. Central to the practice 

of empowering pedagogy is the use of technology. Teachers 

therefore, need to know how to use technology and how to 

produce programmes and materials. In addition, teachers need 

to know their responsibilities and rights with respect to the 

use of technology. 

A case was made for the use of radio and television for 

purposes of distance education. It was argued that these 

broadcast media may be used to reach out to teachers and 

colleges of education who are in the rural areas and who need 

re-education. It was argued that the infrastructure that is 

already available in South Africa may be utilised for the 

benefit of the entire nation. The SABC, as one of the most 

powerful communicat i ons media in Southern Africa, wa s 

earmarked for taking the lead in this regard. 
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The well-equipped studios of the College for Continuous 

Training which is under the control of DET, and other similar 

facilities throughout the country may be shared by the nation 

irrespective of race, to upgrade the abilities, skills and 

qualifications of black teachers in particular. It was 

suggested that such facilities may be made available to 

pre-service teachers from Colleges of Education which are in 

close proximity to the College for Continuous Education. 

Trends in respect of technology preparation in pre-service 

teacher education programmes were discussed. They were found 

to be as follows: some teacher education institutions offer 

optional courses, whilst in others courses are compulsory; 

in the majority of institutions, instead of technology being 

an integral part of the entire curriculum, technology is 

restricted to the technology class and treated as a separate 

subject; pre-service teachers have limited hands-on 

experiences with technology, if any; the preparation in 

general was found to be inadequate for a technological era. 

The next two chapters focus on the overall plan of the 

inquiry: conceptual, theoretical, and implementational. 



CHAPTER 3 

RESEARCH METHODOLOGY 

The stress on procedures of science leads many to consider only 
those questions and problems that conform to its procedures 
rather than to having methods and procedures respond to and 
develop from theoretical interests. 

L Vygotsky (1978). 

The attraction of conflict theory, then, is that it allows us 
to generate explanations of social behaviour at both the 
micro- and the macro- analytical levels. 

R. Meighan (1986). 

In the previous chapter, trends in respect of technology 

preparation in pre-service teacher education the world over 

were found to be as follows: some courses are optional 

whereas others are compulsory; in the majority of 

institutions, technology is restricted to the technology 

class and treated as separate from other courses; pre-service 

teachers have limited hands-on experiences with technology. 

The overall conclusion drawn was that the preparation of 

pre-service teachers for the use of technology in education 

was inadequate for a technological era. The interest of the 

present investigation was the state of affairs in Colleges of 

Education in Ciskei. 

The current chapter describes the naturalistic-qualitative 

study the aim of which was to investigate how pre-service 

teachers were prepared in the use of technology in education. 

The object of research was the educational media course which 

was a compulsory component of the teacher education 

curriculum in Colleges of Education in Ciskei. Bernstein's 

48 
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(1971) argument that formal educational knowledge is achieved 

through three "message systems", namely curriculum, pedagogy, 

and evaluation was embraced in the planning of the study. The 

content of the educational media syllabus, the transmission 

that content, and the methods used to assess whether that 

content had been internalized (Salter and Tapper 1981) formed 

the basis of the evaluation. The educational media syllabus, 

curriculum materials used, teaching methods and examination 

procedures were the main focus because they were believed to 

be dimensions of the "learning experiences" (Ashley 1982) 

pre-service teachers were exposed to in Colleges of 

Education. 

In view of the setting of the study, Harley's (1989: 70) 

assertion that in South Africa, "any view of the curriculum 

that excluded the matter of to whom a curriculum is made 

available would be missing a vital dimension" was recognised. 

Ciskei was a national unit created for the "Xhosas" by the 

South African government in pursuit of its policy of 

Apartheid. In keeping with the policy of Apartheid, separate 

Colleges of Education for African pre-service teachers were 

established. In view of this history, it was believed that 

the study, of necessity, should include an evaluation of 

"what is taught; by whom it is taught; the spirit in which it 

is taught, (and) who prescribes what is to be taught ... " 

(Maurice 1982: 101). 

The next two chapters (three and four) present the 

methodology of the research. By methodology is meant the 

overall plan of the research, conceptual, theoretical, and 

implementational. The range of questions that are gen~rated 

in an investigation, the method of posing problems, and the 



50 

determination of what counts as relevant data, are influenced 

by " ... a researcher's personal experiences, general 

sociocultural frameworks, and philosophical traditions" 

(Goetz and Le Compte 1984: 33). Since techniques emerge 

from a theoretical position, they reflect values, beliefs, 

and dispositions towards the social world. Researchers, 

therefore, bring to the field of research a plurality of 

visions about society. These visions exist in their social, 

political, and philosophical thought. However, the influence 

of theoretical frameworks, conceptual systems, and 

philosophical orientations on the inquiry process, may be 

conscious and explicit or unconscious and implicit. 

For purposes of the present investigation, an "eclectic" 

approach (Schumacher and Mc Millan 1993) toward the 

specification of theoretical, conceptual and philosophical 

orientations was adopted. Initially, the project focussed on 

fairl y statistical "hard data". As explained in the first 

chapter, when the initial data were analysed, it was felt 

that the statistical data left crucial questions unanswered . 

To explain the data, there was an urgent need to "analyse the 

socia l reality hidden behind those appearances" (Wright 1978: 

12). The sociological insights that emerged from the process 

of data collection and analysis convinced the researcher to 

change the emphasis to a "soft data" qualitative framework. 

Exciting though the idea was, one limitation was the 

researchers' lack of sociological background. Sociology of 

Education had been omitted from the researcher's teacher 

education curriculum. 

Being a graduate of a segregated state university meant for 

Africans, the researcher's educational perspective had been 
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formed through Fundamental Pedagogics. The destructive role 

of Fundamental Pedagogics stemmed from its aim of advocating 

"a very authoritarian, structured view of education in 

relation to South African society, in which there is 

acceptance - rather than a questioning - of the values 

undergirding apartheid" (de Vries 1989: 453). The negative 

effects of Fundamental Pedagogics on the researcher's 

analytic skills were so great that they interfered with the 

researcher's attempts to analyse the underlying social 

reality that produced the data. Nevertheless, the 

sociological approach promised to be appropriate for the 

present investigation. 

For the generation of the foreshadowed problem, and_ the 

provision of conceptual frameworks for phrasing interview 

questions, the researcher entered the field with a 

sociological perspective. The influence of sociology of 

knowledge, social stratification with its dimensions of race, 

class and ideology is acknowledged. Bureaucratic organization 

theory with its stress on teachers' lack of professional 

autonomy, also had an influence on the design of the study. 

Several theoretical perspectives have the advantage of 

helping the researcher recognize more easily the processes 

and actions at hand, to expand the conceptual aspects of the 

setting. 

As explained in the first chapter, the researcher's 

conviction was that there was no such thing as a neutral 

educational process. The researcher's belief was reinforced 

by Jansen's (1988) insights on the impossibility of 

neutrality in educational research. In a critique of 

curriculum research on the Fort Hare Project and the Science 
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Education Project, Jansen (1988) correctly rejected 

ideologically neutral positions adopted by the researchers 

concerned on the grounds that by claiming neutrality, they 

gave the impression that the socio-political status quo as it 

affected education was natural and unproblematic. 

The researcher, as a member of the stratified society of 

South Africa, and a graduate of a segregated teacher 

education institution, had, and still has a responsibility to 

challenge, and to make problematic, the educational issues 

that are taken for granted. This responsibility arose from 

the researcher's commitment to the transformation of 

education in general, and teacher education in particular. 

THE INFLUENCE OF SOCIOLOGY OF EDUCATION 

The discipline of sociology seems to have two main 

traditions. Neither of the two main traditions of sociology 

is self-sufficient for the investigation of educational 

problems. At the micro level, sociologists are concerned with 

the texture of classroom life, whereas at the macro level, 

social stratification, with its dimensions of race, class and 

ideology is the main concern. Micro level accounts usually 

gloss over the possible influence of structural factors on 

educational problems. By the same token, what is missing fr om 

macro level accounts, is the texture of classroom life. What 

seems to be needed is a synthesis of ideas from both 

sociological traditions, namely the micro and macro levels. A 

closer examination of both situational and structural factors 

may give researchers an insight into how teacher and pupil 

strategies may be induced by situational problems which are 



53 

structurally produced. 

The researcher was mindful of the limitations of applying 

grand theory to ethnographic research. However, she was 

equally mindful of the influence of grand theory on 

theoretical or conceptual frameworks informing methodology. 

The purpose of the present section is to outline the 

theories that influenced the design of the current 

investigation of Colleges of Education in Ciskei, directly or 

indirectly. 

Reproduction theory 

Reproduction theory has contributed significantly to a 

broader understanding of the political nature of schooling 

and teacher education, as well as their relation to the 

dominant society. The focus of reproduction theory on 

conflict appeared appropriate for an investigation carried 

out in South Africa, given the stratification of society, and 

the provision of education according to race. 

Althusser (1971) has influenced many sociologists of 

education cast in the Marxist mould. He firmly believed that 

the schooling process was ideologically determined. As 

apparatuses of the Ideological State, schools inculcate the 

ideology of the ruling class. In addition to learning "know 

how" for example, children at school also learn to respect 

the "rules" established by class domination. 

Schools, according to Althusser, can only perform their 

critical function of reproducing social relations when 

capitalist control over their form and over their content has 

been effected. This is achieved through the medium of the 
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state. The state's control over finance, administration, and 

teacher education and certification, for example, creates the 

necessary preconditions for the institutional and ideological 

incorporation of dominated classes. 

Sharp (1981) differentiates between practical and theoretical 

ideology. According to her, practical ideology serves to 

inculcate submissive attitudes to authority and acceptance of 

social stratification according to race and class. "The 

manner in which schools, classrooms and pupils are organised 

and hierarchically stratified", writes Sharp, 

helps to constitute agents as appropriate subjects with the right 

skills, attitudes, and values, for capitalist work processes and to 

act as decent, law-abiding citizens (1981: 140). 

The differentiation and fragmentation of knowledge 

characteristic of educational curricula help to facilitate 

its appropriation for class ends while simultaneously 

immersing pupils in the phenomenal forms of bourgeois 

society. 

Althusser's model is criticized for being strongly 

deterministic (Hargreaves 1980). Teachers are cast in the 

passive role of helpless agents for state repression (Erben 

and Gleeson 1977), and it is implied that pupils also 

respond to the experiences of schooling in a uniformly 

submissive way. It is conceded, however, that at points, 

(Hargreaves 1980) Althusser makes concessions to the notion 

of "relative autonomy", an issue which will be discussed 

presently. 

Bowles and Gintis (1976) share with Al thusser a fundamental 
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interest in schools as consciousness-forming institutions. A 

marked difference between them in this regard, however, is 

that Bowles and Gintis see consciousness as being shaped 

directly for the requirements of an expanding and changing 

capitalist economy. Schools in their view, produce technical 

and cognitive skills for adequate job performance. Their 

correspondence theory stresses the role played by schools in 

supplying labour to the dominant enterprises and reinforcing 

the racial, ethnic, sexual, and class segmentation of the 

labour force. It is this very correspondence theory that has 

been a source of criticism levelled against the widely 

disseminated work of Bowles and Gintis. 

Although reproduction theories provide a better understanding 

of the politics of schooling, their major shortcoming is that 

they ignore the teachers' and students' actions and 

intentions. They create the impression that teachers and 

students are so helpless that they are unable to oppose 

social and cultural reproduction. Reproduction or 

correspondence theories ignore the resistance and struggles 

of working-class culture and politics (Apple 1982a; Salter 

and Tapper 1981). Also, the impression is given that it is 

virtually impossible for educators to organise "alternative 

curricula, teaching materials, and pedagogical practices 

which aim at opposing the reproduction of social inequality 

through school" (Fernandes 1988: 170). The part played in 

ideological domination by the selection of knowledge and the 

content, methods and evaluation of the curriculum are also 

ignored. Giroux (1981) however, attributes to Bowles and 

Gintis the insight that schools cannot be studied as 

institutions removed from the socio-economic context in which 

they are situated. 
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Although the researcher shares the criticisms levelled 

against super-determinist and functionalist perspective of 

the reproduction of social inequality through the schools, 

reproduction theories could not be ignored for purposes of 

the present investigation. The researcher firmly believes 

that there is something to be learnt from the insights of 

reproductive theories for South African researchers. The 

basic assumptions underlying Marxist analyses of schooling 

are evident in the explanation given by Wright: 

One of the central epistemological premises of Marxist theory is the 

distinction between the "level of appearances" and the underlying 

social reality which produces those appearances ... The central claim 

is that the vast array of empirical phenomena immediately observable 

in social life can only be explained if we analyse the social reality 

hidden behind those appearances (1978: 12). 

In essence, Marxist theory holds that the danger in remaining 

at the level of "appearances" when investigating schoo ling is 

that we may give superficial descriptions that will not 

unmask the real relations between schooling and society. 

Failure to explain social relations assumes that schooling 

exists in some sort of "social vacuum" (Kallos 1981). When 

applied to teacher education, Marxist theory implies that our 

attempts to provide pre-service teacher education programmes 

need to be analysed in the light of economic, social and 

political institutions within which they are embedded (Beyer 

and Zeichner 1987; Giroux 1981; Bowles and Gintis 1976; 

Popkewitz 1987; Apple 1987). The latter insight has had a 

significant influence in the account of the contextual 

framing of the study. 
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Resistance theory 

The deterministic and unproblematic relationship between 

economic base and its political and ideological 

superstructure characteristic of "scientific" Marxism has 

since been transformed. The central idea of such 

transformative endeavours is that schooling is relatively 

autonomous from the sphere of production. Any connection 

between schooling and production is "indirect, mediated and 

complex" (Hargreaves 1980: 180). 

The concept of relative autonomy is a structural concept 

referring to "the relationships between state structures on 

the one hand and tile capitalist economy on the other" 

Gordon 1989: 436). Whitty (1985) concurs with Hargreaves on 

the issue of the relative autonomy of schools. He writes, 

Any particular site within the social formation could be intersected 

by economic, political and ideological practices, all of which are 

relatively autonomous from each other (p.31). 

Giroux (1981) recognises the relative autonomy of schools. He 

points out that the ruling class does not produce or 

disseminate ideologies directly, instead, they make use of 

intellectuals and other cultural workers who run cultural 

apparatuses such as schools. The struggles of the oppressed 

classes are recognised in Giroux's analysis of schools. He 

stresses that the relationship that schools have to the wider 

society is not only marked by domination and docility. It is 

also marked by contestation r struggle and resistance. "Put 

another way", writes Giroux (1981: 15) "schools are social 
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sites ... characterized by an ongoing struggle." The struggle 

referred to is that between the views of the dominant groups, 

and of others who oppose and challenge them. 

Global resistance refers to resistance against two levels o f 

social and cultural reproduction: "reproduction of the 

sexual and social division of labour and the inculcation of 

the dominant ideology" (Fernandes 1988: 174). Partial 

resistance, on the contrary, refers to resistance at one 

level: either at the level of the sexual and social divisi on 

of labour, or at the level of ideological inculcation. 

Resistance may be either individual or collective. However, 

collective resistance is believed to have a greater 

emancipatory and transformative power. Sources of resistance 

may be internal as in the case of educators who produce and 

edit counter-hegemonic school materials, as well as teacher 

unions and student associations which develop 

counter-hegemonic activities. The students' families and 

communities, workers' unions, the movements against racial 

and ethnic discrimination, and the publishing companies tha t 

publish distinct non-school counter-hegemonic mat e rials, 

are all sources of external resistance. 

From the critiques of relative autonomy there appears to be 

something for both pessimists and optimists. From the 

pessimists' view, relative autonomy fails to establish how 

schooling and production have come to be relatively, as 

opposed to complete l y autonomous. From resistance theories 

(as relative autonomy theories are sometimes called) it is 

difficult to make out who the significant agents who 

maintain the system of functional autonomy are, and why the y 

are constrained or h abituated to act in ways which tacitl y 



59 

and unintendedly lead to a perpetuation of the reproductive 

process. It is not explained why the reproductive work still 

gets done, despite a relative autonomy between the structures 

and contexts of education and production (Hargreaves 1980). 

The autonomy of education from production, according to 

Bourdieu and Passeron (1977) is "apparent". This "apparent" 

autonomy serves to mask the reproduction of power relations 

with the result that power relations appear as legitimate 

authority. By the same token, the imposition of "a cultural 

arbitrary "i.e. the culture of the dominant class, upon 

pupils becomes conventionally regarded as universally valid 

culture. Relative autonomy of education from production gives 

the impression that pedagogic action, work and a~thority are 

neutral and unrelated to the interests of any particular 

class. 

Fernandes (1988) asserts that the development of the theory 

of resistance is still incipient. He argues that the reason 

why the concepts used to apply theories of resistance have 

not been applied to distinct educational contexts is their 

lack of "analytical rigour". The terms used are generally 

defined in a descriptive way. Further, for resistance 

theories to be effective, they need t o be complemented by the 

valuable contributions of social and cultural reproduction. 

Theoretical complementarity is essent i al because greater 

understanding of the schools' mechanisms which reproduce 

social inequality in its different forms, and greater 

knowledge of the amplitude of social and cultural 

reproduction, results in easier defin~ tion of the spaces of 

possible intervention, as well as the potentialities and the 

limits of resistance to that reproduction. 
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On the positive side, however, relative autonomy does 

highlight the complex nature and derivation of the 

reproductive process. It stresses the multiplicity of causes 

of events without implying that such events are randomly 

caused. Relative autonomy allows, in principle, for the 

possibility of radical social change (Whitty and Young 1976) . 

Since superstructural elements do not always directly reflect 

the economic base, "it is always possible for radical groups 

to flourish, expand and exert their influence in the 

schooling system" (Hargreaves 1980: 189). The central 

importance of conflict, struggle, and resistance is affirmed 

in resistance theory accounts of schooling (Apple 1982; 

Whitty 1981; Giroux 1983). 

It should be stressed, however, that, if teachers and 

students fail to exploit and expand the relative autonomy of 

schools, then the value of relative autonomy of schools 

ceases to exist. 

Black education in South Africa is characterized by conflict, 

struggle and resistance. Segregated education has been, and 

still is rejected and resisted by blacks. The central claim 

made by blacks is that separate education could never be 

equal, whence it has to be resisted. Education is perceived 

to be related to the superstructure, and consequently the 

radical groups firmly believe that there can be no democratic 

transformation of education until blacks are integrated into 

the governing structures of South Africa. It is as a result 

of the current situation in black education that the insights 

of resistance theory were considered appropriate for purposes 

of the present investigation. Together with reproduction 

theories, resistance theories were used to achieve the 
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contextual framing of the investigation. 

Split-level model 

An alternative formulation of the relation between school and 

society is commonly found in interactionist studies of 

education. Woods (1977) is an exponent of this model and his 

argument is that there is a total separation in schools 

between "social control" and "situational control". Social 

control refers to " . .. the training for induction into 

capitalist society ... It is therefore an integral feature of 

the process of schooling as one of class reproduction" 

(Hargreaves 1980: 189). Woods maintains that social 

control is separate from and independent of situational 

control. Unlike social control, situational control arises 

out of the teacher's need to accommodate to a set of 

immediate constraints like the teacher-pupil ratio, lack of 

resources, inadequate facilities, and class boycotts, which 

are a part of the situation in which he/she finds 

himself/herself. Woods asserts that patterns of teacher-pupil 

interaction, curriculum construction and teacher survival are 

determined at two distinct, autonomously constituted levels. 

As opposed to relative autonomy, the split-level model 

stresses complete autonomy of social and situational levels. 

In as far as it recognises the influence of both social and 

situational factors on teaching, the split-level model 

influenced the design of the present inquiry of teacher 

education. However, the researcher rejected Woods' argument 

that much of what goes on in schools has no connection with 

the superstructure. Hammersley (1980) supports the connection 

between situational and social factors: 
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Making a clear distinction between analytic and member conceptions 

of the situation lays the basis for the investigation of how the 

situations facing actors are structurally produced, and thus provides 

a link to the macro level (p.190). 

Hargreaves '(1980) argument about the connection between 

situational factors and structural factors is shared by the 

present researcher. Along with Hargreaves, the researcher 

firmly believes that, 

Factors which are ostensibly situational in nature such as the 

teacher-pupil ratio, the teaching week, ... school buildings, the 

dilemmas of progressive education and so on, have their origin in the 

changing social, economic and political conditions of capitalist 

society. Just because the complex interrelation of the two levels has 

rarely been demonstrated so far, does not mean to say that no such 

connections exist (1980: 192). 

The researcher's conviction is that even if connections 

between the situational and structural factors influencing 

the successful preparation of pre-service teachers in the use 

of technology in education are difficult to demonstrate, the 

possibility of such connections cannot be dismissed, 

especially in a society where education is resisted on the 

grounds that it is provided in racially segregated 

institutions. 

Human Capital Theory 

Human Capital Theory is a systemic approach to education. 

Education is viewed as a "commodity" (Carr and Kemmis 1986) 

and the education organisation as the "delivery system". The 

delivery system is managed such that knowledgeable teachers 

who possess the rare commodity of knowledge, may transmit 

content, skills and attitudes to students who know nothing. 
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Qualifications are "capital" (de Vries 1989: 450) which is 

used to buy status, power, and good opportunities. Those with 

higher qualifications deserve positions of the greatest 

opportunity. They earn more than those with less schooling, 

and their qualifications enhance their morale as employees 

(Dore 197 6b) . 

As part of a strategy of evolutionary change, developing 

countries such as South Africa, seem to apply Human Capital 

Theory. Their assumptions seem to correspond to the idea that . 
undeveloped societies evolve through successive stages until 

they attain the situation of "developed societies". Education 

is perceived as playing a significant role in development. 

This view of the development of societies is apparent in 

Beeby's (1966) thesis on the training of teachers in 

underdeveloped countries: 

there are two strictly professional factors that determine the 

ability of an educational system to move from one stage to a higher 

one. They are: (a) t he level of general education of the teachers in 

the system, and (bl the amount and kind of training they have 

received (p.58). 

On the debit side, Human Capital Theory discounts important 

societal forces. It presupposes a neutral and an ahistorical 

context, yet, ideological, political and personal factors do 

playa part in the selection and advancement of teachers. In 

support of this view, de Vries (1989: 457) argues that in 

black schools in South Africa "the upper hierarchy of posts 

is held by whites, in accordance with the principles of 

Christian National Education", despite the availability of 

Africans with high qualifications. In view of the South 

African government's insistence that African teachers should 
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improve their qualifications as a measure to improve 

education standards, Human Capital Theory could not be 

ignored. The researcher shares de Vries' (1989) view that 

"the call for qualifications can be viewed as a component of 

the South African state's reform initiative, and, as such, 

is yet another cosmetic amelioration of black people's status 

because it does not address their needs" (p . 449). 

Symbolic and critical theory 

The symbolic sciences posit that social life is created and 

sustained through symbolic interactions and patterns of 

conduct (Luckman 1977). People invent symbols to 

communicate meaning amongst themselves. Rules are also made 

through the interactions of people. For example, if one talks 

of the role of the teacher, the meanings and rules governing 

teacher behaviour are developed and sustained as people 

engage in teaching activities. 

Popkewitz (1984: 41 ) argues that each situation makes 

different demands on actors. For example, researchers cannot 

expect to find the same meanings for white urban schools, and 

for black rural schools. They would need to do fieldwork in 

order to get the meanings of participants in those 

situations. Fieldwork is also central to research concerned 

with classroom communication. To understand how participants 

reason about a situation, researchers need to do fieldwork. 

Symbolic sciences affirm the presence of two types of 

causation:the "because of" and the "in order to". The "in 

order to" cause of social affairs involves human motive and 

reason. Bellack (19 78 ) argues for a synthesis of the 
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observer's and the observed's perceptions and 

interpretations. It is argued that both views are different 

but essential to understanding human motive and reason. In 

addition, other causes found in the contextual factors in 

schooling are also taken into consideration, alongside the 

interpretations of the observer and the observed. 

A symbolic theory of science, in conclusion, may be described 

as one which reveals to people what it is that they and 

others are doing when they act and speak as they do. It does 

this by articulating the symbolic structures in accordance 

with which people in a particular social setting act (Fay 

1977) . 

A critical social science, on the other hand, functions to 

understand the relations between values, interest, and 

action. Paraphrasing Marx, Popkewitz asserts that the 

function of critical theory is to "change the world, not to 

describe it" (1984: 45). From Habermas' perspective, the 

purpose of theory is " .. . to enable individuals to know 

themselves and their situation through retrospection, and 

thus bring to consciousness the process of social formation 

which, in turn, provides conditions in which practical 

discourse can be conducted" (Popkewitz 1984: 46). 

History is considered important by the critical perspective. 

The present situation in which people find themselves in 

their situations is not pre-ordained, instead it is 

" .. . constructed historically, socially and politically ... (it 

is) the outcome of the collective actions of men and women" 

(Popkewitz 1979: 27 ) . On research in teacher education, 

Schneider (1979: 211) asserts, 
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To understand the current problems of teacher education, one needs t o 

examine the past and present institutional context in which teacher 

education departments were created and exist. 

In conclusion, the researcher considered the insights of the 

symbolic and critical perspectives appropriate as an 

underpinning for the present inquiry. The reason for that is 

stated clearly by Popkewitz: 

The symbolic sciences focus 'upon how knowledge is negotiated 

in schools. The critical sciences enable educators to understand the 

social and economic roots of the knowledge maximised in schooling 

(1984: 53). 

The split level model was adopted for purposes of the present 

study on the grounds that it recognises the influence of both 

structural and situational factors on the actions of 

educators. Macro theories, as explained earlier, were used in 

the account of the contextual framing of the work, whe reas 

symbolic sciences informed data collection at the mic r o 

level. 

CHOICE OF RESEARCH PARADIGM 

As stated at the beginning of the current chapter, the study 

is naturalistic. To the naturalist, the phrase 

"operationalizing" the design is not acceptable. Instead, 

naturalists speak of "unfolding" the design. The forme r 

connotes an imposed, pre-determined blueprint while the 
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latter suggests an emerging plan relative to unpredictable 

contingencies. The present study was naturalistic to the 

extent that the researcher did not manipulate the 

participating lecturers and pre-service teachers, nor the 

situation. The elements of a naturalistic design are 

described in the next session. 

Focus of inquiry 

A research problem is defined as a state of affairs, 

resulting from the interaction of two or more factors ... that yields a 

perplexing or enigmatic state, a conflict that renders the choice 

from among alternative courses of action moot; or an undesirable 

consequence (Lincoln and Guba 1985: 88). 

In the present research, the problem was a state of affairs 

that "yields a perplexing or enigmatic state": As indicated 

in the first chapter, studies conducted on the use of 

technology in education in South Africa report that few 

teachers use technology when teaching, even though a course 

in educational media lS a compulsory component of the teacher 

education curriculum (Kruger 1980; Mrwetyana 1983; Hofmeyer 

1987). From the above studies conducted in South Africa, it 

is evident that in the case of the majority of schools, 

pupils are exposed more to teacher talk than to curricular 

materials. As stated in the first chapter, the present study 

focussed on factors related to the preparation of pre-service 

teachers in the use of technology in education. Such factors 

were also contextualised and interpreted in the 

socio-historical setting of South Africa generally. It was 

also a consideration of these in the light of the challenge 

to transform education in South Africa. 
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The fit of the paradigm to the inquiry focus and theory 

By "paradigm" researchers refer to "a loose collection of 

logically held-together assumptions, concepts, or 

propositions that orient thinking and research" (Bogdan and 

Biklen 1982: 30). The concept implies a "perspective" or a 

way of looking at the world. 

To determine the fit of the paradigm to the focus and theory, 

an examination of the basic assumptions or axioms that 

undergird the paradigm is essential. This examination should 

be made with reference to the focus of inquiry, and be 

defined within the framework of the theory being held. 

Lincoln and Guba (1985) acknowledge five axiomatic positions 

of the naturalistic paradigm: (a) the nature of reality, (b) 

the relationship between the knower and the known, (c) the 

outcome of inquiry, (d) the dynamic of action, and (e) the 

roles of inquiry. 

The nature of reality 

The scientific paradigm assumes the existence of a single 

reality "out there". Independent of human perceptions, this 

objective reality is divided into elements called variables. 

The naturalist ontology, on the contrary, acknowledges 

multiple realities existing in human minds. These socially 

constructed realities are not governed by any laws of 

nature. Rather than presuming that human environments and 

interactions can be held constant, manipulated, treated, 

scheduled or modified, naturalistic research suggests that 

the most powerful way to understand human beings and the 

social environments they have created is to observe, talk, 
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listen and participate with them in these environments. 

The preparation of pre-service teachers in the use of 

technology in education could not be limited to variables in 

a scientific sense. That would have resulted in false 

simplifications of how teacher educators and pre-service 

teachers' actions, the institutional context, and the larger 

societal conditions combine to create a situation that 

enables or constrains teacher educators from preparing 

pre-service teachers successfully in the use of technology in 

education. 

The relationship of the knower and the known 

The positivist believes in subject-oriented dualism: the 

investigator and the investigated are independent of each 

other, and "the inquirer can, by erecting suitable 

safeguards, maintain an objective separateness" (Guba and 

Lincoln 1981: 9). The researcher is in a position to remain 

detached from the reality studied and at the same time be 

involved with it (Guba 1987). The naturalist, on the 

contrary, asserts that when information is collected from 

human subjects, by any method, the possibility of interaction 

between the subjects and the researcher cannot be avoided. 

The researcher and the researched are interconnected in such 

a manner that the findings of an investigation are the 

literal creation of the inquiry process. The only way in 

which the present researcher could find out the kinds of 

approaches in the preparation of pre-service teachers in the 

use of technology, and the factors influencing them, was to 

interact closely with lecturers and pre-service teachers in 

Ciskeian Colleges of Education. 
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The outcome of inquiry 

Process, rather than product is the main focus of 

qualitative researchers. This type of research focusses on 

how definitions are formed by actors (teachers, students, 

administrators). The negotiation of meaning and the 

application of labels is described and explained. Qualitative 

researchers try to understand the perceptions of actors in 

order to illuminate the dynamics of situations. They achieve 

this aim by continually asking from their subjects, 

what they are experiencing, how they interpret their experiences, and 

how they themselves structure the social world in which they live 

(Bogdan and Biklen 1982: 30). 

As opposed to quantitative research which takes a phenomenon 

apart to examine its constituent elements, qualitative 

research seeks to understand the interaction of all the 

elements. Patton (1985: 1) describes the effort to understand 

situations in their uniqueness as, 

an end in itself, so that it is not attempting to predict what may 

happen in the future necessarily, but to understand the nature of 

that setting - what it means for participants to be in that setting, 

what their lives are like, what is going on for them, what their 

meanings are, what the world looks like in that particular setting 

and in the analysis to be able to communicate that faithfully to 

others who are interested in that setting. 

The positivist in the course of inquiry is striving for 

generalizations, whereas the naturalist views generalizations 

with suspicion. Guba and Lincoln (1981) argue that human 

"behaviour is always mediated by the context in which it 

occurs. "Generalizations that are intended to be context free 
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will have little that is useful to say about human behaviour" 

(p.62). Instead of generalizations, naturalists suggest 

working hypotheses and thick description. Whether the working 

hypotheses and thick description hold for some other time and 

context is an empirical question, depending on the degree of 

similarity of, in Guba's the sending and receiving 

time/context. 

In conclusion, Merriam's (1988) assertion holds true for the 

present investigation: "Research is exploratory, inductive, 

and emphasizes processes rather than ends ... there are no 

predetermined hypotheses, no treatments, and no restrictions 

on the end product" (p.17). 

The preparation of pre-service teachers in Ciskei College of 

Education is a complex human behavior that is context- and 

time dependent. It was impossible to evaluate the approaches 

to such preparation without explicit reference to the 

contexts and time. Further, the aim was not to predict 

anything, instead the process of understanding such 

approaches was an end in itself. 

The dynamics of action 

The naturalistic paradigm is concerned with what happens in a 

natural setting. By being on the premises researched, 

researchers gain a better understanding of the data and the 

phenomenon being investigated. The main reason for reseachers 

to be on the premises is their concern for context. The 

setting has to be understood in the context of the history of 

the institution they are participants in. "To divorce the 

act, word, or gesture from its context is, for the 



72 

qualitative researcher, to lose sight of significance" 

(Bogdan and Biklen 1982: 27). 

The preparation of pre-service teachers in the use of 

technology in education could only unfold itself in their 

natural setting, i.e. Colleges of Education in Ciskei. 

The role of values in inquiry 

Positivists believe that inquiry is value-free, i.e. it is 

independent of reseachers' beliefs, perceptions, biases, 

values, attitudes and emotions. On the contrary, the 

naturalist proclaims ~hat inquiry is value-bound: " it is 

influenced by the axioms or assumptions underlying both 

the substantive theory and the methodological paradigm 

that undergirds inquiry (Lincoln and Guba 1985: 161). 

As stated earlier, the object of the present study was the 

educational media course which was a compulsory component of 

the teacher education curriculum in Colleges of Education in 

Ciskei. From the stage of conceptualization to that of 

finalization, the inquiry was influenced by the reseacher's 

values, by the axi oms or assumptions underlying the 

naturalistic paradigm, and by the values that characterize 

the context in which the inquiry was carried out, i.e. 

Colleges of Education in Ciskei. However, it should be stated 

emphatically that stringent measures were taken to enhance 

the trustworthiness of the findings, a matter dealt with in 

the next chapter. 
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SUMMARY 

Conflict theories were considered appropriate for a study 

which was based in a segregated "homeland", Ciskei, which was 

a Nationalist government ploy of keeping Africans segregated 

from Whites. Resistance theories, on the other hand, 

influenced the study as a result of their stress on the 

presence of human agency and resistance. Colleges of 

Education, in addition to playing the role of reproducing 

social relations, are also sites where the ruling ideology is 

resisted and contested . 

Symbolic sciences focus upon how knowledge is negotiated in 

schools, whereas critical sciences enable educators to 

understand the social and economic roots of the knowledge 

emphasised in schooling. 

The qualitative-naturalistic paradigm was selected because 

the researcher wanted to find out how teacher educators and 

pre-service teachers' actions, the institutional context, and 

the larger societal conditions combine to create a situation 

that enables or constrains teacher educators from preparing 

pre-service teachers successfully in the use of technology in 

education. 

The next chapter describes data collection, analysis, and 

interpretation. 



CHAPTER 4 

THE CASE STUDY DESIGN 

Observing classroom participation is really frustrating. Today 
I observed a respondent for more than two hours and I did not 
notice any salient behaviors to record. Most of the time he was 
just listening to the presentation made by his peers ... I think 
interviewing his classmates and professor would be more 
effective and efficient than observing him. 

A respondent wrote to me that he was uncomfortable with the way 
I administered the survey. He felt that he was forced to 
complete the survey. I wish I had written the transmittal 
letter in Indonesian, where I could personally introduce myself 
to the respondents. 

Extracts from a reflexive journal (Alwasilah 1991) . 

The assumptions underlying the naturalistic paradigm were 

outlined in the previous chapter. In the current chapter, the 

plan and structure of the qualitative-naturalistic 

investigation used to collect data is described. Qualitative 

research is descriptive in nature. Nothing is taken as 

trivial by naturalistic reseachers. For example, questions 

such as the following are important in this paradigm: Why are 

these desks in this form of arrangement? Why is there a 

television in the classroom if it is never used? Naturalistic 

reseachers believe that answers to such questions could 

seldom be given in numbers, but in words. The written results 

of the research contain quotations from the data to 

illustrate and substantiate the presentation. 

The appropriateness of naturalistic inquiry for a study that 

is non-experimental, descriptive and inductive is portrayed 

by Merriam (1988: 70): 

(Naturalistic research) is undertaken when description and 

explanation are sought, when it is not possible or feasible to 

manipulate the potential causes of behavior, and when variables 
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are not easily identified or are too embedded in the phenomenon to 

be extracted for study. 

Merriam's observation holds true particularly in the present 

investigation. Approaches to the preparation of pre-service 

teachers in the use of technology in education were evident 

in the respondents' behaviours that were difficult to explain 

in terms of cause-effect relationship. There were too many 

variables embedded in the behaviours to be captured in terms 

of simple cause and effect formulations. 

THE RESEARCH DESIGN 

Merriam (1988: 6) defines a research design as "a plan for 

assembling, organizing, and integrating information data, and 

it results in a specific end product (research finding)". 

The selection of the research design was determined mainly by 

the questions it raised and the end product desired by the 

researcher. Approaches in the preparation of pre-service 

teachers in the use of technology in education could only be 

answered by how and why questions. Case study and history 

designs have been found to be appropriate for investigating 

such questions (Yin 1984). The research design adopted in the 

present inquiry rests on the notion that pre-service teachers 

and lecturers are social actors engaged in practices within a 

particular context. In as much as the decisions that they 

make and their resulting actions and practices are influenced 

by structural factors, they are also influenced by their 

situational contexts. The theory of 

"situationally-constrained choice" (Cuban 1984: 250) is 

endorsed by other education researchers (Smith and Geoffrey 

1986; Bolster 1983; Giddens 1979) who agree that teaching is 

a situated practice. 
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In view of the fact that the researcher aimed at 

understanding educational action in educational institutions, 

the design selected may be referred to as an educational case 

study (Guba and Lincoln 1981). The approaches to the 

preparation of technology in education, as well as factors 

influencing them, unfolded themselves in education settings. 

The study concentrated on three sites and for that reason is 

a multisite educational case study (Stake and Easley 1978) . 

The data, it was believed, would help educational actors and 

administrators to judge the merit and worth of the 

educational media component of their pre-service teacher 

education curriculum. Examples of such research have been 

reported by Stake and Gjerde (1974). 

A review of the characteristics of qualitative case 

studies suggests the following properties (Merriam 1988: 11): 

(i) Case studies are particularistic in that they focus 

on a particular situation, event, programme or 

phenomenon. The case itself is important for what it 

reveals about the phenomenon and for what it might 

represent. 

(ii) They are descriptive in that their end products 

are rich, thick descriptions of the phenomena under 

study. The description is usually qualitative - that 

is, instead of reporting findings in numerical data, 

case studies use prose and literary techniques to 

describe, elicit images and to analyse situations. They 

present documentation of events, quotes, samples and 

artifacts (Schumacher and MCMillan 1993). A 
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qualitative case study can show the influence of the 

passage of time on the issue - deadlines, change of 

legislators, cessation of funding, and so on. It can 

cover many years and describe how the preceding decades 

led to a situation. It can spell out differences of 

opinion on the issue and suggest how these differences 

have influenced the result. 

(iii) Qualitative case studies are heuristic in that 

they illuminate the reader's understanding of the 

phenomenon under study. Insights into how things get to 

be the way they are can be expected to result from case 

studies (Stake and Easley 1978). They can explain the 

reasons for a problem, the background of a situation, 

what happened, and why. They can evaluate, summarize, 

and conclude, thus increasing potential applicability 

of findings to similar contexts. 

(iv) Inductive reasoning is another feature of 

qualitative case studies. Generalizations, concepts, or 

hypotheses emerge from an examination of data - data 

grounded in the context itself. Discovery of new 

relationships, concepts, and understanding, rather than 

verification of predetermined hypotheses, characterises 

qualitative case studies. 

SELECTION OF SITES AND CASES 

The selection of sites and cases for this investigation into 

the preparation of pre-service teachers in the use of 

technology in education was the next step. The data were 

naturally to be obtained from lecturers, and pre-service 

teachers who were participants in the teacher educati on 
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programmes under review. The respondents were limited to 

lecturers and pre-service teachers in Ciskeian Colleges of 

Education. The sites and cases were not selected randomly 

because random sampling is conventionally carried out to 

secure generalizations while this study was not intended to 

do so. Instead, the present inquiry was conducted to describe 

approaches to, and factors influencing the preparation of 

pre-service teachers in the use of technology in education. 

Theoretical sampling refers to samples selected on the basis 

of their theoretical significance or their relevance to the 

theory that informs the research question. The purposes for a 

theory also guide the selection of samples (Goetz and Le 

Compte 1984). The sites and cases were therefore selected 

purposefully and theoretically. 

The closing down of the Teacher Training Institutions that 

had been established by the missionaries in Ciskei (Healdtown 

near Fort Beaufort, Lovedale near Alice, Zwelitsha near King 

William's Town, and St Matthew's near Keiskammahoek) ushered 

in a new type of institution currentl y known as Colleges of 

Education. As stated in the first chapter, there are three 

such colleges in Ciskei: Dr W B Rubusana in Mdantsane, 

Masibulele in Whitt l esea, and Griffiths Mxenge in Zwelitsha 

near King William's Town. The location of the Colleges of 

Education in Ciskei is represented in Figure 1 (p.1S). 

The three colleges offer a post matriculation three-year 

Primary Teachers' Di ploma (PTD), as well as a post 

matriculation three-year Secondary Teachers' Diploma (STD). 

The educational medi a course is a compulsory component of the 

pre-service teacher education curriculum in these 

colleges. 
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The researcher's aim was not to compare Ciskeian Colleges of 

Education with other Colleges of Education in South Africa, 

instead, the focus was the particular situation of Ciskeian 

Colleges of Education. The number of cases might appear 

small, especially when judged by the criteria of 

quantitative research. However, in view of the naturalistic 

nature of the inquiry, depth as opposed to breadth is of 

utmost importance. Small samples are appropriate in 

qualitative research because the focus is usually on detail 

and quality of an individual's or small group's experience. 

Further, as stated above, the three colleges selected were 

appropriate in terms of their relevance to the theories that 

informed the study. 

In keeping with the stated guide lines, three Rectors and 

three Heads of Teaching Science Departments in the three 

colleges were identified as key informants who would provide 

direct assistance to the researcher i~ establishing and 

maintaining the research relationship with the colleges. They 

provided initial information about the colleges and the 

administrative hierarchy controlling them. They helped with 

the identification of possible respondents and they provided 

information and assistance during the course of the 

investigation. To prevent the creation of the impression that 

Rectors and Heads of Departments were forcing respondents to 

participate, even if indirectly, the researcher communicated 

directly with the informants after access had been gained. 

Init ia lly, four educational media lecturers and four Teaching 

Science lecturers were also invited t o participate because 

they were directly involved with the content of the 

educa tional media syllabus. They were interviewed to 
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determine the perspective of participants in teacher 

education. As representative informants, they were the main 

focus of the inquiry and they helped the identification of 

other informants to be interviewed. On the basis of their 

recommendations, it was decided to further include four more 

educational media lecturers, two teaching science lecturers, 

lecturers involved with Micro teaching, Education, and 

Subject Didactics. More respondents were included as and when 

necessary. Ultimately, the sample consisted of forty-eight 

lecturers. Table 1 below summarizes the categories of 

respondents included in the sample. 

Number 

3 

3 

9 

6 

9 

6 

12 

TABLE 1 

INTERVIEW SAMPLE 

category 

Rectors 

Heads of Departments 

Media lecturers 

Teaching Science lecturers 

Micro teaching lecturers 

Education lecturers 

Subject didactics lecturers 

Once the cases and the sites had been identified, it was 

necessary to negotiate access. 

GAINING ACCESS 

The process of gaini ng access was complicated by the 

hierarchical structu re of accountability predominant in 
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Colleges of Education. It was necessary to negotiate with the 

Director General of Education in Ciskei before approaching 

the Rectors of the Colleges. A letter explaining the purpose 

of the present inquiry was written to the Director General 

(Appendix A). When approval for the investigation had been 

given (Appendix B) Rectors were approached in person. Rectors 

also had to approve my discussions with heads of Departments 

who in turn would allow discussions with lecturers and pre­

service teachers. However, the researcher had some strengths 

that enhanced the process of gaining access to the sites of 

investigation. 

The researcher's position of senior lecturer at university 

positioned her well in terms of statps. The researcher's 

occupation - teacher education - also gave the researcher an 

almost unquestioned access to the context within which 

informants would be sought. It is interesting to note that i n 

these colleges, lecturers appeared to identify themse l ves 

more with university lecturers than with school teachers. The 

researcher was in most cases accepted and trusted. For 

ethical reasons, howeve r , informants were assured tha t da t a 

would be treated with confidentiality. 

INITIAL EXPLORATION 

In keeping with the procedures of naturalistic research, the 

researcher had informal discussions with media lecturers and 

pre-service teachers from Griffiths Mxenge and Dr W B 

Rubusana Colleges of Education. The duration of the 

exploration was four weeks, lasting from July to August 1989 . 

Discussions were held i n Bisho, the capital town of the 

Ciskei, which is approximately nine kilometres from Griffith~ 

Mxenge. At this stage, t he researcher selected 
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informants known to her, who would not feel threatened by the 

exercise, and who were believed to have knowledge about the 

colleges in general, and about the curriculum offered. 

As a resident of Bisho, it was easy for the researcher to 

visit the homes of her informants, whose homes were also i n 

Bisho. Bisho is a fairly exclusive residential area in the 

Zwelitsha district of the Ciskei Republic. The majority of 

teachers, lawyers, doctors, and other professional people had 

left the smaller and violent areas such as Mdantsane and 

Zwelitsha. They bought larger plots and built homes of their 

choice in Bisho. They commute daily from Bisho to other 

Ciskeian towns such as Alice, Sada, Mdantsane, Peddie, and 

Zwelitsha, depend~ng on where the y work. 

At this stage of the project, apart from a few studies used 

to clarify the research problem, no exhaustive literature 

review had been done, and no hypotheses had been set. This i s 

a naturalistic procedure which is viewed with suspicion by 

positivists. As Bogdan and Biklen point out, "To enter a 

setting with a set of specific hypotheses is to impose 

preconceptions and perhaps misconceptions on the setting" 

(1982: 27). The aim of setting out with no hypotheses was to 

view experiences from the perspective of those involved with 

the preparation of pre-service teachers in the use of 

technology in education. It was crucial to find out why 

lecturers in Colleges of Education and pre-service teachers 

doing practice teaching in local schools, behaved as they did 

with regard to the use of technology in education. Further, 

it was to contextualise and interpret data in the 

socio-historical setting of South Africa in general. 

On the basis of the discussions. documents such as the 

Teaching Practice Syllabus for Primary and Secondary 
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Teachers' Diplomas, the textbooks used, and examination 

question papers were identified as essential for inclusion in 

the inquiry. It was further decided to design and implement 

questionnaires for lecturers, as well as for 

pre-service teachers. 

The initial exploration was helpful in various ways: 

(1) Informants who would be invited to participate in the 

next phase of the inquiry were identified. (2) The manner in 

which data were to be gathered initially was decided. (3) 

Important documents for the investigation were suggested and 

made available, in some cases. 

When the researcher realised that no new data were 

forthcoming, it was assumed that redundancy had been 

established, and consequently the exploratory study was 

stopped . 

THE CONFIRMATION SURVEY 

Although the inquiry was naturalistic, it was decided to 

develop two questionnaires: one for teacher educators, and 

the other for pre-service teachers. The researcher was still 

exploring further, in preparation for the ethnography. For 

the teacher educators' questionnaire, the questions fell into 

the following categories: 

Category 1: Questions to elicit personal information such 

as age, sex, qualifications, courses taught, and teaching 

experience 

Category 2: Questions to elicit information about the 
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availability of media 

category 3: Questions to elicit information about the use 

of media 

category 4: Questions about the educational media course. 

Likewise, the pre-service teachers' questions fell into the 

categories listed below: 

category 1: Questions to elicit personal information such 

as age, sex, course registered for, teaching practice 

subjects 

category 2: Questions to elicit information about the 

use of media 

category 3: Questions to elicit information about the 

availability of media 

category 4: Questions about the educational media course. 

To pilot the questions, pre-service teachers enrolled for the 

two-year post matriculation Secondary Teachers' Diploma at 

the University of Fort Hare were requested to answer the 

questionnaire meant for pre-service teachers. Fifteen 

pre-service teachers were registered for the course and all 

fifteen participated. On the basis of feedback from these 

respondents, the questionnaire was amended. For the final 

version of the questionnaire, see Appendix E. Similar 

treatment was given to the lecturers' questionnaire. It was 

tested on lecturers in the Faculty of Education of the 

University of Fort Hare. Nine lecturers agreed to 

participate. The final version appears in Appendix F. The 
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questionnaires were administered in October 1989. To ensure 

that all pre-service teachers' questionnaires would be 

returned, the researcher visited each college in person and 

was allowed time to meet third year pre-service teachers in 

one venue. The purpose of the investigation was explained in 

brief and respondents were requested to participate. 

Questionnaires were distributed and respondents were asked to 

fill in the forms, whilst the researcher visited facilities 

such as the library and the media centre when available. As 

third year pre-service teachers who in four months would be 

entrusted with the organization and management of classrooms, 

the researcher considered it procedural to leave respondents 

to work unsupervised. Further, had the questionnaires been 

mailed, as is usually the case, respondents would have filled 

them in unsupervised. However, the researcher informed 

respondents of her availability should she be needed for any 

reason . When respondents had finished the process, one of 

them collected the questionnaires and returned to the 

researcher. This was done in this manner in all sites. The 

pre-service teachers' sample consisted of one hundred and 

ninety-eight respondents. 

Lecturers' questionnaires were also distributed during the 

same site visits as the pre-service teachers'. Forty-two 

lecturers responded. 

DOCUMENT ANALYSIS 

As stated earlier, Bernstein's (1971) "message systems", 

namely curriculum, pedagogy and evaluation were considered 

important in the present inquiry. The content of the 

educational media course was found to be tabled in the 
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Teaching Practice Syllabus for Primary and Secondary 

Teachers' Diplomas, as well as in the prescribed textbooks. 

It was considered essential to review and analyse these 

documents prior to any site visits. Factors such as designers 

of the syllabus, authors of the textbooks, and coverage of 

content were explored. Further, question papers for the 

educational media course examinations were analysed in terms 

of skills they required of pre-service teachers. This 

exercise was done during March 1990. The benefit of the 

document study was in the identification of questions that 

would be asked during interviews. For the syllabus, see 

Appendix L. 

After the documents had been analysed, the researcher sensed 

that no new information was obtained, and thus, redundancy 

was established. This was a sign to terminate the document 

study. 

OBSERVATIONAL DATA COLLECTION 

The respondents were observed in natural, non-contrived 

settings. Lecturers did not have to arrange teaching 

situations that were otherwise not scheduled. Instead, they 

were observed during their normal timetabled periods. The 

purpose of these observations was to understand how lectures 
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were conducted, to see what type of technology was used, how 

and when it was used. Matters arising from observations would 

be explored further during interviews. The initial 

observations were conducted from July to September 1990. Four 

media lecturers and six microteaching lecturers were observed 

in class, and each was observed once a week during a thirty 

minute period. Two lectures per lecturer were observed. The 

second series of observations was done from March to May 

1991. As in the first series, each lecturer was observed 

twice. Whenever necessary, the researcher went back for 

further observations, as dictated by the data analysis 

process. 

The researcher recorded the data mainly by fieldnotes and 

checklists. Fieldnotes are defined as "the written account of 

what the researcher hears, sees, experiences, and thinks in 

the course of collecting and reflecting on the data in a 

qualitative study" (Bogdan and Biklen 1982: 74). 

Fieldnotes were not written in the lecture rooms because 

during earlier stages of the inquiry, it was observed that 

respondents tend to communicate less and to be uncomfortabl e 

when notes were being taken. Taking notes is so obvious an 

activity that it intrudes on and changes the situation under 

study. Mellon advises, "since naturalistic inquiry aims at 

understanding situations as they exist, activities that might 

change the situation are kept to a minimum" (1990: 45). 

The process of writing field notes was done in three 

stages: mental notes, jotted notes, and full field notes. 

Mental notes refer to the way researchers orient their 

thinking during observation to help them remember the things 

they think are important. What respondents said was 

considered important qualitative data because one goal of 
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full field notes is to capture either the essence or the 

actual words of the respondents. Mental notes therefore, 

required remembering terms or phrases uttered by the various 

respondents. Concentrating on the first and last remarks in a 

conversation, or lecture, helped in reconstructing events. 

To jog the memory during the writing of full field notes, 

there was a need for jotted notes. Very short notes had to be 

written unobtrusively during periods of observation. The 

researcher's car, and sometimes the library, provided the 

privacy needed for jotting notes. At the end of each period 

of observation, full notes were written. To prevent loss of 

important data, notes were written as close to the time of 

observation as possible. Full notes were written in 

chronological order and contained details about the 

participants, (who they were, what they did and in what 

order), and what the physical seating arrangements were like, 

what facilities were available. Table 2 is an example of a 

checklist used during an educational media lecture: 

TABLE 2 

The checklist for observation 

Date: Time: College: Lecturer: 

1. Participants: who was there? what was said? what was done? 

2. Setting: what was available? seating arrangements? 

3. Events: how was content transmitted? were media used? 

were there hands-on experiences? 

4. Additional notes: 
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The coup d'etat that led to the assumption of power by 

Brigadier Oupa Gqozo in Ciskei was another event that came 

with the disruption of normal school activities. The incident 

that led to widespread disorder was the Bisho massacre. After 

the incident, students became more aggressive, on school 

premises, undermining authority. In view of the volatile 

situation in schools, after having visited only two schools, 

the researcher abandoned the idea of observing pre-service 

teachers during teaching practice. 

THE INTERVIEWING STUDY 

The interview was used as a supplementary data gathering 

technique. Issues that had arisen from observations of 

lectures in action, examination of physical facilities, and 

document analyses were clarified through interviews. As 

stated earlier, interviews were conducted with three Rectors, 

three Heads of Departments, four media lecturers, and four 

teaching science lecturers. On the basis of the insights 

gained from the initial interviews, it was decided to 

increase the sample by including lecturers involved with 

microteaching, subject didactics, and education. The pool of 

additional informants, as well as those identified initially, 

finally included twenty-four interviews. Interviews were held 

in two stages. Subsequent to the first series of observation, 

the first series of interviews was held. They lasted from 

November to December 1990. The second round was done from 

July to August 1991, after the second observational study. An 

interview guide was designed to include the list of issues to 

be explored during interviews. The initial interviews were 

guided by a simple list of categories,but the guide was 

expanded as more was learned about the research topic. There 

was no rigidity in t he manner in which interview guides were 

used. They were rearranged, altered, or even ignored, in 
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response to the interview situation. 

Before each interview, the informant was told briefly about 

the purpose of the study and what would be done with the 

results. Respondents were also assured of anonymity and 

confidentiality. This was essential because in previous 

researches undertaken by the researcher, respondents who were 

teachers explained that due to the rejection of Bantu 

Education by students, as evidenced by class boycotts and 

violence, the Department of Education did not take kindly to 

teachers releasing information about schools. Some informants 

indicated that they preferred to be interviewed in the 

privacy of their homes due to fear of victimisation by the 

Department, sbould their ideas be heard. The researcher 

understood such fears, and consequently, all interviews were 

held in the respondents' homes. This involved a lot of 

travelling, but because the majority of lecturers from Dr W B 

Rubusana and Griffiths Mxenge Colleges of Education live in 

the exclusive residential area in Bisho, the researcher 

visited all their homes. The researcher's home was in Bisho, 

and that proved to be an advantage. Visits were done from 

afternoon to evening, weekends inclusive. 

The five phase pattern for conducting in-depth interviews was 

adopted in the present inquiry. Introduction and small talk 

were a combined phase in which respondents were introduced to 

the study. In some cases permission to tape record the 

interviews had been secured when the appointments for the 

interviews were made. However, the majority of informants 

were completely opposed to the use of tape recorders. The 

explanation given for such opposition was fear of 

victimisation should their views become known by 
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officials from the Education Department. However, the 

researcher reminded informants about the need for tape 

recording. The ideas of anonymity and confidentiality were 

reinforced by explaining how the data were to be used, and 

also how identities would be protected. 

When it was felt that the informants were at ease and 

talking freely, warm-up questions that moved them into 

the research topic were asked. Warm-up questions were kept 

simple, specific and non-threatening. However, they were 

relevent to the study. 

The body of the interview focussed on the issues that 

comprised the interview guide. The pattern of questioning 

developed in response to the interview situation. The least 

sensitive areas of the research topic were explored before 

those that could be perceived as threatening or embarrassing. 

The closing allowed the interview to move into normal 

conversation. Assurances of anonymity and confidentiality 

were reiterated at the end of each interview. 

Audiotapes of the interviews that had been recorded were 

transcribed by the researcher as soon as possible after 

completing the interview. Those given in the mother tongue 

were translated into English. The exercise gave the 

researcher the opportunity to analyse the interviews whilst 

transcribing and translating them, and thereby moving the 

study quickly forward. FB example of the field notes is given 

in Appendix G. 
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ESTABLISHING TRUSTWORTHINESS 

Due to the perception that qualitative-naturalistic inquiry 

uses "soft techniques", the trustworthiness of 

qualitative-naturalistic data is usually questioned, 

especially by positivists whose traditional criteria of sound 

inquiry are commonly referred to as internal validity, 

external validity, reliability, and objectivity. These 

conventional constructs are generally considered 

inappropriate for the naturalistic paradigm. However, 

ethnographers also agree that when the precautions taken by 

the researcher to ensure the accuracy of the observations are 

described, a report has more credibility than one in which 

the audience is expected to accept the findings on faith. To 

add rigour to qualitative-naturalistic inquiry, the following 

alternative constructs are proposed: credibility, 

transferability, dependability, and confirmability (Lincoln 

and Guba 1985; Cohen and Manion 1980; Schumacher and Mc 

Millan, 1993). Although observations and interpretations are 

by their very nature "subjective" (Taft 1988), the 

investigation followed rules that were intended to offset the 

suspicion of biased observation and to increase the validity 

of conclusions. In view of the status already held by the 

researcher within the Colleges of Education, as mentioned on 

page 83, the researcher took pains to enhance reliability of 

observations. The first step was to use the purposive 

sampling method, as explained on page 80. The aim was to 

maximise the range of information which was collected and to 

provide the most stringent conditions for theory grounding. 

Data organisation, analysis, and interpretation were done 

simultaneously. Coding was achieved by identifying topics and 

grouping them into larger clusters to form categories. The 

final categories were not predetermined, but emerged from the 
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data according to their meaning. Patterns were sought by 

identifying relationships between categories. The major 

patterns served as the framework for reporting the findings. 

The extent to which the participants' and researcher's 

perceptions of a situation are similar is referred to as 

credibility. To establish credibility, prolonged 

engagement, persistent observation, triangulation, and member 

checks were used as controls. As explained in an earlier 

section of the present chapter, field notes were kept, and 

the researcher was exposed to the data for a long period, 

1989 to 1994, in order to cross check observations over time 

and to reconcile inconsistencies. Data and interpretations 

were checked and confirmed continuously with lecturers who 

participated in the study. Triangulation was achieved by 

employing multiple sources to obtain evidence on the same 

phenomenon. Observations were supplemented by interviews, 

documentary evidence , and questionnaires. Triangulation was 

implemented in order to overcome "method boundness" (Cohen 

and Manion 1980) because the different aspects of reality can 

only be revealed by multiple methods of data collection. 

The data on which c onclusions were based were presented 

following Malinowski 's (1922) "concrete statistical 

documentation". Verbatim accounts of conversations, and 

direct quotes from documents were included. The purpose 

served by such a form of reporting was to describe the 

preparation of pre-servic e teachers in the use of technology 

in education from t h e participant's point of view. 

Transferability in qualitative-naturalistic research is the 

counterpart of generalisability in the positivistic 
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tradition. The Colleges of Education in Ciskei were 

representative of similar Colleges located in the TBVC states 

and which were controlled by the Department of Education and 

Training (DET) directly or indirectly. In Smith's words, the 

Colleges were "located as an instance of a more general class 

of events" (1978: 335). To understand the Ciskei Colleges of 

Education, the researcher was assisted by knowledge of other 

Colleges with relatively similar contexts. Generalisations 

from the present study may be made, provided the contexts are 

similar. Also, generalisations may not be treated as final. 

Instead, they may be working hypotheses for further studies. 

In view of the controls applied to enhance the 

trustworthiness of the findings of the present study, the 

researcher considered her work as credible. There is 

obviously rio escape from the perspective that researchers 

view reality from different angles, and that no matter how 

hard each tries, none can completely discard preconceptions 

of what that social reality is or should be. 

The results of naturalistic-qualitative investigations tend 

to have distinct properties (Shrock 1985: 18). The 

characteristics that distinguish the results of the present 

naturalistic-qualitative study from the results of 

quantitative studies are discussed in the next paragraphs. 

(a) Many of the findings were related to one another. As a 

result of the thematic manner in which qualitative data 

were analysed, the results that emerged formed "causal 

linkages" (Patton 1980). The relatedness of the findings 

should not be mistaken for repetition, instead, the causal 

chain of the factors that have a bearing on the 
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preparation of pre-service teachers in the use of 

educational media should be appreciated. Because of the 

focus on media utilization in the Colleges, there was an 

inevitable overlap. 

(b) Some of the results contained personally and 

politically sensitive material. Some admissions would have 

been personally damaging if made public or leaked to 

administration. Such findings are not unusual in 

naturalistic investigations (Shrock 1985: 23) and they 

came to light as a result of the rapport between the 

investigator and participants, as well as because of the 

triangulation of data. 

(c) Results tended to be panoramic in that they pulled 

together diverse aspects of segregated teacher education 

both inside and outside the immediate Colleges of 

Education being examined. Societal factors such as the 

policy of Apartheid and institutional factors such as the 

scarcity of resources were drawn together to explain how 

and why pre-service teachers in these Colleges were 

prepared in the present manner in the use of technologies. 

It is on these characteristics that the strength of any 

naturalistic inquiry depends. 

The following diagrams depict the unfolding methodology of 

this inquiry. 
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FIGURE 2 

The overlapping stages of naturalistic research 
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FIGURE 3 

The unfolding methodology of this inquiry 
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SUMMARY 

The previous chapter described the theoretical frameworks, 

conceptual systems, and philosophical orientations that 

influenced the present investigation. The study had a 

sociological orientation, being influenced by reproductive, 

resistance, human capital, symbolic and critical theories, as 

well as the split level model. 

In this chapter attention was given to the compatibility of 

the case study design with the selected paradigm. The cases 

selected were the three Colleges of Education in Ciskei: 

Masibulele near Whittlesea, Griffiths Mxenge near King 

William's Town, and Dr W B Rubusana near East London. 

Lecturers and pre-service teachers participated in the study. 

The study consisted of an initial exploration with informal 

discussions, a confirmation survey with questionnaires for 

lecturers and pre-service teachers, document analysis, 

observations, and interviews. 

Trustworthiness was established by means of prolonged 

engagement, persistent observation, triangulation, and member 

checking. 

The soc io-political history of Colleges of Education in 

Ciskei is traced in the next chapter. 



CHAPTER 5 

THE HISTORICAL SOCIO-POLITICAL CONTEXT 

OF COLLEGES OF EDUCATION IN CISKEI 

You have overcome in spite of a history fraught with conditions 
conducive to failure. You know your history better than any 
acclaimed historian or some other expert can ever hope to. You 
have overcome the deliberate lack of state funding, you 
overcame the shortage of suitably qualified teachers, the 
overcrowded conditions, the lack of apparatus, the lot ... You 
have survived against great odds. Survival is, of course, a 
form of resistance. 

Extracted from an address delivered at the Lennox Sebe 
College of Education diploma day (Yaliwe Jiya 1988). 

As a result of the political and ideological nature of 

teacher education, any investigation into the preparation of 

teachers needs to be analyzed in view of the economic, 

social, and political institutions within which the teacher 

education programmes are embedded. That need becomes more 

pronounced when the investigation is carried out in a "state" 

born of the Apartheid policy, and where education is provided 

in racially segregated institutions. The primary aim of this 

chapter is to acknowledge that curriculum is a complex social 

process by viewing it in its historical, socio-political 

context. The historical roots and conflicts which caused 

education and the curriculum to be what it is today in South 

Africa will be traced. 

Althusser's analysis of Ideology and Ideological State 

Apparatuses was dealt with in the third chapter. The argument 

that as apparatuses of the Ideological State, schools 

inculcate the ideology of the ruling class, was advanced. In 

the current chapter, Althusser's insights are used to analyse 
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the part played by Fundamental Pedagogics in reproducing the 

ruling ideology in South Africa. The connection between the 

Christian National Education Policy (CNE) , Fundamental 

Pedagogics, and pre-service teacher education in South Afric~ 

is explored. Althusser's insights, despite their theoretical 

shortcomings, were considered appropriate for purposes of the 

present chapter. As explained in the third chapter, it was 

believed that reproduction theory could contribute 

significantly to a broader understanding of the political 

nature of teacher education. 

EDUCATION FOR BLACKS UNDER THE MISSIONARIES 

Contrary to the general belief held by m~ny South Africans, 

segregated education did not originate from the National 

Party. Segregated education was already in place when the 

Nationalists came into power in 1948. Nationalists inherited 

segregated education from the missionaries and they 

legalised it in terms of Apartheid Policy. 

When the British took over control of the Cape Colony at the 

beginning of the 19th century, they established the new 

economic system of capitalism, into which both the Dutch and 

all Non-Europeans (Africans, Coloureds, Indians) were 

fitted. The Dutch were made British partners and the 

Non-Europeans were exploited. To sustain the economic system 

of capitalism, toil of the black man became imperative 

(Majeke, 1986). Although missionaries were not acting 

formally on state orders, there was a striking coincidence 

between their practices and the British government's imperial 

policy. Much as the process was not that orchestrated, from 

Wilberforce's assertion, it may unfor t unately be inferred 

that, to meet the need for labour, Britain sent missionaries 

as her agents of conquest allover the world, including South 
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Africa: 

Christianity teaches the poor to be diligent, humble, patient and 

obedient, and to accept their lowly position in life. It makes 

inequalities between themselves and the rich less galling because, 

under the influence of religious instruction, they endure the 

injustices of this world with the hope of a rich reward in the next 

(cited in Majeke 1986). 

When the development of black education is traced, no real 

progress is reported between the seventeenth and eighteenth 

centuries. During the nineteenth century, however, schools 

were established in the Cape (Rose 1970). During this period, 

missionaries founded and controlled a large number of schools 

throughout South Africa. The growth of education for blacks, 

however, was sporadic under the missionaries. Rose attributes 

this failure in growth to the parsimonious attitude of 

subsidizing governmental agencies up until 1945, a situation 

which has been perpetuated until the early 1990s, as 

evidenced by the poor quality of black schools as compared to 

those meant for whites. 

The turning point with regard to state financing of black 

education came in 1854 when Sir George Grey was appointed 

governor of the Cape. Because he saw education as an 

important means of subjugating blacks, he motivated for more 

state subsidization of the missionary schools as part of the 

Cape Regime's "border pacification policy". Grey's idea was 

supported by Sir Langham Dale, Superintendent General of 

Education in the Cape. Mainly as a result of Grey's attempts, 

legislation was enacted in 1865 to provide for state aid to 

three types of schools: public, mission and native 

(segregated). It should be stated, however, that the 

provision of financial state aid to education was accompanied 

by several forms of control: school inspections, syllabus anc 
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textbook prescription, and government controlled teacher 

training. The curriculum also laid great stress on religious 

and moral instruction. This should not come as a surprise, in 

view of the ideas held by Wilberforce, who supported the 

missionary activity in Africa. It was interesting to note 

that the control of teacher training and syllabi by the 

Government in return for state funds has been found to be 

still in place in black education. 

In the light of this history, it is reasonable to suggest 

that black children were prepared in school to accept their 

condition as natural and not to struggle against it. 

Even after the Act of Union in 1910, the education of blacks 

in South Africa remained primarily a missionary undertaking. 

However, the control and financing of black education became 

the responsibility of the provinces. In 1922 the Financial 

Relations Act forbade the direct taxation of blacks by the 

provinces. The central government took over the taxation of 

blacks, and by implication became responsible for the 

extension and development of black education. 

EDUCATION UNDER CENTRAL GOVERNMENT 

State expenditure was fixed, supplemented by a proportion of 

the direct taxes paid by blacks. As a result of this 

arrangement, educational provisions for blacks were far from 

adequate, especially when compared with those of other race 

groups. In addition to inadequate financial provision, there 

was a shortage of teachers, school buildings were 

rudimentary and inadequate, and there were shortages of 

furniture, books and other equipment. 

Even in the absence of conclusive evidence, in view of the 
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evidence supplied in the preceding paragraphs, it seems 

reasonable to suggest that segregated schools affirmed the 

division between races, with different systems subtly 

preparing blacks and whites for their respective 

sub- and super-ordinate positions. Unlike other capitalist 

states that prepare children for respective class positions 

within a single schooling system, South Africa operated 

different schooling systems that reproduced social relations. 

During the years 1925 to 1935 school enrolments of black 

children increased by nearly 75 per cent, while during the 

same period of time expenditure on their education increased 

by 50 per cent. As a result of this deterioration, the 

Interdepartmental Committee on Native Education (Welsh 

Commission) which reported in 1936 was set up to investigate 

whether or not the state should assume responsibility for the 

administration and financing of black education. The 

Commission noted a lack of support on the issue of state 

provision for black schools. As reported by Rose and Tunmer: 

From the evidence before the Committee it seems clear that there 

still exists opposition to the education of the Native on the grounds 

that (a) it makes him lazy and unfit for manual work; (b) it makes 

him cheeky and less docile as a servant; (c) it estranges him from 
his own culture (1975, p. ) 

From comments such as those noted by the Welsh Commission, it 

can safely be inferred that whites feared that educating 

blacks would impede the continuous provision of cheap 

labour. It can be concluded that, as stated previously, 

segregationist and unequal schooling provisions were part of 

the social and economic structure long before the National 

Party came into power in South Africa. 
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The system of education under the missionaries and provinces, 

however, in terms of organisation and funding, was inadequate 

for coping with the demands generated by the changed social 

relations and labour unrest. There was a need to change the 

funding provisions for black schooling, as well as 

administration, for an expansion of the existing system. 

EDUCATION UNDER THE NATIONALIST GOVERNMENT 

The aspects of the social structure which have been 

identified as having had a powerful impact on education and 

curriculum in South Africa are the changing economic 

relations in the transition from agrarian to an industrial 

economy; the shifting of power relations bot~ within and 

between power groups related to these changes; and, the 

shifts in ruling group ideology (Buckland 1982; Nkomo 1990; 

Unterhalter and Wolpe 1991). 

Initially South Africa was a colonial territory which 

depended heavily on subsistence agriculture and agricultural 

and mineral exports. As a result of the two world wars, the 

Great Depression and the fluctuations in the gold price, the 

country was transformed into a sophisticated technologically 

advanced industrial and agricultural economy incorporating a 

large underdeveloped rural sector. One of the main effects of 

industrialization was the urban migration which resulted in 

intense competition between black and white workers for 

semi-skilled jobs. The effects of this competition found 

expression in the "poor white problem". Schooling was 

perceived by the regime as a solution to the "poor white" 

problem. A new emphasis on schooling as an avenue for . social 

mobility and for the maintenance of racial superiority set 

in. 
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The need to ensure that blacks would not compete with whites 

for skilled jobs in the labour market became more urgent. At 

the same time the government had to ensure a sufficient 

supply of unskilled labour for white farmers and to contain 

the rural-urban migration. To meet this need, the government 

conceived the idea that education should be racially 

differentiated such that it provided elementary skills for 

Africans. 

The year 1948 saw an upsurge of Afrikaner nationalism which 

culminated in the National Party winning the general 

election and becoming a new white minority government. 

Confronted with the numerical supremacy of blacks in a land 

controlled by whites, the National Party seized the 

opportunity to entrench and institutionalize segregated, 

inferior education to an unprecedented scale (Nkomo 1990) 

The new government was more determined than ever before to 

implement its Christian National Education Policy. 

The Christian National Education (CNE) movement arose out of 

political struggle. The history of Afrikaners from the time 

of their arrival on the African continent until the present 

was marked by struggle for survival. It has been: 

(a) ... struggle for survival against the physical environment, against 

the indigenous peoples, against British imperialism, and now against 

those inside and beyond South Africa's borders who wish to bring 

about the downfall of Afrikaner hegemony ... This group has evolved an 

ideology grounded in the memory of conflict, oppression, and the 

danger of racial extinction - an ideology characterized by a wary, 

ethnocentric, defensive, attitude to all who are excluded on the 

grounds of race, language, and religion from the volk (Robertson and 

White 1978: 104). 
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After the Treaty of Vereeniging which made the Orange Free 

state and the Transvaal British colonies, Afrikaners felt 

threatened. They anticipated the anglicization of their 

schools and they were opposed to it. Professor Chris Coetzee, 

one of the major authors of the Beleid (1948) expressed the 

Afrikaner's dislike of anglicization when he said: 

The new school system became in fact a state system, neutral, 

liberal, and English in spirit and direction. The anglicization 

and the neutralization attacked the two fundamental principles 

of the Dutch colonists (Tunmer and Muir 1968: 17). 

From this extract, it seems reasonable to suggest that the 

Christian National Education Movement in South Africa came 

into being as a result of the Afrikaner's dissatisfaction 

with "anglicization" and "neutralisation". A common schooling 

policy threatened the Afrikaner's fundamental principles and 

had to be resisted. As noted by Morrow (1984: 36) the CNE 

movement "was one of the forms of their resistance to British 

attempts to achieve hegemonic control of the defeated 

countries". 

Coetzee insists that CNE was intended as a schooling policy 

for only the children of white Afrikaans speaking peoples of 

South Africa: "We as Calvinistic Afrikaners will have our CNE 

schools; Anglicans, Lutherans, Roman Catholics, Jews, 

liberalists and atheists will have their own schools" 

(Coetzee, cited in Tunmer and Muir 1968: 17). 

The desire to exclude all race groups other than Afrikaners 

from Afrikaner schools is explicit in the Chairman of the 

Federasie vir Afrikaanse Kultuurvereniginge's (FAK) 

assertion: "We want no language mixing, no cultural mixing, 

no religious mixing nor racial mixing" (Ashley 1989: 8). 
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It is noted however, that despite such claims, CNE propounds 

a doctrine which has had far-reaching consequences for the 

education of all children in South Africa. After the National 

Party came into power in 1948, it applied CNE principles, 

gradually centralizing control of education in order to do 

so. 

According to CNE Policy, education for blacks should have the 

following features; it should be in the mother tongue; it 

should not be funded at the expense of white education; it 

should, by implication, not prepare blacks for equal 

participation in economic and social life; it should preserve 

the "cultural identity" of the black community; it must of 

necessity be organised and administered by whites (Enslin 

1990). Articles 14 and 15 of the Beleid reflect paternalistic 

sentiments of the Afrikaners (O'Meara 1983) who are said to 

have the task of "Christianizing the non-white races of our 

Fatherland"; white South Africans are said to have the duty 

to he l p him on culturally as the native is in his "cultural 

infancy". The aim of "native education" should be to 

"inculcate the white man's view of life", especially of the 

Boer nation, which is the white "senior trustee". 

As observed by Morrow (1984), CNE policy is perceived to be 

an expression of the dominant ideology of the ruling class in 

South Africa: the racial superiority of whites. It is further 

perceived to serve the purpose of justifying a separate and 

inferior schooling system for blacks. 

Within a year of coming to power, the government had 

established the Eiselen Commission "to formulate principles 

and aims of education for natives as an independent race, in 

which their ... inherent racial qualities ... are taken into 

consic:ieration" (1951: 164). In its report, the commission 
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recognized that blacks rejected any education especially 

adapted for them. The major recommendation, however, was the 

establishment of a new system that would provide for the 

transmission and development of the "bantu cultural 

heritage". 

The principles which govern the educational policy of the 

nationalist government were laid down by Dr. Verwoerd in 

parliament in 1953. "Native education", should be controlled 

in such a way that it should be in accordance with the policy 

of the state: 

(Native) education should not clash with government policy. I 

suppose, honourable members will at once say we want to give 

ideological education ... If the Native in South Africa today ... is 

being taught to expect that he will live his adult life under the 

policy of equal rights, he is making a big mistake (Verwoerd, cited 

in Brookes 1969: 51). 

The government policy alluded to in Dr. Verwoerd's speech 

quoted above was as follows: 

The reserves should be the national home of the Bantu. There their 

educational institutions should be situated and there social services 

should be provided instead of the present practice of providing them 

in urban areas (1969: 51). 
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From the official statements cited above, it is reasonable to 

infer that from the onset the Nationalist Government was 

determined to ensure the supremacy of Whites in South Africa 

by means of segregated education. Education institutions 

would be segregated according to race; white schools would be 

of superior quality, and black schools would, by design, be 

inferior. 

The segregation of education according to race has undertones 

of "conspiracy ideology" (Van Niekerk 1992). The level of 

fear and the feeling of being threatened appeared to have 

been so high that the Afrikaners had to legitimise their 

political domination by means of segregated education. 

Conspiracy ideology is usually -used by a threatened group to 

blame outsiders for causing trouble in society (Foster and 

Louw-Potgieter 1993). Communism, for example, was blamed for 

all the upheavals in South Africa in the 1950s. 

The use of education institutions for the reproduction of the 

social order in South Africa is affirmed by Wolpe and 

Unterhalter (1991: 4 ) : 

Education was seen as an essential mechanism for the reproduction 

of specific components of white domination in post-war South Africa 

- particularly the reproduction of the rigidly segregated 

occupational structure in which blacks were virtually excluded from 

all job categories except that of unskilled labourer, and the main­

tenance of white superiority. 

Against the background of CNE policy and the ideology of the 

ruling class in South Africa, the goals of Apartheid 

education are perceived to have sought to achieve the 

following: 
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(a) To produce a semi-skilled labour force that would meet 

the needs of the capitalist economy at the lowest cost 

possible (Hyslop 1988). 

(b) To socialize black students so that they can accept 

the social relations of apartheid as natural; that is, to 

accept among other things, the supposed supremacy of 

western civilization (read white), and the inferiority of 

their own. Moreover, to believe that the 

dominant-subordinate relations between whites and blacks 

are divinely ordained and therefore inviolate (Wolpe and 

Unterhalter 1991; Nkomo 1990). 

(c) To promote white consciousness and identity for the 

purpose of forging solidarity between white labour and 

capital; and to incorporate politically and ideologically 

white youth and workers into the state as a way of muting 

"rising social and cultural conflicts while laying the 

foundations for a modern education system constructed in a 

racially differentiated manner" (Unterhalter 1988). 

(d) To promote the acceptance of racial or ethnic 

separation as the 'natural order of things" or that this 

arrangement better suited for "South Africa's complex 

problems of national minorities". This is achieved 

through the imposition of separate ethnic schools to 

instill ethnic distinctiveness and pride, enforced 

through separate ethnic residential townships in the 

urban and the bantustans in the rural areas. This is 

considered a patently "divide and rule" strategy (Nkomo 

1990) . 

(e) To promote intellectual under-development. Apartheid 
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education is described as a policy that promotes 

"compulsory ignorance". This is illustrated by the 

following: a 1984 per pupil expenditure rate that was at 

least far greater for whites than it was for blacks 

(Christie 1986: 99); a fifty per cent attrition rate 

among African students by grade seven (Hartshorne 1984: 

42); and barely two per cent of these successfully 

complete the twelve year programme (HSRC 1981: 23); a 

high illiteracy rate among blacks in general and Africans 

in particular; 34,2 per cent of blacks attended university 

in 1984, 21 per cent of those being Africans although 

they represent 73,5 per cent of the population (Race 

Relations Survey 1984: 694-695); blacks in general and 

Africans in particular are under-represented or 

non-existent in such areas as engineering, architecture, 

astronomy, physics, food science and physiotherapy to name 

a few examples. 

An analysis of CNE policy, official statements of 

nationalists, and the goals of Apartheid education seem to 

suggest that education is determined by the character of 

South Africa's racial capitalism and reinforces the social 

relations of apartheid. 

The Bantu Education Act of 1953, amended in 1954, 1956, 1959 

and 1961, was the major instrument by means of which the 

Nationalist Government attempted to shape education to 

attain the objectives stated above. The Extension of 

University Education Act of 1959 applied Apartheid to 

University Education. The universities of Fort Hare (for the 

Xhosa ethnic group), of the North (for the Sotho), and of 

Zululand (for Zulus) were segregated and were to accept only 

students belonging to the ethnic groups each university was 
designed for. 
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It is documented that African leaders resisted the passage of 

the two Acts. Organised political opposition to Bantu 

Education can be traced as far back as the early 1950s. 

Boycotts were organised and alternative schools were set up. 

However, the government mobilised its political forces 

against the mass opposition. Teachers were intimidated, 

unregistered schools were closed down, and the African 

National Congress, which had been one of the chief organisers 

of resistance was banned in 1960 (Roux 1964; Nkomo 1990; 

Wolpe and Unterhalter 1991). This action on the part of the 

government could not have come as a surprise because as 

observed by Dale, 

hegemony is not so much about winning approval for ~he status quo 

... Rather, what seems to be involved is the prevention of rejection, 

opposition or alternatives to the status quo through denying the use 

of the school for such purposes (1982: 157). 

THE DEVELOPMENT OF TEACHER EDUCATION IN THE CAPE 

Lovedale in Alice, was the first formal teacher training 

institution, not only in the Cape, but in South Africa. 

Established in 1841, Lovedale was an ~ nstitution of the 

Glasgow Missionary Society mandated t o train black teachers 

and evangelists. Healdtown, near Fort Beaufort, was another 

teacher training institution established in 1867 by the 

Wesleyan Methodist Missionary Society. By 1910, there were 

eleven teacher training institutions i n the Cape, all being 

the responsibility of the missionary churches, with minimal 

State intervention. These institutions were segregated, and 

were mainly established "to train instructors rather than to 

educate teachers" (Hartshorne 1992: 220). 

A three-year teachers' course which required a standard six 
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pass (LPTC), as well as a post standard eight HPTC were 

introduced. The curriculum consisted of five main 

components: basic professional subjects such as the Theory of 

Education, Educational Psychology and General Method; 

practice teaching; basic teaching subjects (the mother 

tongue, English and Afrikaans, and Arithmetic; and the 

methods of teaching these in the primary schools; the content 

subjects such as Health Education, Religious Instruction, 

Social Studies and General Science; and practical subjects 

such as gardening, needlework, music, physical education, and 

art and crafts. Critics of that curriculum charged that it 

was "overloaded". 

Between the years 1935 and 1948 there was rapid growth in 

teacher education. The number of institutions increased to 

fourteen. The staff complements of these teacher training 

institutions were mostly English-speaking, although there was 

a number of Blacks as well. The forms of control and 

discipline dominant in these institutions warranted their 

being labelled as "schools" instead of "colleges". 

Pre-service teachers wore uniforms, and in some, corporal 

punishment was administered. They displayed a "prescriptive 

and paternalistic, if not authoritarian, approach to the 

preparation of student teachers" (Hartshorne 1992: 229). 

However, credit is due to such institutions for engaging 

pre-service teachers in extra-curricular activities, 

political discussions in debating societies, and provision of 

regular channels of communication between students and staff . 

Then came the Nationalist government in 1948 with its 

subsequent changes in educational policy and leadership, as 

discussed earlier. The Eiselen Commission reported the 

following main deficiencies in teacher education: 
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That was how the Colleges of Education in the TBVC states 

came into being, as will be shown in the next section of the 

current chapter. 

Despite the introduction of new Lower Primary Teachers' 

Certificate (LPTC) and Higher Primary Teachers' Certificate 

(HPTC) syllabi in 1961-62, nothing changed essentially. It 

was only on the recommendations of the 1967 Committee of 

Investigation that the Department of Bantu Education 

abolished the two courses, and replaced them with the Primary 

Teachers' Certificate (PTC) in 1972. The curriculum of PTC 

was set out as follows: (a) Professional subjects: general 

method, educational psychology, theory of education, school 

organization and practical teaching, and religious education. 

(b) Basic teaching subjects: the home language, English and 

Afrikaans, and mathematics. (c) Other teaching 

subjects:health education, social studies and general 

science. (d) Practical subjects: music, needlework, 

gardening, art and crafts. 

The Department of Bantu Education also took charge of 

secondary education. In 1968 the Junior Secondary Teachers' 

Certificate (JSTC), a two-year course after matriculation, 

was introduced. The curriculum was as follows: (a) Group A: 

languages, social studies or biblical studies. (b) Group B: 

mathematics, biology and physical science. (c) Group C: 

commercial sUbjects. (d) Group D: home economics subjects. 

(e) Group E: agricultural subjects. 

The colleges that were under state control were dominated by 

Afrikaans-speaking lecturers. The doctrines of Christian 

National Education (CNE) which were discussed earlier became 

excessively influential. Fundamental Pedagogics, which is 

discussed in the next section, was introduced and became a 
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dominant influence in the professional training of teachers. 

FUNDAMENTAL PEDAGOGICS 

Fundamental Pedagogics is a part-discipline of Pedagogics or 

Theory of Education. It is sometimes called Philosophy of 

Education and purports to be an approach to educational 

theory. The various part-disciplines of Pedagogics follow 

the scientific method, the only authentic method of studying 

education, by using "the phenomenological method" (Fouche 

1978). This science is free of both metaphysics and 

dogmatics (Landman and Gous 1969), and does not apply the 

~ideological approach" to educational theory (Gunter 1974). 

Viljoen and Pienaar "in their widely-prescribed rote-book in 

the sphere of education in South Africa over the past decade" 

(Morrow 1984: 39) distinguish between pre-scientific, 

scientific and post-scientific practice in the sphere of 

education. Values are excluded from the scientific stage, 

whereas values are said to play a prominent role in the other 

stages. Scientific practice, 

aims at discovering the essential structures of the world 

and providing findings, not only of significance to himself 

(researcher), but which are of universal validity (Viljoen 

and Pienaar 1971: 7). 

However, scientific practice can achieve this aim only by 

"setting aside all faith, superstition, dogma, opinions, 

theories and philosophies of life and the world" (Viljoen and 

Pienaar 1971: 38). 

Fundamental Pedagogics, it is concluded, holds that 
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educational theory as a science is value-neutral. However, 

values play a significant role in the pre-scientific and 

post-scientific stages. Enslin observes that the values which 

operate at these two stages "are accepted as given and not to 

be questioned" (1984: 7). The values in operation at the 

pre-scientific and post-scientific stages in South Africa -

Christian National Education - cannot be examined critically 

according to Fundamental Pedagogics. "The political thus 

becomes forbidden speech. It has no legitimate place in the 

realm of science ... To begin the analysis of education within 

another context of a particular educational system or theory, 

would be unscientific .. . " (Enslin 1990: 82). 

Fundamental Pedagogics appears to place considerable 

restrictions on students and researchers. The discipline 

exerts rules of constraint over what may scientifically be 

said about education. The educationist who adopts the 

ideological approach, for example, is viewed with suspicion 

by Fundamental Pedagogicians, because he has his starting 

point in some other world-view and philosophy of life. As a 

result, Educational Theory is subordinated to a particular 

philosophy, ideology or life-view so that it eventually loses 

its autonomy (Enslin 1990: 83). 

From the foregoing description of Fundamental Pedagogics and 

CNE, it is concluded that Fundamental Pedagogics legitimates 

CNE ideology. It does this by endorsing CNE and the values it 

stands for as the accepted policy on education, and by 

excluding the questioning of CNE as a legitimate theoretical 

activity. Fundamental Pedagogics serves only the interests of 

the white Calvinist Afrikaner group, therefore (Fouche 1982; 

Enslin 1990; Morrow 1990). 
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FUNDAMENTAL PEDAGOGICS IN SOUTH AFRICAN TEACHER EDUCATION 

Fundamental Pedagogics is the dominant theoretical discourse 

in South African pre-service teacher education. It is the 

dominant approach to the study of education in the 

Afrikaans-medium universities and colleges of education, and 

at the bilingual University of South Africa. It is also a 

compulsory component of the teacher education curriculum at 

the black universities established in accordance with the 

Extension of University Education Act (1959), as well as the 

black colleges of education following the structures of the 

Department of Education and Training (Enslin 1990; Morrow 

1990) . 

It is interesting to note that despite the establishment of 

these segregated universities specifically for blacks, these 

universities and colleges have been dominated by Afrikaner 

academics, who comprise the overwhelming majority of the 

academic staff within these institutions. Commenting on the 

domination of black universities by Afrikaner academics, 

Matsepe-Casaburi (1991: 10) writes that: 

many of them have their faculties of education dominated by those 

entrenched in the thinking in apartheid ideology, structure and 

processes. 

Matsepe-Casaburi notes the role played by teacher education 

in the reproduction of social relations in South Africa. She 

asserts, 

teacher education/training is the one mechanism by which the 

apartheid system has been able to be reproduced. The teacher 

situation should be one of the top priorities for change if the 

education system is to be altered significantly under a single 

education system (1991: 3 ). 
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Drawing from Foucault's "modes of objectivisation", Enslin 

asserts that by means of Fundamental Pedagogics "teachers are 

subjects themselves and agents of subjection" (1990: 86). 

They are subjected to a theoretical discourse in which the 

political is taboo. They are required to perceive and treat 

children as helpless and incompetent, and therefore in need 

of authority. The aim of pedagogics is to "lead the helpless, 

dependent child to adulthood by the adult pedagogue". This 

aim justifies the enforcement of authoritarian practices and 

discipline (Enslin 1990). 

Althusser demonstrates how an ideology has a material 

existence in an apparatus and its practices. In the faculties 

of education and colleges of education where Fundamental 

Pedagogics is the dominant theoretical discourse, the 

reproduction of the ideology is practised in the following 

manner: (a) Students of education are provided, by means of 

the syllabi, prescribed readings and examinations in 

Fundamental Pedagogics, with the ideology which suits the 

roles which they will have to fulfil as teachers, 

bureaucrats, and professional ideologists. (b) The nature of 

research conducted in the institutions in question is 

determined by the ideology of CNE and by the role of 

Fundamental Pedagogics in the reproduction of this ideology. 

Such research, which excludes issues and analyses which might 

threaten the official ideology, can at best make only a 

limited contribution to issues of theoretical relevance to 

education. (c) The structuring and staffing of departments of 

education is determined by the structuring of Pedagogics into 

its part-disciplines, which reflect, the epistemological 

presuppositions of Fundamental Pedagogics (Enslin 1984: 9). 
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THE BIRTH OF THE REPUBLIC OF CISKEI 

The history of the origin and development of the "homelands" 

is significant for the present investigation. The setting of 

the present investigation is the Ciskei, one of the Xhosa 

Homelands born of the Apartheid Policy. An investigation into 

the preparation of pre-service teachers in Ciskei warrants 

the inclusion of a section that traces the historical roots 

and conflicts which influenced education and curriculum to be 

what they are today in Ciskei. 

To repress further the mounting resistance to Apartheid 

policies, including segregated education, the government 

imposed the bantustan structures of authority. The Homelands 

Policy had its foundation in the Native Land Act of 1913, 

which restricted the Africans' right to own land although it 

did not specify where the restrictions would apply. In terms 

of the Act, Africans were not permitted to acquire land 

outside the scheduled "Native areas" without the consent of 

the governor-general. In terms of the Native Trust and Land 

Act No. 18 of 1936, additional land was released to Africans . 

A South African Native Trust which could acquire land in 

"African areas" was set up. The compelling objectives of 

these laws were to maintain white domination by 

compartmentalizing the country into artificial racial and 

ethnic ghettos (Sobahle 1994); to prevent Africans from 

competing with whites, and to drive them from their land and 

convert them into a workforce. 

The basis of the political development of "Homelands" was 

laid down by the Bantu Authorities Act No. 68 of 1951. The 

Act provided for the establishment of tribal authorities, 

followed by regional authorities. The duties, powers and 

funct ions of these regi onal authoriti es were the promotion of 
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education, construction and maintenance of roads and bridges, 

supervision of livestock diseases, establishment and 

maintenance of health facilities, and the general improvement 

of agriculture. The Promotion of Bantu Self-government Act of 

1959 made provision for the gradual development of 

self-governing black "national" units to self-government and 

independence. By means of this Act, the South African 

Government set about establishing black "self-governing 

homelands", a process which demanded that each legally 

defined ethnic community should have its homeland (Sobahle, 

1994). Eight "national units" (homelands) were designated by 

Section 2 of the Act, which also made provision for the 

appointment of a Commissioner-General. The 

Commissioner-General was to serve as the link betwe_en the 

central government and the "national unit" to which he was 

assigned. This was in keeping with the "trusteeship" role of 

white South Africans mentioned in the Beleid. He was also 

expected to give "advice and guidance" on administrative, 

social, educational and economic matters to the homeland 

government, supposedly by virtue of his "racial superiority" 

over the native who was still at the stage of "cultural 

infancy". The final Act that made the homelands a reality wa s 

the Bantu Homelands Act No. 21 of 1971, in terms of which 

some homelands established their Legislative Assemblies. The 

Republic of Ciskei became an "independent state" in 19 81. 

THE DEVELOPMENT OF CISKEI COLLEGES OF EDUCATION 

The preceding paragraphs served the purpose of tracing the 
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historical development of African teacher training colleges 

in the Cape up to the mid-1970s. The focus of this section is 

the development of the three pre-service teacher education 

institutions in Ciskei. 

Masibulele College of Education 

Origin and establishment 

When the Transkei became independent in 1976, in the 

interests of Homeland Consolidation, Herschel and Glen Grey 

districts were transferred from the Ciskei to the Transkei. 

About 56 000 people, resisting Transkei rule, migrated to the 

Hewu district in the Ciskei as refugees (Davenport 1987). 

As a result of this territorial re-arrangement, orchestrated 

by the South African government in pursuit of its policy of 

separate development, the Ciskei lost two Teacher Training 

Schools to the Transkei: Bensonvale and Mount Arthur. This 

meant that a population of approximately 50 000 was without 

a teacher education institution. The affected residents of 

Hewu, Ntabethemba, and Zweledinga requested the Ciskei 

Education Department to establish a teacher education 

institution in Whittlesea. In a memorandum submitted to the 

Ciskei Government in January 1977 (Appendix P), the M.P. for 

the Hewu district pleaded: 

That the Government of the Ciskei considers converting one of the 

existing schools at Sada into a training school with effect from 

January 1977 ... Be it noted that the authors of the Memorandum do not 

in any way suggest that the bigger scheme of the Governmen~ - of 

putting up a training school at Hewu be dropped in favour of the plea 

made (Myataza 1976: 1-2). 
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The Chief Education Planner of the Ciskei Education 

Department, Mr K B Tabata, was favourably disposed to the 

request and made representations to the Secretary for 

Education (Tabata 1977) (Appendix Q). In response to this 

request, the Honourable Minister of Education, Chief D M 

Jongilanga, sent a memorandum to the Commissioner General, 

requesting the establishment of a Teacher Training School in 

Whittlesea for the Hewu district (Appendix R). The people 

from this district could not send their children to the 

Teacher Training Schools which were under the control of the 

Transkei government, despite their close proximity to those 

Training Schools. The Transkei was rejecting their 

applications for admission on the grounds that Ciskeian 

citizens could not be admitted in education institutions 

meant for Transkeian citizens. It would appear that the 

effects of "the divide and rule" strategy had taken root. The 

Teacher Training Schools in Ciskei could not absorb these 

students either, due to lack of accommodation. 

Stating the case to the Commissioner General, the Minister of 

Education argued: 

In the light of the demand and need for a teacher training school in 

the area an appeal is humbly made to the Honourable Commissioner 

General to draw the attention of the Department of Bantu 

Administration and Development to the urgent need of a teacher 

training school in this area to meet the needs of the people from 

Herschel and Glen Grey who are now settled in Ciskei (Jongilanga 

1977) . 

The application was successful and in terms of Section 3(1) 

of the Ciskei Education Act, 1974, Act No.6 of 1974, the 

Teacher Training School was established in Whittlesea and 

started functioning in January 1978. Later, the Development 
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Bank of Southern Africa (DBSA) established a modern College 

with improved facilities. 

The capacity of the College 

There were twelve classrooms which were shared by Primary 

Teachers' Certificate I and II students (PTC). The enrolment 

was stipulated to be 200 students and the initial number of 

teaching posts approved was twelve (Brooks 1977) (Appendix 

S). The institution was named Masibulele Teacher Training 

School. 

As the years went by, the lecturing staff perceived the 

student:lecturer ratio to be high. They claimed that it 

affected the quality of teaching. The Rector submitted 

requests for the creation of new posts almost yearly, in 

response to the perceived rapid rate at which student numbers 

were soaring. Tables 3 and 4 below summarize the state of 

staffing and student enrolment between 198 8 and 1990. It 

should be noted however, that to an outsider, the number of 

lecturers seemed to be in proportion to the student 

enrolment. 

TABLE 3 

STUDENT ENROLMENT 

1988 1989 1990 

First year 168 180 225 

Second year 159 160 196 

Third year 107 150 123 

TOTAL 434 490 544 

(File No . H 0068/C, 1977-1994). 



Lecturer 

Senior Lecturer 

Head of Department 

Vice Rector 

Rector 

TOTAL 

125 

TABLE 4 

LECTURING STAFF 

1988 1989 1990 

15 19 21 

6 8 9 

5 6 5 

1 1 1 

1 1 1 

28 35 37 

(File No. H 0068/C, 1977-1994). 

Facilities and equipment 

As can be expected in an "ad hoc" institution, the College 

experienced several teething problems that rendered teacher 

preparation inadequate. Although the institution started 

funct i oning in January 1978, by May, facilities were still 

not adequately provided. Appealing to the Chief Inspector in 

Zwelitsha, the first Principal, Mr P Cossie wrote: 

Sir, 

the administration block is bare. I would like to know if the 

Department does not supply office furniture etc. to new schools. The 

office needs a desk, three chairs, a mat. The staff room also needs 

chairs for twelve teachers, a mat and a noticeboard. The office would 

also do with a notice board. The Secretary's office will also require 

its furniture. I have submitted to you an application form for the 

inscallation of a telephone. I have not heard about this since 

(Cassie May 1978) . 
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There was neither running water nor electricity, despite the 

syllabus requirements of garden laying and educational media. 

An appeal for electricity forwarded to the Secretary for 

Works argued: 

Since today's teaching and audio-visual aids are electrified, it i s 

compulsory that this school be electrified so that effective teaching 

may be done through the electrified audio-visual aids (Mrwetyana 

December 1978). 

Due to lack of funds, requests for the increase in number of 

classrooms, water and electricity were turned down by the 

Ciskei Education Department. This resulted in overcrowding, 

as well as neglect of some syllabus requirements, as stated 

in this finding: 

We found the "specialist subjects" and teaching aids sadly neglected 

here (Buys 1980). 

The Principal attributed the neglect of teaching aids to the 

absence of electricity (Appendix T) : 

Most of the teaching aids donated by firms to the college are lying 

unused in the storeroom, as well as Departmental supplied ele c tri ca l 

appliances. Slides and overhead projectors cannot be used as teaching 

aids and students complete their course in complete ignorance. Most 

students complete their course at this college without having seen a 

film show (Gugushe September 1 981). 

Up till 1981, all pleas to the Ciskei Education Department 

for the installation of electricity were unsuccessful. This 

meant that since its establishment in 1978, Masibulele 

College of Education had been operating without electric{ty 

for a period of four years. The Principal appealed to the 

Anglo American and De Beers Chairman's Fund for a donation 
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towards electricity. The Chairman of the fund sent a donation 

of RIO 000 towards electricity (King 1982). Electrical 

installation was completed in November 1982, five years after 

the College had been operating without electricity, despite 

the availability of electrically operated educational media. 

From the evidence found in the foregoing paragraphs, it could 

be inferred that, in keeping with the principles of CNE 

ideology, Masibulele College of Education was segregated, and 

was meant for Africans who were victims of forced removals 

which were part of the homelands consolidation plan. The 

unequal provision of resources resulted in several 

developmental problems which impacted negatively on the 

curriculum, with the result that teachers emerging from this 

College were unlikely to be of good quality. Despite the 

compulsory educational media course offered in the College, 

educational media were "sadly neglected". From the onset, the 

preparation of pre-service teachers in the use of technology 

in education was inadequate. 

Dr W B Rubusana College of Education 

Origin and establishment 

As in the case of t h e Hewu district, Africans who had been 

settled in Mdantsane from the urban areas of East London in 

keeping with the Homelands Consolidation endeavours, also 

experienced similar educational problems. Beyond matric, 

there was no educat i onal institution for their children. 

Representations were made to the Ciskei Education Department 

for the establishmen t of a Teacher Training School. Ten 

classrooms at Pakamile Lower Primary School in Mdantsane were 

made available for =he temporary Teacher Training School. 
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That arrangement brought further disruption because pupils of 

Pakamile Lower Primary were now without a school. They were 

forced by the Department to platoon with Mzingisi Lower 

Primary School, a move always resented by those affected 

because of the inconveniences suffered, such as school 

starting at 13H 00 when the children were less interested in 

learning than in playing, as well as going back home late in 

the afternoon, joining the congestion of workers going back 

home from East London. However, the positive outcome of that 

move was the establishment of the needed College. 

When the Ciskei Education Department was given "autonomy" and 

was "independent" of the Department of Education and Training 

(DET), white officials from DET were sent to "help" the new 

department with its teething problems. All key positions were 

filled by these seconded officials from DET, who continued 

implementing DET policies in Ciskei. A similar procedure was 

followed when Colleges of Education were established. The 

first Principal of Mdantsane Teacher Training School was Mr 

Coghill. The manner in which he was appointed was unusual in 

that the post was never advertised. Orders from above 

installed him as Principal: 

Mr Coghill should be appointed Principal on the instruction of the 

Chief Minister. Mrs. Coghill to be appointed as assistant teacher 

(Tabata February 1976) . 

The forced appointment of white administrators and 

principals in schools meant for Africans suggests that the 

CNE policy permeated every facet of African education, even 

in their so-called homelands. According to CNE Policy, 

education for blacks should amongst other things, be 

organised and administered by Whites (Enslin 1990) . 

Articles 14 and 15 of the Beleid reflect paternalistic 
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sentiments of the Afrikaners (O'Meara 1983) who are said to 

have the task of "Christianizing the non-White races of our 

Fatherland". White South Africans are said to have the duty 

to help the native culturally as the native is still in his 

cultural infancy. The Boer nation regarded itself as the 

white "senior trustee". 

The capacity of the College 

During the first five years, a major problem affecting the 

quality of teaching at the College was the shortage of 

lecturing staff. The situation was aggravated in 1990, when 

the new syllabus structures were implemented. In a letter to 

the Director General~ the Rector of the College wrote: 

The revised structure changed "Teaching Science" to Institute 

Practicum, which is divided into five categories, viz. microteachig, 

school management, educational media, chalkboard work, and teaching 

practice. The revision of the syllabi brought an urgent need for more 

lecturing staff, especially for educational media, chalkboard work 

and microteaching. Even before the revision of the syllabi, the 

College was generally understaffed (Recto, September 1990). 

The new structure introduced Library Orientation and Book 

Education. The revision necessitated the establishment of a 

library. By 1990, the College did not have a librarian. The 

lecturer responsible for Library Orientation and Book 

Education was not able to render valuable services in the 

library due to unmanageable teaching loads. As reported by 

the Rector , "the lecturer is also engaged in the teaching of 

Teaching Science and Practice Teaching". The staffing 

complement, however, was increasing as and when grants were 

made available. Tables 5 and 6 summarise the student 



130 

enrolment and staffing between 1986 and 1990. 

TABLE 5 

STUDENT ENROLMENT 

1986 1987 1988 1989 1990 

PTD I-III 297 

STD I-III 75 

TOTAL 372 

385 

94 

479 

617 

108 

725 

690 

llO 

800 

(File H 0264/C, 1977-1994). 

TABLE 6 

LECTURING STAFF 

1976 1977 1986 1987 1990 

Lecturers 13 25 29 29 

Vice Rector 1 1 1 1 

Rector 1 1 1 1 

TOTAL 15 27 31 31 

(File No. H 0264/C, 1976-1994). 

766 

000 

766 

41 

1 

1 

43 
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Facilities and equipment 

As the institution was still new, it had its own problems. 

Classroom accommodation and ablution facilities were the 

prime deficiencies. As noted by the Principal, Mr Coghill in 

his letter to the Secretary for Education, Mr van Niekerk: 

The present office is far too tiny for the material to be stored and 

the work done. There is no book room, only a very small "Black" 

staffroom and no "White" staffroom. For all these we await 

pre-fabs ... The toilets have been cleaned up and put in working order 

but are not at all adequate for the large enrollment. Incidentally 

there are no separate facilities in this line for white staff 

(Coghill March 1976) . 

From Mr Coghill's letter, which was meant to be read by 

another white "senior trustee", Mr van Niekerk, it is 

reasonable to infer the ideology of the dominant ruling class 

of that period, the racial superiority of whites. Already, 

Africans found themselves in a segregated residential 

township, and in a segregated education institution. That was 

not enough, they also could not share facilities with whites 

within the same premises, as suggested in Mr Coghill's 

letter. 

The Principal repeatedly made representations to the 

department for the building of prefabs that would have the 

following rooms: library, chalkboard room, laboratory, 

teaching aids room, and needlework room. Electricity was not 

available, even though the Mdantsane residential area was 

urban, and had electricity. That had a negative impact on the 

curriculum implementation strategies. Requesting installation 

of electricity, the next Principal of the institution wrote: 
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The school is unable to take advantage of a number of essential 

visual aids and to make arrangements for film shows and other 

demonstrations because we have no electricity (Matebese January 

1977) . 

The Department built a modern college, and it was first 

occupied in 1980. It has three large double storey blocks, 

built with face bricks. The facilities available were as 

follows: library, science lab, biology lab, demonstration 

rooms, media centre, chalkboard room, geography mapping room, 

microteaching room, needle work room, lecture hall, 

twenty-one classrooms, and eight offices. 

The evidence supplied in the previous paragraphs indicated a 

similar pattern with that shown in the development of 

Masibulele College of Education. They were both established 

as "ad hoc" institutions, responding to the complaints of 

displaced people who were victims of the Apartheid policy. 

The institutions were both not funded at the expense of white 

education, as could be seen from the reported lack of 

facilities and equipment. In both institutions, pre-service 

teachers were not adequately prepared for the use of 

technology in education. One cited contributory factor to 

that state of affairs was the lack of facilities and 

equipment. 

Griffiths Mxenge College of Education 

Origin and establishment 

Griffiths Mxenge College of Education was established in 

January 1978 in theZwelitsha Managerial District of the 

Republic of Ciskei. The nearest railway station is King 

William's Town, about five kilometres from the college. The 
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college is located approximately two kilometres from the 

Zwelitsha residential area. 

In his annual report, Mr K B Tabata, Chairman of the College 

Council and Director General of Education in Ciskei explains 

the rationale for the establishment of the college: 

This College, built initially as a training school to meet the need 

for teachers for junior secondary schools, has since qeveloped into a 

fully fledged College of Education. Its early products sustained and 

supported the teaching services which were very brittle in the 70s. 

With the scarcity of suitably qualified secondary school teachers 

coupled with the great demand for secondary education in the Republic 

of Ciskei, the College rose magnificently to the challenge (1988: 4). 

The Zwelitsha residential area is fairly urban, with adequate 

supplies of water and electricity. As in the case of the 

other two Colleges of Education in Ciskei, the buildings are 

modern, red face bricks of imposing double storeys which are 

in stark contrast with the rural schools pre-service teachers 

go to for student teaching. 

The capacity of the College 

Due to the unavailability of documents (H Files), it was not 

possible to report fully for Griffiths Mxenge as it was for 

the other two Colleges. Tables 7 and 8 reflect figures for 

students and lecturers as could be found in annual returns. 
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TABLE 7 

STUDENT ENROLMENT 

1987 1988 1989 1990 

STD 1 332 284 27l 278 

STD 2 244 261 252 211 

STD 3 172 230 211 197 

TOTAL 748 775 734 686 

(ANNUAL RETURNS, DET, March 1987, 1988, 1989, 1990) 

TABLE 8 

LECTURING STAFF 

1987 1988 1989 1990 

African 27 33 31 34 

White 13 9 14 16 

Indian 1 1 1 1 

Coloured 0 0 1 1 

Expatriate 3 3 4 3 

TOTAL 44 46 51 55 

(ANNUAL RETURNS, DET, March 1987, 1988, 1989, 1990) 

Facilities and equipment 

Although Griffith Mxenge College of Education was also 

segregated and was meant for Africans displaced from King 

William's Town, the College was more privileged than the 

other two. The College was established as a result of the 

motiva t ion of the then President of the Republic of Ciskei, 

Dr L L Sebe. From the onset, the College operated on its own 
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premises. The Ciskei Government, as well as business concerns 

such as Via Afrika and Old Mutual, contributed funds and 

equipment. For example, this was the only College with a 

language laboratory and students' residences in Ciskei. 

The influence of socio-political changes on education 

institutions was clear when the colleges had to change their 

names as a result of events outside the colleges. Initially, 

the Governing Council had named the institution Lennox Sebe 

Teacher Training College, after the then "life" President of 

the Republic of Ciskei. The name was changed by pre-service 

teachers after President Sebe had been ousted in a coup d' 

etat by Brigadier Oupa Gqozo, the present military ruler of 

Ciskei. To show rejection of Lennox Sebe's politics, his name 

had to be rejected because it was considered inappropriate 

for an institution committed to the transformation of the 

"system". Griffith Mxenge was an activist, born in the 

region, who died mysteriously, allegedly eliminated b y the 

South African police as a result of his opposition to 

Apartheid policies. His name was considered appropriate. A 

similar incident was experienced in Mdantsane. The name 

Mdantsane Training School was changed to Dr. W B Rubusana, 

after a prominent educationist and evangelist. The trend did 

not leave Masibulele College of Education unscathed. In 199 0 , 

pre-service teachers submitted their demands to their Rector, 

(Appendix U) and one of them was the changing of the name of 

the College: 

We as concerned students of Kathrada College of Education have 

resolved to stage a "Sleep-in" protest in attempt to remind the 

authorities to meet our demands ... The students would like to rename 

the College after the A N C veteran, Ahmed Kathrada .. . If the above 

mentioned demands are not positively met, the Rector should resign 

immediately (File Masibulele A undated). 



136 

The demands were not met, and this led to periodic class 

boycotts. The Department suspended classes in order to 

neutralise the situation (Appendix V). In a notice sent to 

the College, the Minister of Education declared: 

In view of the disobedience and unacceptable behaviour of the 

students of Masibulele College of Education I, the Minister of 

Education in the Republic of Ciskei have decided to suspend classes 

at the above named college of education in terms of Schedule 1 

regulation 1 (b) (c) (d) (h) of Government Notice No. 37 of 1986 for 

an indefinite period with effect from Monday 26 March 1990. Nobody is 

therefore allowed to enter premises of the aforementioned College of 

Education (Nabe March 1990). 

SUMMARY 

The current chapter was concerned with the historical 

socio-political context of Colleges of Education in Ciskei. 

Althusser's insights were used to analyse the part played by 

Fundamental Pedagogics in reproducing the ruling ideology in 

South Africa: the racial superiority of Whites. It was argued 

that according to Christian National Education (CNE), which 

is generally considered to be an expression of the dominant 

ideology in South Africa, the schooling system for Africans 

should by implication, be separate and inferior. 

Although segregated education was already in place when the 

Nationalist Government assumed control of education from the 

missionaries, it was the Nationalist government that 

wrote segregated education into the statute books. The Bantu 

Education Act of 1953, as well as the University Education 

Act of 1959 were the legal means of ensuring segregated 

education for Africans. Although political organisations such 
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as the African National Congress resisted the passage of the 

two Acts, they were unsuccessful because the Nationalist 

government repressed any form of resistance. 

It was also argued that to keep Africans segregated, the 

Nationalist government originated and developed "homelands" 

in terms of the Bantu Authorities Act No. 68 of 1951. The 

Promotion of Bantu Self-government Act of 1959 made 

provision for the gradual development of self-governing black 

"national units" to self-government and independence. The 

final Act that made the homelands a reality was the Bantu 

Homelands Act No.21 of 1971. The Republic of Ciskei, which is 

the setting of the present investigation into Colleges of 

Education, became an independent state in 1981. 

In Colleges of Education in Ciskei, as well as in African 

universities that have been dominated by Afrikaner lecturers 

for many years, Fundamental Pedagogics is a compulsory 

component of the teacher education curriculum. Students are 

provided by means of prescribed syllabi, prescribed readings 

and examinations in Fundamental Pedagogics. Fundamental 

Pedagogics excludes values in the scientific stage of 

research, but at the same time stresses the importance of 

values at the pre- and post-scientific stages. It is 

observed that the values operating at the latter stages 

cannot be examined critically. Interesting to note is that 

those values that may not be criticised are those reflecting 

the ruling ideology:CNE. By implication, it is argued, 

Fundamental Pedagogics legitimates CNE ideology, hence the 

subject is compulsory in segregated education institutions. 

Ciskei Colleges of Education are segregated and were 

established in pursuit of CNE ideology. Three such Colleges 

were established: Griffiths Mxenge near King Williams' Town, 
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Masibulele near Whittlesea, and Dr W B Rubusana near East 

London. All three Colleges experienced serious problems in 

the following areas: lack of running water and electricity, 

shortage of classrooms, equipment, facilities, and lecturing 

staff. These deficiencies had a negative impact on the 

quality of teaching. The educational media course in 

particular, suffered set backs as a result of the gross 

neglect of Ciskei Colleges of Education by the powers 

responsible for supplying resources. 

In line with Althusser's theoretical stance, from its 

inception, the Ciskei Education Department has been 

controlled by white senior officials, seconded to DET. For a 

considerable period, Colleges of Education as well, were 

controlled by such white officials who represented DET 

polici es. 

The human factor in the Colleges of Education is discussed i n 

the next chapter. 



CHAPTER 6 

THE HUMAN FACTOR IN CISKEI COLLEGES 

In South Africa intra-national isolation has also created 
alienation and suspicion among ethnic groups. It is clear that 
people who have been isolated and have not had the opportunity 
to share views with others, tend to think according to 
traditional styles and are not flexible enough to change. Many 
people are not yet ready to change old, obsolete conceptual 
frameworks or thought patterns. 

Petro van Niekerk 1993. 

In achieving the specific need for equality, relevance and 
quality in South African education, the teacher is the key 
person. 

Ken Hartshorne 1992. 

The -shortage of lecturers in Colleges of Education in 

Ciskei was identified as one of the constraining factors in 

the previous chapter. That was a cause for concern because 

the educator is one of the most important elements in the 

teaching and learning situation. The implementation of any 

curriculum depends upon educator involvement. Agreement with 

and understanding of the theoretical base of the curriculum 

are essential to successful implementation. Any curriculum 

therefore, will be severely constrained if educators lack the 

skills, abilities and competencies the curriculum calls for. 

The quality of educators becomes more critical for success in 

education in less developed areas such as the Ciskei. A 

similar observation was made by the World Bank: "Quality 

matters more the poorer the setting ... the poorer the country, 

the greater the effect of school and teacher quality on 

achievement" (Solmon 1986: 9). Beeby (1986: 37) also stressed 

the vital role played by educators in education: 

139 
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"Teachers are the frontline troops of change, and progress 

depends on their own education, motivation and freedom to 

innovate". 

Of equal importance, is the quality of students admitted in 

an institution. The curriculum activities planned by the most 

enthusiastic and able of educators may fail if not 

complemented by the motivation and potential of pre-service 

teachers. An investigation of the human factor in the 

Colleges of Education in Ciskei was considered essential 

because teachers of quality and substance were believed to be 

"a necessary condition for educational transformation" (NEPI 

1992: 1). The focus of the present chapter was the quality 

and capacity of the human beings interacting in Colleges of 

Education in Ciskei. 

CAPACITY OF PRESENT LECTURING STAFF 

As explained in Chapter Fi ve, the Colleges experienced 

serious staff shortages, whilst at the same time student 

numbers were perceived by lecturers to increase at an 

uncontrollable rate. To meet that urgent need for lecturers, 

Rectors applied for the creation of more posts. The 

Department of Education in Ciskei found it difficult to 

increase the number of posts as required, due to financial 

restrictions . The South African government's decision that 

made education an "own affair" impacted badly on Ciskei, as 

in other less developed TBVC states. The Ciskei Republic was 

not in a financial position to bear the costs of quality 

-education due to inequalities in the provision of resources. 

The quality and quantity of education provision in Ciskei has 

lagged behind that of DET education institutions (SAIRR 
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1988). Hartshorne (1992: 131) however, attributes some of the 

financial problems experienced in Ciskei to corruption: 

corruption and military coups have led to an increasing dependence 

upon the central treasury in Pretoria, stricter control by the 

Development Bank and a decrease in the degree of "independence" which 

these territories enjoy. 

All these factors impacted badly on the quality and quantity 

of the provision of education in Colleges of education in 

Ciskei. The numbers of lecturers and pre-service teachers in 

the Colleges as at the time interviews were conducted are 

tabled below. 

TABLE 9 

COLLEGE LECTURERS 

COLLEGE 1 COLLEGE 2 COLLEGE 3 

M F T M F T M F T 

African 6 11 17 12 23 3 5 10 24 34 

White 4 10 14 1 3 4 8 8 16 

Indian 0 0 0 2 0 2 0 1 1 

Coloured 0 1 1 0 0 0 1 0 1 

EXEatriate 5 0 5 2 0 2 3 0 3 

TOTAL 15 22 37 17 2 6 43 22 33 55 

(Annual Returns, DET March 1990) 
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TABLE 10 

STUDENT ENROLLMENT 

COLLEGE 1 COLLEGE 2 COLLEGE 3 

PTD 1 192 238 

2 196 279 

3 123 2 49 

STD 1 33 278 

2 0 211 

3 0 197 

TOTAL 544 766 686 

(Annual Returns, DET March 1990) 

Unlike the position in the 1980s, the majority of lecturers 

in the Colleges were black. The common reason given for the 

reduction of white seconded officials in the Colleges was the 

volat i le situation emanating from p olitical activity. One 

white lecturer attributed the resigna t i on o f white 

lecture rs to violence: 

These Colleges are in the townships that become very violent during 

rio t s. Naturally, we do have justified fears. Even during class 

boycotts our own students become so unrul y that any white person 

could easily be targeted (Lecturer, College two ) . 

That f ear was felt to be justified by the majority of 

lecturers in these Colleges. 

The lecturers in these Colleges felt that their numbers were 

inadequate to cope with the increasing numbers of 

pre-service teachers, given that the cours e s taught included 

both s chool subjects and professional sUbj ects. Lecturers 
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felt overloaded and as a result were unable to give 

pre-service teachers the individual attention they needed. 

All three Colleges shared similar views on the shortage of 

staff. The following explanations which express such 

sentiments were extracted from interviews: 

During exam time I feel the stress. I teach education to PTDs. That 

is always the biggest class in the College. I sometimes think I am 

doing a job meant for two lecturers. I get bored and frustrated when 

I have to teach the same topic to five classes. By the time I reach 

the fourth class, I am so bored that students in those classes get a 

raw deal (Lecturer, College one). 

When you look at the figures you get the impression that the staff is 

adequate. In Colleges things are a little bit different from 

universities. Whereas at varsity a team of more than four lecturers 

shared education, concentrating on areas of specialisation, here that 

is not the case. For three years I have taught education to STD Is of 

no less than two hundred per year. Mind you, there are 140 education 

periods a year which means 140 multiplied by five groups of STD Is 

each year. Think of all the assignments and class tests I mark. That 

is too much (Lecturer, College two) . 

A similar situation existed for microteaching. In one College 

microteaching was a responsibility shared by six lecturers. 

If the student body of that College was divided by six, then 

each lecturer would be responsible for ninety pre-service 

teachers. Given the general microteaching phases of teaching, 

feedback, and reteaching, it was understandable why lecturers 

failed to see all their stUdents' microteaching 

presentations. The heavy teaching loads, per week, of the 

lecturers responsible for microteaching in the College 

concerned, for example are summarised in Table 11. Given the 

eight periods per day stipulated in the curriculum, the 

workloads of the lecturers left little room for creative 

work, and opportunities for staff to demonstrate teaching 
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strategies among themselves. 

TABLE 11 

TEACHING PERIODS PER WEEK 

STAFF PERIODS 

HOD 10 

Senior lecturer 19 

Lecturer 24 

Lecturer 24 

Lecturer 25 

Lecturer 25 

The teaching loads of lecturers in these Colleges should be 

viewed against the background of the number of periods per 

week, the duration of each period and the number of days 

pre-service teachers actually attended lectures. For example, 

there were two hundred official working days in these 

Colleges in 1990 and 1991 respectively. However, due to the 

most turbulent riots in the communities served by the 

Colleges, pre-service teachers stayed away from lectures for 

approximately fifty per cent of the scheduled working days. 

In addition, the duration of each period was thirty minutes 

and there were fifty-one periods per week. 

The negative impact of staff shortages was also evident in 

educational media, which was compulsory for all pre-service 

teachers. In College one, for example, educational media was 

a responsibility of one lecturer for a student body of five 

hundred and forty-four. A similar situation existed in 
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College three where a single lecturer was responsible for 

teaching educational media to six hundred and eighty-six 

pre-service teachers. An even worse situation was . the 

unavailability of a media lecturer in College two, a 

situation which meant that a student body of seven hundred 

and sixty-six went without tuition in educational media. 

In practical terms, functional hands-on experiences for 

pre-service teachers were not likely to materialise. For a 

single educational media lecturer to supervise and give 

guidance to seven hundred and sixty-six students was 

obviously impossible, as explained by media lecturers: 

I would not say we prepare our students in the use of educational 

media. That would be an overstatement, if not a lie. All I can do 

under the present circumstances is to tell them about educational 

media and how they function. The rest I leave to subject method 

lecturers, though I know they cannot manage (Lecturer, College two) . 

The blame for staff shortages was put on the employing 

department: 

If the department was serious about the educational media course, 

more grants for the appointment of at least five more media lecturers 

would be made available. Then six media lecturers would work hand in 

hand with method lecturers (Lecturer, College three) . 

The latter view was shared by several subject method 

lecturers who saw the need of their involvement in the 

educational media course, but felt overburdened: 

Much as we would like to participate in the educational media course, 

we are constrained by numbers. Perhaps when we are called subject 

method lecturers, you think we are only responsible for subject 

me thods. No, we also teach subject content. Since this is an 
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integrated course, we teach both subject content and subject method. 

If more subject content lecturers could be employed, then subject 

method lecturers would be able to concentrate on subject related 

educational media. At the moment we can't. We only mention the 

importance of educational media without teaching them how media could 

be integrated in their lessons (Lecturer, College three). 

Viewed against the background of such working conditions, the 

capacity of lecturers in these Colleges was likely to impact 

negatively on curriculum activities as may be seen in the 

ensuing chapters. 

ADMISSION TO TEACHER EDUCATION 

As explained in the beginning of the present chapter, the 

quality of educators influences the quality of curricular 

experiences. By the same token, the quality of pre-service 

teachers admitted is an important variable in the teaching 

and learning environment. 

Lecturers 

Lecturers' employment criteria were similar to those applied 

in other DET Colleges. Commenting on such criteria in an 

investigation of Colleges of Education in KwaZulu, Salmon and 

Woods (1991: 12) write: 

The recognised criteria are straightforward, and consist of a 

three-item shopping list: academic qualifications, professional 

qualifications, and experience. Translated into actual expectations, 

this means that all academic staff at colleges of education should 

possess at least a Bachelor's degree, a recognised teach~ng 

quali fication and a minimum of five years' teaching experience. 
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The qualifications of college staffs are generally accepted 

as an indicator of their quality and competence (NEPI 1992), 

although as a yardstick, qualifications are still a "rough 

and tentative" measure (Hartshorne 1992). 

Figure 4 reflects employment requirements for a lecturer's 

post a s advertised in a local newspaper. 

FIGURE 4 

ADVERTI SEMENT 

VACANCY: LECTURER POST 

School Management and Education. 

Qualifications: B. PED or B.Ed 

Experience: Minimum FIVE years teaching 

in a High School. Closing date: 09 

September 1990. 

The successful candidate will be expecte d 

to c ommence duties on 01 Octobe r 1 990 . 

Applications to be sent to: 

Private Bag X503, Zwelitsha 56 0 8. 

(Daily Dispatch September OS, 1990: 13) . 

Academic qualifications 

When t he annual returns, quarterly returns and questionnaires 

were analysed, it was found that the majority of lecturers 

qualif i ed to be College lecturers in that they met the 

required criteria. The qualifications of lec ture rs are 

summar i sed in Tables 12, 13, and 14. 
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TABLE 12 

LECTURERS' QUALIFICATIONS 

COLLEGE 1 CATEGORIES 

n =37 B C D E F G TOTAL 

African 2 0 7 8 0 0 17 

White 2 6 6 0 0 C 14 

Indian 0 0 0 0 0 0 0 

Coloured 1 0 0 0 0 0 1 

EXEatriate 0 0 3 2 0 0 5 

TOTAL 5 6 16 10 0 0 37
1 

TABLE 13 

LECTURERS' QUALIFICATIONS 

COLLEGE 2 CATEGORIES 

n = 43 B C D E F G TOTAL 

African 2 10 7 13 3 0 35 

White 0 2 2 0 0 0 4 

Indian 0 0 0 1 0 1 2 

Coloured 0 0 0 0 0 0 0 

Expatriate 0 0 0 1 1 0 2 

TOTAL 2 12 9 15 4 1 43 

1 Categories were described as follows: 
B= m+2; C= m+3; D= m+4; E= M+5; F= m+6; G= m+7 
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TABLE 14 

In view of the segregated nature ·of the Colleges in Ciskei, 

more attention was paid to the qualifications of African 

lecturers because the Colleges were meant for Africans. The 

academic qualifications of African lecturers in College one 

had improved in that none had matriculation as the highest 

qualification. All lecturers had Bachelors' degrees. However, 

since 1990, the content of the school related subjects was 

upgraded to be on a par with university undergraduate 

courses. In view of the demands of the revised and upgraded 

PTD and STD curricula therefore, the overall academic 

qualifications of the majority of lecturers seemed 

inadequate. 

From Table 12 it can be seen that ten lecturers (27 per cent) 

were in category E, and sixteen (43,2 per cent) were in 

category D. Chances were that those in category D did not 

study education as a formal discipline, save for the 

introductory topics on education they were exposed to in 

teacher training. They were therefore not likely to be as 
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confident and competent as their colleagues in category E. 

The fact that category D lecturers constituted the highest 

percentage (43,2) was a cause for concern in this College, 

but nothing could be done because officially, the lecturers 

qualified to be College lecturers in terms of requirement s . 

The absence of lecturers with Masters and Doctors degrees 

meant that the majority of lecturers (72 per cent) in the 

College concerned had no post-graduate courses in education . 

At the same time, thirty-two per cent of the lecturers had no 

degrees. Qualifications of lecturers in College one were so 

inadequate that forty-three per cent did not qualify to be 

lecturers and were named "teachers", as can be seen in 

Appendix K. As could be expected when qualifications were 

not so adequate, lecturers in College one were indifferent , 

conservative and lacked initiative: 

We are in need of staff development courses and workshops that c ould 

be organised by outs iders. If you suggest anything, nobody is 

interested and you just g i ve up. They will never corne with ideas even 

when issues affecting them directly are discussed. I never know 

whether it is out of igno r ance or lack of interest, but because of 

low qualifications I am i nclined to think lecturers need help 

(Rector, College one). 

When your qualifications are appropriate you have nothing t o fear. 

Our staff refuse to give demonstration lessons for students in the 

very courses they teach. Their approach is very bookish and old 

fashioned. They are scared to be found wanting in skills by their 

students. They hide behind the textbook and the lecture method. Wha t 

is worse is that they are very defensive. I cannot repeat this in the 

presence of other lecturers because we hate criticism of any kind 

(Rector, College two) . 

Unlike in College one, l ecturers' qualifications in College 

two were much better. With the exception of three lecturer s , 
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all staff members were graduates. A reasonable number of 

lecturers (46,4 per cent) had senior degrees which meant that 

they had more grounding either in education or school related 

disciplines. The situation in College three was more 

promising than in the other two. Whilst lecturers with 

Masters degrees constituted fourteen per cent of the sample, 

forty-five per cent had the post-graduate Bachelor of 

Education degree which meant that they had more exposure to 

the theoretical study of education. 

Category B lecturers did not have degrees which meant that 

the level of their subject content was equivalent to that of 

the students. Under such circumstances, lecturers were not 

likely to be flexible and creative. As may be seen in the 

ninth chapter, they patronised the safest teaching method: 

lecturing and their students memorised notes and gave them 

back to the lecturers in tests and examinations. That style 

of teaching is very unlikely to promote critical reflection, 

instead it usually leads to rote-learning and passivity. 

Viewed in isolation, the qualifications of African lecturers 

seemed acceptable. In fact, the perceptions held by lecturers 

themselves re-inforced that view: 

Everybody here is qualified enough to be a lecturer. Only one or two 

individuals do not have degrees. Even those have degree courses 

(Lecturer, College three) . 

I do not know why the upgrading of qualifications is stressed so much 

these days. Every public speech about transformation mentions this. 

We were employed because we met all the requirements (Lecturer, 

College two). 

However, when compared with the qualifications of whites in 

segregated Colleges meant for whites, the qualifications of 



152 

African lecturers were lower. Table 15 compares the 

qualifications of African and White lecturers in Ciskei 

Colleges, whereas those of staff in white Colleges are 

summarised in Table 16. 

G 

White 201 

African 0 

TOTAL 201 

TABLE 15 

LECTURERS' QUALIFICATIONS 

African 

White 

TOTAL 

F 

32 3 

o 
3 23 

CISKEI COLLEGES 

G F E D C 

0 5 61 45 11 

0 5 7 10 6 

0 10 68 55 17 

TABLE 16 

LECTURERS' QUALIFICATIONS 

WHITE COLLEGES 

E 

240 

o 
240 

CATEGORIES 

D 

218 

o 
21 8 

C 

17 

o 
17 

B 

2 

o 
2 

B 

7 

5 

12 

TOTAL 

129 

33 

162 

TOTAL 

1101 

o 

1101 

It was interesting t o note that the qualifications of white 

lecturers in Ciskei Colleges were much lower than those of 

their counterparts i n white Colleges. A similar observation 

was made by the NEP I investigation into teacher education i n 
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South Africa: 

It is significant also that 69% of lecturers in the DET colleges are 

white and that the majority of these lecturers are in categories D 

and E, one category lower than their colleagues in white colleges 

(1992: 30). 

The academic qualifications of the sample of thirty lecturers 

who were supposed to be guiding pre-service teachers in the 

use of educational media in the three Colleges were also 

found to be inadequate as reflected in Table 17. 

TABLE 17 

LECTURERS' QUALIFICATIONS BY CATEGORIES 

n=30 G F E D C B TOTAL 

Educational media 0 1 2 1 0 0 4 

Microteaching 0 0 6 7 2 0 15 

Subject methods 0 0 2 9 0 0 11 

TOTAL 0 1 10 17 2 0 30 

The majority of the lecturers supposed to be involved with 

the educational media course (70 per cent) cited lack of time 

as an inhibiting factor when they wished to improve their own 

manipulative skills. Due to their desire to upgrade their 

academic qualifications, the little time they had was saved 

for writing assignments and holding discussions among 

themselves. One of the two lecturers ~n category C felt 

insecure and was improving her qualif ications: 
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I must pass exams and get this degree, otherwise I will continue 

feeling insecure. Academically I do not qualify to be here, but they 

appointed me because of my Home Economics experience. Studying whilst 

working is very difficult . Though I also have to learn how to use 

media, at the moment I do not have time. Perhaps I will try after 

completing my degree (Lecturer, College one) . 

Financial considerations compelled lecturers to use their 

extra time upgrading their qualifications: 

I never wanted to work here because of my low qualifications. When 

the Zwelitsha Training School was closed down, we were transferred to 

this College. It was only then that the need to improve 

qualifications struck me. I think I am the least paid lecturer here 

and that is very hard on my family. I cannot be wasting my time 

learning how to use media, when I am still struggling with my degree. 

The major thing is to get my degree so that I can think of learning 

other things that are not going to improve my salary (Lecturer, 

College two). 

The need to improve qualifications was expressed even by the 

lecturers who already had Bachelors' Degrees as indicated by 

the two educational media lecturers in category D: 

I have reached the top of my scale. For me to earn a better salary I 

need to have a higher qualification that will push me to category E. 

That is why I am doing B Ed. Nobody is interested in learning things 

like educational media because they will not ensure a higher salary. 

During our free periods we discuss our assignments because we find it 

difficult to meet after hours. The Department is at fault because if 

you already have a degree, yo~ are not allowed to go on paid study 

leave. What else can we do except using the only time we have here 

(Lecturer, three). 

Competition for promotions also pushed lecturers to use their 

spare time upgrading qualifications: 
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Apart from my wish to earn a better salary I also wish to be 

promoted. When we ask why Whites, Coloureds, and Indians are always 

holding senior positions, we are told that it is because of their 

high qualifications. I must get my B Ed in order to be a senior 

lecturer. I know I have to improve my abilities in educational media 

as well, because I teach the course, but, a greater need is to get my 

B Ed so that I can be promoted. That way I will also earn more money 

(Lecturer, three). 

The pressure on lecturers to attain higher qualifications was 

likely to have a negative effect on their teaching. For many 

lecturers, the pressure shifted the goal of education from 

that of teaching pre-service teachers effectively to that of 

passing their own examinations in order to get better 

salaries and promotions. From the above extracts it could be 

seen that the pressure to upgrade qualifications impacted 

negatively on their professional commitment. Understandably, 

given their "inferior" position in the stratified society, 

rather than improving their own deficiencies in educational 

media training, lecturers concentrated on upgrading their 

academic qualifications, satisfying their need to be 

perceived by employers as equal to their white counterparts. 

A similar finding on DET teachers was reported by de Vries: 

The teacher is faced with a situation of Hobson's choice; horne and 

family corne first, so that to ensure that she has a job with a decent 

salary, she concentrates on her studies and - to a great extent -

neglects her teaching obligations (1989: 454). 

Those who did not have degrees (12) included the following: 

home economics lecturers who by virtue of their practical 

experience in the subject either in primary or secondary 

schools, were appointed, due to the Colleges' failure to find 

a graduate with home economics. The reasoning behind this was 

the scarcity of African lecturers with specialisation in 
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auxilliary subjects. The Head of Department for Professional 

Subjects in the College with several lecturers without 

degrees explained the situation as follows: 

Our teachers graduate from Fort Hare in most cases. There is no 

home economics in our black Universities. That is why we have 

problems (Rector, College three). 

The same reasoning was applied to other subjects as well. 

Fine arts, music and physical education fell under this 

category, and this applied to all Colleges. 

For critics from Education Departments other than DET, 

condoning the appointment of lecturers who did not meet 

stated requirements might be inexcusable. However, given the 

realities of Apartheid education, it seems reasonable to 

suggest that student needs dictated the employment of such 

lecturers. The scarcity of African lecturers with required 

qualifications in auxilliary subjects such as those mentioned 

above seems to have been imposed on Africans by the South 

African Government, by preventing Africans from enrolling in 

white campuses that offered such courses at degree level. 

What could still be faulted though, was the failure of the 

emplo ying department to provide staff development 

opportunities for affected lecturers, so that their subject 

knowledge and instructional methods might be upgraded. 

Professional qualifications 

An analysis of professional qualifications showed that whilst 

the majority of lecturers had the one-year post graduate 

dipl oma , some had the professional certificates that had been 
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discontinued and replaced due to their unacceptability in the 

African communities. The perception held by Africans was that 

the professional qualifications concerned were inferior to 

those of other race groups. That perception was reinforced by 

the realisation that the salaries of teachers with the 

qualifications in question were lower than those of other 

race groups. Table 18 summarises the discontinued 

professional qualifications of College lecturers. 

TABLE 18 

DISCONTINUED PROFESSIONAL QUALIFICATIONS 

PTC JSTC HPTC SSTC SETC NPL TOTAL 

COLLEGE 1 15 7 4 1 1 0 28 

COLLEGE 2 2 10 2 0 2 0 16 

COLLEGE 3 5 2 3 0 4 1 15 

TOTAL 22 19 9 1 7 1 59 

African lecturers with the post-graduate, one-year Secondary 

Teachers' Diploma, went to segregated state universities 

meant for Africans. The forty-seven per cent that had B Ed 

degrees, had also been to Apartheid universities. The 

emphasis of the teacher education institutions which the 

majority of lecturers attended was on "teacher training" 

rather than "teacher education". They focused largely on 

practical teaching skills and knowledge of curriculum 

content. As explained in Chapter Five, the curriculum 

concentrated on professional subjects, basic teaching 

subjects and practical sUbjects. The doctrines of Christian 

National Education and Fundamental Pedagogics were extremely 

influential in the professional training of pre-service 
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teachers. In Hartshorne's words, teacher training was 

characterised by a "closed, narrow, ideological approach that 

failed to produce teachers of quality and commitment" (1992 

236) • 

During observation, the majority of lecturers taught in an 

authoritative and prescriptive manner. They almost had a 

complete dependence on the textbook and on note giving. There 

was little discussion and questioning. They often showed a 

lack of confidence as will be shown in Chapter Nine. 

Experience 

The requirement of five years' experience, ho~ever, was 

reported not to be observed at all times by Rectors when they 

appointed lecturers. Cases of lecturers who were appointed 

without five years' experience were reported in all colleges. 

Some were appointed because they had honours degrees and some 

experience, and were believed to be able to teach academic 

subjects to pre-service teachers. Others were appointed 

because they were available at a time when the college was 

stranded and pre-service teachers were not receiving tuition 

at that given time. The words of one Rector reflected the 

sentiment that, rather than leaving pre-service teachers 

untutored whilst that post was being advertised, 

inexperienced persons should be appointed: 

It is better to appoint a person with appropriate academic and 

professional qualifications. Experience will be gained on the 

job. If we do not do that, students will be tired of waiting and 

will strike (Rector, College three). 

It was also reported that some lecturers, although they had 

Bachelor's degrees, did not have the appropriate professional 

qualifications for t he courses they were of fering : 
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There are people with secondary education diplomas who teach 

PTDs and some with primary education diplomas who teach 

STDs (Lecturer, College two). 

Cases of lecturers who were required by the colleges to teach 

courses they had no experience in were reported. Examples of 

lecturers whose experience with the education disciplines was 

gained only when they were doing the one-year post-graduate 

teachers' diploma were given. In view of the broad scope of 

the revised teacher education syllabi, such people found it 

difficult to be comfortable with their teaching 

responsibilities. In the words of one education lecturer: 

It is very difficult for me to try teaching methods other than the 

lecture method because I am not comfortable with education. We were 

not taught topics such as these in UED. Perhaps lecturers with B Ed 

sould teach this course (Lecturer, College three) . 

The i nadequate preparation of college lecturers for their 

curriculum activities was evident in one lecturer's response : 

Wha t makes matters worse i s that even if we could be allowed to 

make changes, I don't think all of us would welcome the idea becaus e 

people do not know c urriculum design (Lecturer, College one). 

The teaching experience of lecturers varied, as explained 

above. It also influenced lecturers' attitudes and 

curricular practices. Table 19 summarises the overall 

teaching experience of lecturers, irrespective of school 

type. 
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TABLE 19 

LECTURERS' TEACHING EXPERIENCE 

5 - 10 

13 

15 

24 

11 - 15 

23 

18 

20 

16 - 20 

9 

16 

10 

21 - 25 

9 

9 

7 

26+ 

7 

7 

5 

In the case of College one, for example, forty-four lecturers 

had taught for more than ten years. It was likely that due to 

their experience, they could be influential. Some of them 

held senior positions in the hierarchical structure of the 

College, and therefore participated in decision making. Of 

those with more than ten years' teaching experience, eight 

were senior lecturers, eight were heads of departments, and 

two were rectors. In most cases, such lecturers served the 

purpose of imposing departmental stipulations. Lecturers in 

junior positions complained about the seniors' conservatism 

and resistance to innovations: 

What discourages me the most is my head of department's attitude when 

I come with suggestions. He discourages any departure from syllabus 

stipulations. The moment a person tells me about his experience when 

he opposes my views, I give up because I have little experience after 

all (Lecturer, College one). 

The experienced lecturers who participated were found to be 

stubborn and conservative: 

I have been around for a long time. With our teaching methods we get 

results. These new methods waste time. We have to finish the syllabus 

with or without this fancy stuff (Lecturer, College two). 



161 

We have produced so many teachers using our blackboards and 

textbooks. Students need to listen to our lectures in order to pass 

exams. These class discussions get out of hand and before you know 

what is happening, students are discussing politics. If you teach 

them you can prevent that (Lecturer, College three) . 

On the contrary, lecturers with less than ten years' teaching 

experience, were usually enthusiastic about innovations, 

though they had limited experience of conditions in the 

schools: 

My experience here is that -the lecturers who have served the College 

for a long time resist any new suggestions. They discourage you with 

their remarks. The bottom line is that they think new lecturers know 

nothing and older ones know everything as a result of their 

experience. 

If only I had the power to influence my colleagues we could bring 

about some changes to our teaching strategies at least . For e x ampl e I 

have been suggesting the use of projects and group assignments, but 

nobody is interested. Lack of time is used as a reason for postponing 

the implementation of changes. 

The curricular activities of lecturers are dealt with in 

detail in Chapter Nine. 

Pre-service teachers 

As explained in Chapter Five, the admission criterion for 

pre-service teachers is completion of secondary education. 

Colleges were unanimous in their criticism of the quality of 

pre-service teachers who were products of DET schools. The 

lack of a "culture of learning" in schools was cited as a 

contributary factor to the poor quality of pre-service 

teachers, as shown i n the lecturers' explanations during 
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interviews: 

Since the 1976 riots and school boycotts the standard of education in 

our schools has gone down. Students do not learn. They expect 

teachers to spoon feed them for tests and examinations after having 

absented themselves from classes (Lecturer, College one) . 

If teachers give them homework, they do not do it. If they are asked 

questions in class, they do not respond . When asked to make notes 

from textbooks, they say teachers are lazy. They simply memorise 

everything (Lecturer, three). 

Pre-service teachers emerge from the environment described 

above. They come to the College with negative attitudes which 

render teacher education of quality an unrealisable dream. A 

vicious circle is created in that the same pupils who were 

unruly in schools become unruly in Colleges. When they 

visited schools for teaching practice, they were confronted 

by the hostile environment characterised by declining 

motivation to learn. This environment in turn impacts 

negatively on pre-service teachers' attempts to practise 

teaching skills. 

Lecturers also attested to a loss of confidence in the 

matriculation public examinations controlled by DET. 

Allegations such as the following were made: 

Some of these students are products of "intluva", and they know 

nothing. Others cheated in the examination rooms and invigilators did 

nothing out of fear (Lecturer, College three). 2 

2 The te~ "intluva" refers to the alleged leaking of Matriculation examination question 
papers pnor to the commencement of examinations in some circuits. 



163 

How can we trust the results when such bad things are said about 

examiners and markers. Unqualified people, even clerks and students, 

are hired to mark. They are there for money and are not thorough 

(Lecturer, College two). 

Lack of motivation and potential to be teachers were also 

cited as contributing to the poor quality of pre-service 

teachers: • 

Some of these students came here on the rebound. They initially had 

hoped to be admitted in universities for degrees, but due to their 

failure to obtain matriculation exemptions, were not admitted. 

In the African community, teaching is regarded as a soft 

option meant for everybody, irrespective of potential. That 

attitude originated during the early 1970s when after 

standard eight, candidates could enroll for the two-year PTC. 

More often than not, PTC was chosen by two categories of 

candidates: those with not so good examination results, and 

those whose parents were eager for an income. Matriculation 

was perceived to be meant for those with good standard eight 

results. The problem of selecting quality students for 

teacher education is not peculiar to Ciskei. In an 

investigation of Colleges of Education in KwaZulu, one rector 

explained: 

It's rather chaotic because of the large numbers of applicants. I'm 

not sure whether we get the best students. We don't know about the 

students' backgrounds or attitudes. We can't guarantee that the 

students we take will turn out to be good teachers (Salmon .and Woods, 

1991, p.23). 

If standards from o t her education systems are accepted as a 
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measure, the selection procedures in Ciskei seemed to be 

inadequate. The UNESCO recommendation on selection was as 

follows: 

Admission to teacher preparation should be based on the completion of 

appropriate secondary education, and the evidence of the possession 

of personal qualities likely to help the persons concerned to become 

worthy members of the teaching profession (quoted in Dove 1986: 191). 

In Ciskei, the School-leaving Certificate holders, instead of 

candidates with exemptions, were the ones who applied for 

admission and were admitted. Pre-service teachers were 

admitted not on the basis of personal qualities amenable to 

teaching, but on matriculation symbols. Such selection 

proc~dures did not guarantee good pre-service teacher quality 

and impacted badly on teaching and learning, a matter to be 

dealt with in the chapter on the use of educational media. 

COLLEAGIALITY AND COLLABORATION 

Colleagiality refers to "the genuinely non-threatening state 

of mind that exists between teachers who are prepared to 

assist each other in arriving at a joint understanding of 

their own and each others' teaching" (Smyth 1984: 33). 

Champions of teachers as collaborative learners regarded 

colleagiality and collaboration as major cornerstones of any 

strategy likely to succeed in improving teaching (Cogan 1973; 

Goldhammer 1969; Smyth 1984). The nature of human 

relationships and issues of reciprocity and trust seem to be 

central to what educators do among themselves as 

professionals (Willie and Howey 1981) . 

There was minimal unity among lecturers in the Colleges. 
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African lecturers resented actions they associated with the 

racist perception that whites were superior whilst blacks 

were inferior. For example, lecturers complained that all 

facilities, especially those with technological equipment, 

were never put in the custody of African lecturers. The 

explanation which was common was that when the Colleges were 

established the management was white, and the majority of 

lecturers were also white. Subjects that were considered 

"important" were allocated to Whites, whereas Africans were 

expected to teach subjects that were rejected by their white 

counterparts, who earned higher salaries than Africans with 

similar qualifications and experience. One media lecturer 

asserted: 

As long as you are an African, you are given minor 

responsibilities. We used to teach Xhosa, religious instruction, 

music and physical education in these Colleges, when Whites were 

teaching history, pedagogics, and subject didactics. Things 

changed only when African Rectors were appointed, but they have 

not changed much. 

When the rooms were visited, it was found that the lecturers 

in charge were Whites, Coloureds, Indians and Ghanaians. The 

language laboratory, the computer room, the media centre, the 

photocopy room, the library were examples of rooms the 

researcher found manned by lecturers belonging to race groups 

other than black South Africans. It was curious to note that 

the qualifications of the lecturers concerned were no 

different from those of the majority of African lecturers. It 

was also found that these black South African lecturers 

resented this arrangement. Some of the resentment was 

witnessed by the researcher in one College. Results for the 

1993 academic year were extremely poor, and third year 

pre-service teachers who failed were prevented from 
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re-registering as full time students for 1994. They were 

invited to come and write the final examinations in November 

1994 so as to allow space for the 1994 intake of first year 

pre-service teachers. To the students concerned, that 

decision was unpalatable. They believed that the results had 

been tempered with by lecturers who were retaliating for 

student activism on campus. Pre-service teachers invited the 

management, which was white, and the lecturers in charge of 

examinations, who were also white, to a meeting in the 

College Hall. The staff was interrogated about the high 

failure rate and the decision to prevent students from 

registering as full time candidates. The Acting Rector 

invited all lecturers to meet with the students in the 

College Hall. When the students' allegations were heard, the 

majority of African lecturers left the Hall. Remarks such as: 

"they exclude us from important duties, let them face the 

music", were heard. The end result of the events of that day 

was physical assault of white lecturers by pre-service 

teachers. Two white lecturers were s o badly injured that they 

were hospitalised for quite a period. The South African 

Embassy in King William's Town reacted by withdrawing white 

staff from that College. 

The level of trust was affected adversely in the College 

concerned. When the pre-service teachers had re-written the 

examination in July, lecturers had to resume dutie~. On the 

first day, lecturers and pre-service teachers were addressed 

by officials from the Ciskei Department of Education. 

Lecturers did not take kindly to being reprimanded in the 

presence of the very students who had shamed them. The 

following statements express their strong feelings: 
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In front of the students who were insulting us together with their 

parents, we were told that our authority as lecturers was subject to 

students' approval. How can they respect us? I wish I could find 

another job. I have had enough (Lecturer, College three). 

Officials expect us to move on as if nothing happened. I don't trust 

these students anymore after they attacked us. What if they attack 

you in the lecture room if they disagree with you? They expect to 

pass irrespective of their performance. They are confronting 

lecturers who gave them low marks, meanwhile they were assessed on 

merit (Lecturer, College three). 

In another College, the attitudes of lecturers were sometimes 

so hostile that amongst themselves, African lecturers made 

negative remarks about lecturers of other race groups. A case 

in point is the day one media lecturer needed to make a copy 

of a question paper for the researcher. The lecturer went to 

look for the photocopier "minder" and could not find him. 

When the lecturer came back to the staffroom, this remark was 

made in Xhosa: 

Eli Lawu maliye kugeza eBreidbach, li yeke ukuphatha apha e ... 

YiCollege yethu leo Libaleka ntoni pha ya. Yhazi akafuni kundinika 

izitshixo zephotocopy room. Uthi mandi linde abuye eklasini 
3 (Lectu rer , College two). 

Such remarks betrayed the tension existing in the Colleges 

among lecturers, especially between Africans and 

non-Africans. A similar incident happened yet again. A media 

lecturer wished to use the computer room to retrieve a 

question paper and a book list for the researcher. Although 

we had already entered the room, the person in charge stood 

3 The lit~ral translation of this utterance i s: This Coloured must stop 
stop plaYl~g the fool here and go to Breidbac h. This is our College. What 
lS he runnln g a way from in Breidbach? He r e fuses to give me keys for the 
photocopy ro om. He says I must wait until h e returns from l ectures . 
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there, explaining that it was time for him to leave, and he 

could not leave us in the computer room. The media lecturer 

could not attain her goal, as a result. The lecturer in 

charge of the computer room was an Indian, and that made the 

African lecturer complain vigorously, explaining that he 

would have left the room open for other Indians and Whites. 

The media lecturer took the opportunity of pointing out to 

the researcher that the incident was an example of the 

factors contributing to the underutilization of media in 

Colleges. The lecturer's belief was that, if a media lecturer 

could not be trusted with keys to rooms that house 

technological equipment, then nobody else could be trusted. 

As lecturers, they were not prepared to "beg other lecturers" 

for curriculum materials. These incidents suggest that in as 

far as race relations are concerned in the Colleges, all was 

not well, and that atmosphere was likely to affect the 

quality of teaching. 

In one College, very sophisticated equipment was installed in 

the microteaching centre. A staff of sixty-one lecturers 

depended on the expertise of one white lecturer for the use 

of the centre. The reason given for that situation was that 

the company that installed the equipment, as well as the 

expert who was invited to demonstrate its use were working 

with only the white lecturer concerned. When the 

qualifications of the white lecturer were analysed in the 

quarterly returns, and annual returns, they were found to be 

wanting. The lecturer was one of those who did not even meet 

the employment criteria. The lecturer had Matric and the now 

discontinued two-year Junior Secondary Teachers' Certificate. 

The lecturer was fifty-five years of age and had fixed views 

about the running of the centre. For example, in an informal 

discussion, the lecturer asserted: 
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My colleagues think I am a pain in the neck. I never allow any 

student to work in this room if I am not here. When any lecturer 

wants to use the room, I hand out the keys and they have to sign for 

them. Before accepting the keys I check if everything is still in 

order. You see, the person who taught me how to operate this 

equipment is now in Germany and the firm that installed it is in Cap e 

Town. If a single wire is loosened, nobody will know how to fix it 

and it will take time for the company to repair it. 

While the lecturers' manner may be described as efficient, it 

might be counterproductive at the same time. Instead of 

running a workshop for other lecturers on the use of the 

equipment, the lecturer seemed to enjoy "baby sitting" the 

equipment. Other lecturers ' did not take kindly to her 

attitude and felt that this was perpetuated simply because 

the lecturer was white. The head of department for 

Professional Subjects, under whose jurisdiction microteachi ng 

fell noted: 

I do not know what the Rector had in mind, but that is how he 

arranged this situation to function. For one thing, the whites in 

this College can get away with anything because of their "seconded " 

status. Some of us fear l osing their services, even though t hey a re 

not really better qualified than we are. 
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From the time of their establishment, Colleges of Education 

in Ciskei were characterised by racial inequalities as 

evidenced by the attitudes of some Rectors. There were 

segregated staffrooms, and toilet facilities. Periods toward 

13h 00 and afternoon duties such as sport were allocated to 

Africans. Government vehicles meant for seconded white 

lecturers transported them home before lunch. Such attitudes 

are usually difficult to unlearn and they result in mistrust 

and alienation. The impact of such attitudes is dealt with in 

detail in the chapter dealing with the use of educational 

media. 

Apart from personal and academic jealousies, lecturers were 

also divided along racial lines, as explained in Chapter Six. 

The ill feelings and alienation resulting from the 

stratification of society according to race seemed to have 

spilled over to the Colleges. The Rector of Dr W B Rubusana, 

for example, simply assumed that in his College it was proper 

for lecturers to have segregated staff rooms and toilets, as 

discussed in chapter five: 

There is no book room, only a very small "Black" staffroom and no 

"Whit~" staffroom ... Incidentally there are no separate facilities in 

this line for white staff (toilets) (Coghill 1976: 2). 

Racism was firmly in pl~ce in the two Colleges of Education 

that had white Rectors initially. One of the few lecturers 

who were already working at Griffith Mxenge when the Rector 

was white asserted: 

We had to struggle a lot to be recognised as human beings in this 

College. When they looked at us they saw their maids and garden boys. 

We could not drink tea from common cups in case we contaminate them. 

We could not share the same toilets for similar reasons. We were 
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addressed as "you people" and were never called by our own names 

because Blacks look alike. They spoke Afrikaans in staff meetings, 

knowing exactly how we felt, but being arrogant. Satoyitoya kwanzima 

ze sihoywe (Lecturer, College three).4 

I remember the day we disrupted a meeting by addressing each other in 

Xhosa and when the Rector called us to order we ignored him and 

continued. We defied rules and used their cups and toilets. We 

refused teaching after 12 noon, because they also didn't. At least 

now racism is not as blatant as it was then (Lecturer, College 

three) . 

The majority of African lecturers resented their lack of the 

professional competencies which their counterparts had. Had 

it not been for Apartheid, they believed, they would have had 

similar training. They attributed their inability to use 

instructional technologies to the aims of "Bantu Education", 

as explained by one media lecturer: 

Although I have , no training in educational technology I was 

instructed to teach educational media. I hate the whole thing because 

were I trained in Rhodes, or in any of the institutions meant for the 

other race groups I would be knowing these things. You can see that 

these people know what they are doing due to their quality education. 

They were taught by teachers who used technology and in teacher 

training they were exposed to media. Bantu. Education excluded me from 

enjoying such benefits but now I am expected to deliver the goods. 

Impossible (Lecturer, College three) . 

It was observed that in two Colleges which had enough offices 

for all lecturers, the staffroom was never vacant throughout 

the day. It was also observed that the lecturers who 

frequented the staffroom even though it was not tea time, 

were all African. At no time did the researcher see lecturers 

of other race groups working in the staffroom, except at tea 

4 We had to revolt in order to force them to change their ways. 
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time. Those who occasionally came in were usually there to 

fetch items from the refrigerator or to get information from 

the notice boards. Reasons given by the African lecturers who 

frequented the staffroom included the following: 

I feel isolated in my office and wish to be in the company of people 

I am used to so that we can talk and share our problems (Lecturer, 

College two). 

The staffroom is more comfortable than my office. My office, cubicle 

rather, is in a prefabricated building which is extremely cold in 

winter and extremely hot in summer. I just cannot settle there. Here, 

there is an airconditioner, a refrigerator, and running water. We 

even have a telephone (Lecturer, College two) . 

The students are so unpredictable that I feel safer in the company of 

other lecturers, in case they attack us (Lecturer, College three). 

The African lecturers who did not frequent the staffroom had 

their own reasons for avoiding being there: 

I need my privacy sometimes. In that staffroom there is no privacy 

whatsoever (Lecturer, College three) . 

To be productive in my work I need to concentrate . There are many 

distractions there (Lecturer, College three). 

My students are free to discuss problems and even their work with me 

in private (Lecturer, College two) . 

I hate the malicious gossip that goes on in the staffroom. Nothing is 

constructive in their conversation (Lecturer, College two). 

Lecturers of other race groups shared similar reasons with 

African lecturers who did not frequent the staffroom: 
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Isolation from the rest of the crowd gives us enough time to do 

research, discuss teaching experiences and to motivate each other to 

do more work. The environment in our office is conducive to 

productive work, even though it becomes very cold or hot at times 

(Lecturer, College two). 

How would you interview us in that staffroom? Everyone would be 

listening. There is no privacy there. Besides, we do not understand 

their first language so sometimes we feel left out and uncomfortable 

(Lecturer, College three) . 

In view of the large numbers of lecturers who sat in the 

staffroom during working hours, despite the lack of time most 

of them cited as a constraining factor toward productive 

work, the researcher came to the conclusion that there was 

- lack of motivation in the case of many lecturers. Much as one 

could not assume that those lecturers who worked in the 

privacy of their offices were more productive than those who 

frequented the staffroom, chances were that those sitting in 

the staffroom were not achieving much due to distractions. 

The lack of motivation detected bordered very much on 

laziness on the part of some lecturers as corroborated by 

some of their remarks to each other during their 

conversation: 

"Are you having any lecture today?" 

"Yes. But I will not be there for long because I will give them notes 

to copy." 

"You have given me an idea. I'm lazy today. I'll do the same." 

"You will not find second, years today. I waited for them for ten 

minutes for chalkboard and they were not there. I advise you to wait 

here". 

"You are right. If they are there they will come and call me." 

(Le c turers, College three). 
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It also became clear that it was easy for lecturers to absent 

themselves from the Colleges and then submit doctors' 

certificates when they eventually come back. This common 

practice was mentioned by heads of departments and rectors. 

It also transpired from the staffroom conversation in one 

College: 

"That was some telling yesterday. Imagine when we have to declare o u r 

personal reasons for not coming to work." 

"Did he mean it when he said we must not give personal problems as 

reasons for staying away?" 

"Yes he was. He even said this is a college and it is no longer going 

to be easy to stay away from lectures even for personal problems. 

Those with lots of personal problems must return to the primary and 

secondary schools before they are asked t o do so." 

"He was wasting his time because we are not going to share our 

personal problems with him, and we will at tend to them whenever we 

e xp erience them." (Lecturers, College two ) . 

The characterisation of the quality o f lecturers and 

pre-service teachers in the foregoing paragraphs raised 

seriou s questions: To what extent did t he l e cturers in thes e 

Colleges succeed in the preparation of pre- s ervice teachers 

in the use of technology, given their a c a d emi c and 

professional qualifications, their app r opriate tea c hing 

experience, their lack of motivation and colleagiality , and 

their attitudes? To what extent did the majority of 

pre-s e rvice teachers take responsibilit y for their own 

learn i ng, given their lack of motivati o n and potential to be 

teache rs? 
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SUMMARY 

The central role played by both lecturers and pre-service 

teachers toward the attainment of curriculum aims was 

highlighted. The numbers of lecturers in the Colleges was 

considered inadequate to cope with the ever-increasing 

student enrolments. Lecturers cited large numbers as one of 

the factors constraining productive work. 

The official requirements for the employment of lecturers 

were a Bachelor's degree, a recognised professional 

qualification, and five years' teaching experience. The 

majority of lecturers met the requirements. It was in the 

area of professional qualifications and experience where 

Rectors were not always consistent. Lecturers with 

inappropriate experience and professional qualifications wer e 

appointed to the detriment of quality teaching. 

For pre-service teachers, the only criterion was possession 

of a senior certificate. Consequently, Colleges admitted 

students who possessed neither the potential nor the 

motivation to be effective teachers. Further, the school s 

students came from were characterised by a serious 

disintegration of a "cul t ure of learning" and discipline . The 

quality of pre-service teachers impacted negatively on the 

quality of teaching and l earning. 
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Colleges were characterised by a lack of colleagiality and 

co-operation among lecturers. Personal and academic jealousy, 

as well as racial prejudice, militated against the 

achievement of unity. The majority of lecturers were isolated 

from each other and were secretive and defensive. Lack of 

motivation to work productively, which sometimes bordered on 

laziness was also detected. 

The educational media course is described and analysed in t he 

next chapter. 



CHAPTER 7 

THE EDUCATIONAL MEDIA SYLLABUS 

We have to consider teacher training in the use of audio-visual 
media on several planes. The initial choices relate to 
educational policy and are carried out by the decision-making 
authority - the effects can be identified in teaching content, 
timetabling, programmes, authority instructions and the 
corresponding finance-dictated choices. 

Francois Mariet 1978. 

As explained in earlier chapters, the purpose of the present 

inquiry was to evaluate approaches in the preparation of 

pre-service teachers in the use of technology in education. 

The three "message systems" (Bernstein 1971), namely 

curriculum, pedagogy, and evaluation were taken into 

consideration when data were collected. The focus of the 

present chapter was the "curriculum" as it operated in 

Colleges of Education in Ciskei. It answers the questi on: 

What is the scope, nature, and quality of the educational 

media c ourse offered to pre-service teachers in Colleges of 

Education in Ciskei? It provides a contextually-framed 

descriptive documentation of the Teaching Practice Syllabus 

in general, and Institute Practicum in particular. 

In a country like South Africa, where teacher education is 

characterised by fragmentation and segregation along racial 

lines, issues relating to the construction of syllabi become 

conten tious due to their political undertones. For example, 

on paper, teacher education for Africans residing within the 

white areas of South Africa is provided in terms of the 

Department of Education and Training Act, No.90 of 1979 and 

177 
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the Technikon Act No.27 of 1981, whereas that of the TBVC 

states depends on the policies of the respective Education 

Departments of the states concerned. If what is maintained in 

policy documents is implemented, then it is reasonable to 

expect the Education Departments of TBVC states to design 

their own syllabus structures. If that does not happen, it is 

important to investigate the reasons for such a situation to 

being perpetuated. It is to discussing the state of affairs 

in Ciskei in that regard that this section pays attention. 

As explained in the fourth chapter, the reseacher reviewed 

the syllabus document in March 1990. After the syllabus 

document had been reviewed, the lecturers involved with the 

Teaching Practice component of the pre-service teacher 

education curriculum were invited to explain issues that were 

unclear; and to voice their opinions about the design and 

implementation of the syllabus. This was done during the 

initial interviewing study which lasted from November to 

December 1990, and whenever gaps in the data existed. 1 

DESIGNING OF THE SYLLABUS 

As in other DET Colleges of Education, from 1976 t o 1979 the 

Colleges offered the post standard eight two-year Primary 

Teachers' Certificate (PTC), and the post matriculation 

two-year Junior Secondary Teachers' Certificate (JSTC). Afte r 

the Colleges had been given the status of fully-fledged 

Colleges of Education, as in other DET Colleges, entrance 

requirements changed. The stipulations are as follows: 

(a) Students who are admitted to the STD and PTD courses 

1 The period in question was considered the most appropriate because normal lectures had 
been cancelled in preparation for examinations. Lecturers had time to attend to the re­
searcher's needs without having to worry about lectures. 
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must be in possession of a senior certificate with at 

least an E aggregate. 

(b) They must have obtained at least a D symbol in each of 

the two school subjects in which they wish to specialise, 

preferably on the higher grade (Prospectus 1993: 2). 

The curriculum for the above courses was laid down in the 

structure document 15/29/3 of the Department of Education and 

Training. The Colleges followed the directions laid down in 

the structure document. The process of evaluation and 

examination for all courses and all subjects was laid down in 

the respective structures and syllabi of the Department of 
-

Education and Training. External examinations were conducted 

by DET for both major subjects and Education in the third 

year of the courses (1993: 5). 

The syllabus for Teaching Practice was designed by the 

Department of Education and Training (DET), and was then 

circulated to the various Departments for implementation . The 

one under review was circulated for implementation from 1990. 

The syllabus was applicable to both Primary Teachers' Diploma 

(PTD) and Secondary Teachers' Diploma (STD) (DET 1990: 

15/29/21/3) . 

Ciskei Colleges of Education were found to be no exception to 

other African Colleges in greater South Africa. Apart from 

Giyani, which was affiliated to the University of 

Witwatersrand, and the Colleges in Bophutatswana and the 

Transkei, which were also affiliated to their own 

Universities, all Colleges in homeland and TBVC states 

followed DET syllabus structures. Given that Act 110 of 1983 

and Act 76 of 1984 stipulated that teacher education was an 
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"own affair", the continued use of DET syllabus structures by 

TBVC states which had their own Education Acts was curious. 

Equally curious was the similarity of homeland Education Acts 

to the Department of Education and Training Act, despite 

rejection of the latter Department by Africans due to its 

policies of segregated education. 

Non-involvement of lecturers 

The study found that College of Education lecturers did not 

participate in curriculum design and syllabus construction 

activities. They simply implemented policy as they found it 

written in the syllabus documents. The attitudes of the 

lecturers interviewed on approaches in the preparation of 

pre-service teachers in the use of technology in education 

ranged from acceptance of the situation, indifference, and 

complete rejection of the status quo. 

Acceptance 

A lady in her thirties, who taught a section of the Teaching 

Practice curriculum accepted the prescription of the syllabus 

by the Department of Education and Training as the natural 

order of things: 

I have worked here for the past ten years and we have never taken 

part in any syllabus decisions. In fact, even when I was still 

working in high school, we received syllabuses from the Department 

of Education and we simply adopted them. So this is. how things are. 

From this lecturer's utterances, it may be suggested that 

the prescription of the syllabus by "experts" from above is 

unproblematic. It seems to be accepted as a fact of life 
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that is natural, accepted and cannot be changed. The 

majority of lecturers in the Colleges in Ciskei seemed to 

have accepted unquestioningly the current system of receiving 

syllabus structures from the Department of Education and 

Training, despite the "own affair" philosophy of teacher 

education. The apparent acceptance of such a situation by 

teacher educators entrusted with the task of educating 

teachers for a non-racial democratic South Africa, especially 

at a time when the country was clamouring for transformation 

of education, raised a number of issues. 

Could it be that the debilitating effects of Fundamental 

Pedagogics which dominated teacher education in South Africa 

constrained the critical powers 9f teacher educators such 

that they fail to be critical of their situation? Teacher 

educators seemed to lack the concepts essential for 

critically assessing the control and provision of teacher 

education. It is suggested that it might be that Fundamental 

Pedagogics socialized teacher educators during their student 

days to accept syllabus issues as neutral and apolitical. The 

isolation of Ciskei Colleges from Colleges in greater South 

Africa and universities may be another contributory factor. 

In most cases, as a result of their isolation and insulation, 

they become oblivious of current debates on national, 

academic, and professional matters. Working under such 

intellectually sterile conditions might result in an 

unquestioning acceptance of policies even if spaces for the 

challenging of such policies were available. Equally valid is 

the suggestion that due to their location, Colleges of 

Education found it difficult to question policies. Colleges 

were located in the secondary rather than the tertiary sector 

and were controlled by the Ciskei Education Department that 

employed them. Due to authoritarian management procedures, 

questioning "authority" was reported to be taboo in Ciskei 
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where teachers and teacher educators in the past were 

dismissed, demoted or transferred to areas remote from their 

homes as a disciplinary measure for questioning government 

policies. An African lecturer who had served his College for 

ten years explained the situation as follows: 

It is not that we do not experience problems with these syllabuses 

that come from DET. We are keeping quiet just to stay out of trouble. 

When you ask many questions, you are misinterpreted as a trouble 

maker, and you are punished in a subtle manner. How can you question 

your transfer to the Bundus for instance? 

Turning a blind eye out of fear was reported as a survival 

technique in all Colleges. It also became evident that, not 

only the Department of Education officials were feared, but 

heads of departments as well, as indicated by this 

explanation: 

My head expects us to accept everything as policy. When we start 

challenging some of the stipulations of the syllabus, he becomes 

angry and tells us to follow instructions and stop asking questions. 

Under such circumstances we simply do as we are told. Sihambisa nje 

iti kiti. 2 

Despite implementing DET syllabus structures without 

question, lecturers resented the DET's failure to effect 

changes when lecturers had suggested them. The words of one 

lecturer captured the sentiments of those who held this view: 

2 Ukuhambisa itikiti is a phrase originating from labourers in mines and factories. When 
they start the day, they punch their name cards to register their presence at work. During 
the day, they may shirk their responsibilities with success, using any delaying tactics, as long 
as they will get a full wage at the end of the week. Some lecturers have adopted that style. 



183 

Only two years ago, the examiners were here and we were asked for our 

opinions. We told them what we did not like with the Teaching 

Practice syllabus, and what changes we would like to be made. They 

promised to make such changes. The next thing, we were given this new 

structure to implement. 

Despite the relative autonomy of Ciskei Colleges of 

Education, it would appear that DET still exercised control 

over them, though by less overt means. It was reasonable to 

expect officials of the Ciskei Education Department to take 

up such contentious issues with DET. Probably the presence of 

seconded ideologically "safe" Afrikaner officials in the 

policy making structures of the Ciskei Education Department 

exerted influence on the use of DET curricula. By the same 

token, the increase in the number of seconded 

Afrikaans-speaking lecturers in Ciskei Colleges in the period 

1980-1990 could have influenced the seemingly uncritical 

acceptance of DET structures. Although no conclusive e v idence 

exists, it seems reasonable to expect seconded officia l s to 

be lo yal to the department that seconded them t o Ciske i , and 

that paid them foreign allowances. 

The education system claimed to be an impartial and neutral 

transmitter of the benefits of a valued culture. It wa s the 

"relative autonomy" of the education system (Bourdieu and 

Passerron 1979: 178) that enabled it to conceal the 

intentions of Apartheid education, when in practice such 

intentions were implemented effectively. 

Indifference 

Indifference, however, could be detected from a middl e -aged 

mal e l ecturer's response: 
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Does it matter? The important thing is for us to teach what is 

prescribed in the syllabus. They know what they are doing (DET), and 

they have been doing it for years. I have never seen teachers 

discussing the syllabus ever since I started teaching and I have 

never heard them complaining. We teach and we get paid. 

Indifference kept coming up as evidenced by utterances such 

as "Sihambisa nje itikiti" and "We teach and we get paid". 

Lecturers who fell in this category of indifference about who 

designs the curriculum and syllabi constituted sixty-five 

percent of the participants who were interviewed. The 

perceptions of lecturers on the design of their educational 

media syllabus by DET seemed similar in all three Colleges. 

When the contributory factors to such indifference were 

explored further, it transpired that the mqjority of 

lecturers lacked practical experience in curriculum issues, 

and also in the subjects they taught. Officially, as 

explained in Chapter Six (page 152), before a lecturer may be 

appointed, the requirements were a Bachelor's degree, a 

recognised professional diploma, and five years teaching 

experience. These requirements were revealed by interviewees, 

and were also corroborated by documents. It would appear as 

though due to their training in segregated Training Schools 

which emphasised fundamental pedagogics, the majority of 

lecturers were not autonomous, and had little concern for 

independence and responsibility. They had become loyal and 

obedient servants of the state who followed the instructions 

of both DET and Ciskei. Adding to their predicament, was the 

arrogant and authoritarian bureaucracy of the Colleges and 

the Ciskei Education Department. 

Rejection 

Contrary to the attitudes displayed by the lecturers cited 

above, a handful of lecturers with progressive ideas were 
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opposed to the use of syllabi originating from elsewhere. In 

all Colleges, such attitudes were displayed by very young 

lecturers who had been teaching for no more than ten years. A 

case worth citing was that of a young male lecturer who 

revealed that he was a member of the South African Democratic 

Teachers' Union (SADTU), which was illegal in Ciskei, though 

in operation. He was completely dissatisfied with the manner 

in which content was selected for the pre-service teacher 

education curriculum. Having worked for the College for three 

years, he felt deskilled: 

When I was doing B Ed., I was taught how to design curricula and 

syllabuses. I was introduced to some radical pedagogies as well. 

When I joined the College I assumed that I would have an input in 

curriculum decisions. The department does not give us a c hanc e to 

participate in curriculum decision making. We are expected to 

follow the syllabus to the letter. 

In another College, the blame was put on College authoriti es , 

especially heads of departments: 

It is those in power here in the College who do not want t o listen to 

lecturers' views . When it suits them, they cannot· deviate fr om the 

DET stipulations, but when there is a crisis, they use the ir 

discretion without c onsulting DET. It is just that they d o not want 

to involve us in decision making. 

From the latter statement, it was obvious that College 

authorities did not expand or exploit the relative autonomy 

that existed in the Colleges. It could be that, as explained 

earlier, the majority of lecturers were not trained f or 

autonomy, hence they failed to exploit the relative autonomy 

of their Colleges. 

The finding that lecturers did not participate in syl l abus 
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design activities was in line with the theories concerned 

with the lack of professional autonomy among teachers. Carr 

and Kemmis (1986), for example, describe the professional 

behavior of teachers working within bureaucracies. They play 

a negligible part, if at all, in making decisions about such 

things as overall educational policy, the selection of 

new teachers, accountability procedures, and the structures 

of the organizations in which they work. In the case of 

Ciskei, what aggravated the situation was implementing orders 

from a bureaucracy that was not the legitimate employer of 

College lecturers. According to the "own affair" philosophy, 

the legitimate employer should be the Ciskei Education 

Department. Lecturers, as people who implemented the 

curriculum did not have access to Education Depar:tment 

officials, who due to official channels of communication 

could not be contacted by individuals. 

Non- involvement of lecturers in syllabus construction was 

found to be in keeping with the practices of bureaucraticall y 

organi sed education institutions. Decisions and questions 

over what counted as knowledge, what was worth teaching, how 

one judged the purpose and nature of instruction, were 

removed from the lecturers. The "conception" of wh3t was t o 

be taught, and why, was separated from "execution". College 

lecturers were disempowered in that their professional 

autonomy was denied. 

The s t udy also found that the Department of Education and 

Train i ng, in collaboration with the Ciskei Education 

Depar t ment, persuaded Colleges to imp l ement its policy 

conce r ning syllabuses. As explained by one media lecturer, 

There are even inspectors who come to check if we have done what 

was in the syllabus. In fact, even be fo re inspectors come, the 
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College checks. HODs see to it that we follow the syllabus. 

DET policy was also enforced by means of circulars that were 

sent directly from Pretoria to the Colleges for 

implementation (Appendix J) . 

Confusion 

When the first round of interviews was completed, the 

impression was created that the Department of Education and 

Training imposed its syllabus structures on the Colleges of 

Education in Ciskei. Through the researcher's association 

with the Faculty of Education of the University of Transkei, 

the researcher came to discover that Colleges of Education in 

Transkei did not implement the syllabus structures of DET. 

Instead , they worked hand in hand with the University of 

Transkei and designed their own curricula . This new 

discovery necessitated that the issue of who designed the 

syllabus for Colleges of Education in Ciskei be revisited. 

When the matter was explored further, lecturers were not very 

sure about what was happening. It transpired that most of 

them claimed that the syllabi were designed by DET and 

imposed on them simply because all the syllabus documents had 

"Department of Education and Training" on their covers. 

Lecturers blamed the management of the Colleges for not 

involving them in discussions that involved policy issues. 

They blamed this ignorance about who designed the syllabus on 

their exclusion from policy discussions. 

After College lecturers had claimed that all Colleges 

followed the structures of DET, the researcher inquired about 

the syllabus structures of the Transkeian Colleges that were 

not designed by DET. The effects of the isolation of Colleges 
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of Education from each other was evident. Lecturers appeared 

to be ignorant about practices in their sister colleges. One 

lecturer involved in the Teaching Science course, however, 

brought more light on the issue. She recollected that when 

the examiners had visited the College in 1992, the lecturers 

had asked them why they were not inviting Ciskei lecturers to 

attend in-service courses, especially when the syllabi were 

revised. The response of the DET examiners to that question, 

according to the lecturer concerned was: 

You people do not fall under our control. When you got 

independence, you were given your own Education Department, with 

the right to design your own syllabi. We never imposed our syllabi 

on you. Your government elected to adopt the syllabus structures 

of DET. It is the responsibility of your Department to organise 

your in-service courses. 

The dangers of the relative autonomy of Ciskei Colleges were 

evident in the DET examiner's response. As suggested earlier, 

for cosmetic purposes, the South African government gave 

relative autonomy to the Ciskei Education Department, yet in 

practice DET persuaded the Ciskei Education Department to 

implement DET policies by deploying seconded white officials 

both in the Ciskei Education Department, as well as in the 

Colleges themselves. DET prescribed Fundamental Pedagogics tc 

maximise the socialisation of African teachers into acceptin~ 

syllabus issues as neutral, apolitical, and not to be 

questioned. 

This revelation necessitated the examination of more 

documents for further evidence. When the prospectuses of the 

three Colleges of Education in Ciskei were examined, it was 

found that the Colleges were aware that the syllabus 

structures they adopted were those of DET and not of the 
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Ciskei Education Department. However, the reasons for Ciskei 

Colleges of Education adopting the syllabus structures of DET 

knowingly, despite their dissatisfaction with them, could not 

be found from the lecturers. It was suggested that it was for 

reasons known only to the officials of the Ciskei Education 

Department. 

The finding that lecturers did not participate in syllabus 

design activities, and that DET syllabus structures they 

implemented were imposed on them, directly or indirectly, by 

either DET or Ciskei Education Department, did not change, 

however. 

Effects of non-involvement 

Non-involvement of l ecturers in decision making was cited as 

one of the inhibiting factors in the preparation of 

pre-service teachers in the use of educational media. A media 

lecturer who felt disillusioned about how the Colleges 

marginalised lecturers asserted: 

There is a lot of confusion. Both DET and HODs are culprits . If only 

they could consult ~ith the people who actually teach Institute 

Practicurn before al locating teaching responsibilities and time, most 

of the problems we are experiencing now could be prevented. For 

example if the 28 periods allocated for chalkboard work could be 

added to the 28 peri ods for educational media, then between myself 

and the chalkboard team, we would decide how to use the 56 periods 

teaching educationa l media. After all the chalkboard is a medium so 

why treat it as a separate subject? If we were involved in decision 

making at both Departmental and College levels, we would voice these 

concerns. Since we are ignored, we just do as told. 

It would appear tha t lecturers were aware of the 

implementation prob l ems resulting from their lack of 

participation in curricular decision making. They also had 
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ideas in regard to the prevention and solution of some 

problems. However, the tradition of education institutions 

meant for Africans prevented them from exercising their 

judgement as lecturers. Authoritarian management styles 

prevented them from voicing their opinions freely, and even 

when such opinions were voiced, they were seldom taken 

seriously by those in power. The lack of lecturer 

participation in decision making impacted badly on the 

preparation of pre-service teachers as could be inferred from 

another silenced media lecturer's response: 

We have been telling our HOD that educational media and chalkboard 

work belong together and cannot be taught as separate subjects. I 

even suggested that they be taught by subject method lecturers, 

instead of having people with no subject method experience 

teaching educational media. He listens, but when he has to take that 

decision he tells us he cannot do things that are not stipulated in 

the syllabus and that have not been done by other Colleges. We wait 

in vain and students suffer in the process. 

As explained earlier, there was also a lack of independence 

on the part of the lecturers, especially those in senior 

positions. The reluctance to be independent and to take the 

responsibility to initiate changes was not denied by Heads of 

the Departments of Professional Subjects. However, the 

resistance to initiate changes was attributed to excessive 

control from DET: 

Much as I share the lecturers' frustrations, I also need to 

consider DET stipulations. After all said and done, our Colleges are 

still controlled by DET, otherwise why are we instructed to send 

Annual Returns and examination marks to Pretoria for moderation? I do 

not know how to explain this, but, despite the existence of the 

Ciskei Education Department, the most important decisions affecting 

us are taken in Pretoria. Even CEO officials refer matters to 

Pretoria and then report back to us on Pretoria's decisions. So I 

prefer not to deviate from DET stipulations, just in case our 
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students are penalised by DET in the end (HOD, College three). 

Similar views were expressed in another College where 

the HOD felt inhibited from implementing changes by DET 

control: 

My experience is that you dare not change anything stipulated in the 

DET syllabus if you do not want confrontation. As soon as you deviate 

from the syllabus, you have to account to inspectors and rectors who 

also account to Bisho. Bisho does not tolerate any changes that were 

not approved by Pretoria through Bisho. So there is a lot of 

bureaucracy, red tape and control. What do you do under such 

circumstances? We do as we are told. It is only during times of 

crisis such as strikes that DET and CED officials give us the go 

ahead to do as we see fit. Other than that, we follow rules 

(Lecturer , College two). 

The separation of "conception" of what was to be taught in 

the educational media course from "execution" influenced the 

preparation of pre-service teachers in the use of technol ogy 

of education. The lecturers' judgement was completel y 

ignored, and a result, Colleges experienced serious 

implementation problems. 

In view of the many idiosyncrasies In the various Colleges, 

the lack of lecturer involvement in curricular decision 

making was regrettable. A similar concern was raised in an 

investigation of the pre-service education of post graduate 

student teachers in audio-visual technology in the Universit y 

of Natal, Pietermaritzburg. Peel (1977) asserted: 

Although it may be easier to design the learning for the more limited 

objectives identifiable in A-V education, there are many variables 

peculiar to a particular teaching/learning environment in a given 

institution which the approach adopted cannot ignore if it is to 

thrive (p.vii). 
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As could be seen in the lecturers' explanations, in Colleges 

of Education in Ciskei, the "conception" of the educational 

media course, by excluding lecturers, ignored the many 

variables peculiar to these Colleges. For example, one 

College did not have an educational media lecturer for a 

number of years. Practically, for all those years pre-service 

teachers received no tuition in educational media. On paper, 

however, it appeared as though pre-service teachers in the 

College concerned had received educational media tuition 

because the required marks for the four sets of media were 

made available to DET. The HOD explained: 

Since we have no educational media lecturer, nobody is in a position 

to co-ordinate and supervise the production of these media sets, but 

for exam purposes DET requires marks for these sets. We give them 

marks from teaching practice media. Those marks are never a true 

reflection of students' work because they borrow media from each 

other. To be frank, there is a lot of cheating both at lecturer and 

student levels. We have requested the creation of a media lecturer' s 

post but the department has not granted it as yet. 

In another College, as explained in an earlier chapter, it 

was impossible for pre-service teachers to meet the DET 

requirement of four media sets. Lecturers, by their own 

admission, cheated in order to satisfy DET and gave the 

impression that pre-service teachers indeed had the required 

four sets of media, when in reality they had submitted fewer. 

It was argued that, had lecturers been involved in 

curricular decision making, both at system and college 

levels, such conditions could have been discussed and 

prevented. By denying lecturers independent responsibility 

and full participation in curriculum issues, lecturers were 

probably treated as "potential shirkers and embezzlers" 

(Hawes 1979: 9), and the data suggested that more often 
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than not, circumstances forced lecturers to become "shirkers 

and embezzlers". 

THE GOALS OF THE SYLLABUS 

The aims of the Teaching Practice Syllabus were stated as 

follows: 

(a) To give the prospective teacher the opportunity to 

practise effective teaching in practical teaching-learning 

situations by combining knowledge, theory, skills and 

attitudes through logical, strategic institutional 

activities; 

(b) To guide the student in teaching skills, in a 

simulated environment, in such a way that sound didactic 

principles are practised (microteaching); 

(c) To provide the student with the necessary skills in 

the making and use of educational media that will assist 

in creating a better learning environment for pupils (DET, 

1990: 1). 

Lecturers' perceptions 

When asked to comment on the aims of the syllabus, lecturers 

were not forthcoming with ideas. On several occasions , the 

impression the researcher gained was that lecturers had 

hardly read the syllabus document, and as such, were 

unfamiliar with the section on aims. Responses such as " I am 

unable to comment because I am not familiar with the aims of 

this syllabus", or "l never use the syllabus document because 

the topics are in the textbook", were evidence that lecturers 



194 

taught to complete the prescribed syllabus, and not to attain 

goals. 

In two colleges, the syllabus document could not be retrieved 

immediately when the researcher needed to refer to it. 

Lecturers searched for it without success. It was sent to the 

researcher three weeks after it had been requested. This 

failure to retrieve a syllabus by participants in a teacher 

education programme strengthened the researcher's suspicion 

that lecturers did not use the syllabus document to 

familiarize themselves with the goals to be attained, and 

the content. Instead, lecturers relied on the contents lists 

of the textbooks. Teaching without having seen the syllabus 

was commonplace, as could be inferred from one microteaching 

lecturer's words: 

I have never seen a microteaching syllabus. When I asked for one from 

the Head, he told me to ask previous years' lecturers which skills 

they were teaching. When I asked them about the syllabus, they told 

me to use the contents list of the microteaching textbook. That's 

what I did. 

I teach without the syllabus. 

It seemed reasonable to suggest that had lecturers been 

involved in syllabus construction activities, they would have 

been familiar with the goals of the Teaching Practice 

syllabus and consequently would have designed teaching and 

learning activities geared at attaining those goals. Due to 

their lack of participation in "conception" activities, 

however, lecturers lacked the motivation, interest and in 

most cases , the ability to plan lectures having a clear 

intent to attain agreed upon goals. 
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The goal that focussed on preparation for the applications of 

technology appeared to be narrowly focussed. Current research 

in teacher education indicates that because of the complexity 

of the teaching and learning process, the simple presentation 

of techniques and methods is not sufficient to prepare 

prospective teachers for the real world of schools. "Simply 

teaching students how to use technology does not 

automatically prepare them to be better teachers" (Harrington 

1991: 51). 

The goal, as stated, is unlikely to lead to the preparation 

of pre-service teachers as "intelligent users of technology". 

The goal, as stated in the syllabus is likely to promote an 

approach of teaching technology as a technique to be 

mastered. An alternative to this approach would be 

cognitively-oriented. 

The cognitive approach to the teaching of technology in 

education advocates the incorporation of technology 

programmes for pre-service teachers for the attainment of 

goals such as the following: 

* To prepare pre-service teachers to use technology 

* To provide them with experiences that incorporate 

technology in such a way that the sUDstantive goals 

of the teacher education programme are supported, and 

* To develop a critical perspective on the use of 

technology (Harrington 1991; Bitter & Yo he 1989). 

The advantage of focussing on all three objectives is that 

pre-service teachers are prepared to actively draw 
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connections between theory and practice "and to sense ways in 

which they can effectively transform the schooling process" 

(Harrington 1991: 52). 

TEACHING PRACTICE CONTENT 

The compulsory Teaching Practice Syllabus is divided into two 

main categories: (a) Institute Practicum, and (b) School 

Practicum. The Institute Practicum component includes the 

making of educational media, chalkboard work, skills practice 

sessions (microteaching), demonstration lessons. The School 

Practicum consists of observation assignments, presentation 

of practice lessons and lessons to be assessed by College 

lecturers in an approved school environment. Table 20 

summarizes the constituents of the Teaching Practice 

syllabus. 

TABLE 20 

CONSTITUENTS OF THE TEACHING PRACTICE SYLLABUS 

Institute Practicum 

The making of educational media 

The use of educational media 

Skills practice 

Chalkboard work 

Demonstration lessons 

School Practicum 

Observation assignments 

Practice lesson 

presentation 

Assessed lessons 

(DET 1990: 2 ) 

The s yl labus for Teaching Practice emphasised clear 
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distinctions that separated educational media, chalkboard 

work, microteaching, didactics, and subject methods. The 

rigid separation of related knowledge encouraged isolation 

and the lack of co-operation characteristic of Colleges of 

Education in Ciskei. The separation of related knowledge was 

criticised by many lecturers as explained in chapter eight. 

Although the use of educational media was a stipulated 

microteaching skill, students received no guidance due to the 

separation of related knowledge: 

If educational media lecturers took part in microteaching, they would 

be able to demonstrate the use of media and to encourage students to 

use media. They would also evaluate the students ' competence 

(Lecturer, College th~ee). 

The compartmentalised syllabus also excluded subject method 

lecturers from both microteaching and educational media, 

against the better judgement of lecturers: 

As micro teaching lecturers we believe that for microteaching and 

educational media to be effective, they need to be the responsibilit y 

of subject method lecturers. Unfortunately, because the syllabus 

separates these subjects, the College is forced to do so. As the 

present structure stands, we cannot even do it on our own without 

killing subject method lecturers. They would have a terrible work 

load (Lecturer, College two). 

Microteaching and teaching practice were identified as 

potential opportunities for the application of educational 

media. The realisation of that goal seemed to be inhibited by 

the subject boundaries erected by the designers of the 

Teaching Practice syllabus. It was unlikely that the 

preparation of pre-service teachers in the use of educational 

media could be successful when educat i onal media, chalkboard 
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work, microteaching, and subject methods were treated as 

distinct, separate subjects. 

The content of the educational media component of the 

syllabus was found to include a wide range of media. 

Educational media included the following aspects: 

Theoretical aspects of the following educational media, how 

they function and practical demonstrations. 

(a) Visual media 

Non~projecting e.g .: chalkboard, bulletin board, flannel 

board, books, pictures, flash cards, maps, wall charts, 

models. 

Projecting e.g.: slide projector, episcope or opaque 

projector, and overhead projector. 

(b) Audio media e.g.: record player, tape recorder, 

language laboratory. 

(c) Audio-visual media 

e.g.: 16mm sound projector, video and television, card 

readers. 

(d) Other educational media e.g.: computers, experiments, 

excursions, real objects, educational games and toys, 

resource persons, duplicating processes and media centres. 

Pre-service teachers were also introduced to materials and 

equipment which could be used in the making of educational 
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media such as paper, wood, clay, and wire. Basic general 

skills and techniques for making media were introduced e.g. 

labelling, tracing, enlarging, colouring, cutting, pasting, 

and transparency making. 

Chalkboard work includes care, maintenance and repair of the 

chalkboard and accessories; the effect of different colours 

of chalk and the comparison as to its visual impact; how t o 

hold the chalk; neat and legible handwriting; spacing of 

words, size of letters and numerals; writing horizontally on 

the chalkboard; effective arrangement of work on the board 

to prevent cramming; economical use of chalk and dusters; the 

use of feint lines in making illustrations of objects such as 

plants, shapes, people and animals; chalkboard summa~ies and 

diagrams; the position of the chalkboard in the classroom and 

the position of the teacher in relation to the class and the 

chalkboard; and, use of the chalkboard by pupils. 

The teaching skills that are given consideration, according 

to the syllabus, are the following: recognising and getting 

attentive behaviour from pupils; establishing frames of 

reference; control o f pupil participation; illustrating with 

mental images and e xamples; incorporating educational media; 

obtaining feedback; questioning and heuristi c teaching ; 

giving non-verbal cues; achieving closure; re-inforcement; 

repetition; variation of movement, voice, emphasis; clear 

communication, lecturing, eye contact; giving instructions 

and teaching pupils to observe.During the second and third 

years of study, the work done in the first year is continued. 

Each student is expected to make at least four sets of 

educational media pe r year. The media should be applicable to 

a specific lesson or series of lessons in a syllabus of a 

school subject stud~ ed by the student. An indication of t he 

standard, subject and topic for which the medium is i nt ended 
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should be made (1990: 3-5). 

Teachers need to gain competence in the use of technology in 

education. They also need to be competent designers of 

educational media. The content of the educational media 

syllabus was found to be wide, including a variety of media 

likely to be available in South African classrooms of the 

future. The questions generated in the process of analysis, 

however, were the following: Is it technology as products or 

technology as content that was implied by the syllabus? From 

which technology base were pre-service teachers taught? Will 

the content stand teachers in good stead for the classrooms 

of a non-racial South Africa? 

The content suggested a bias toward technology as 

instructional tools or products of technology. The products 

of technology refer to "the teacher's ability to apply 

technical skills to produce a desired result" (Bitter and 

Yohe 1989: 22). Emphasis was on the "general skills and 

techniques for making media". The textbook Colleges were 

encouraged to prescribe since 1990, when the present syllabus 

was first implemented states its author's intent explicitly: 

This book is concerned, above all, with the most basic skills and 

techniques needed for working with paper (including card and 

cardboard) and with acquainting the student teacher with the 

overhead projector (Maasdorp 1990: foreword). 

Teaching about the products of technology provides practical 

experiences for the prospective teacher to feel comfortable 

with using new methods. Once the initial "comfort level" is 

attained, it is highly likely that teachers will cope with 

the future technological developments: "Once confidence has 

been gained by applying and implementing elementary 

knowledge, exploration using your own initiative will follow 
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spontaneously" (Maasdorp 1990: foreword). One essential 

ingredient for the attainment of this ideal, however, is the 

provision of opportunities for hands-on experiences with 

equipment and materials. The syllabus was silent on this 

aspect. No teaching periods were allocated for educational 

media practicals. Given the already full timetable, it is 

unlikely that, out of their own initiative, educational media 

lecturers will schedule practicals for pre-service teachers. 

As indicated by pre-service teachers in the questionnaires, 

and media lecturers during interviews, Colleges made no 

provision for hands-on experiences that would increase 

competence and confidence. Further the syllabus was not 

explicit on "theoretical aspects". In the absence of clear 

details, lecturers ignored that part, and explained how 

equipment functioned. The following extracts illustrate 

lecturers' survival strategies: 

I teach the topics listed by Maasdorp because that is the 

prescribed book . 

I do not know what theoretical aspects are. So I teach them how to 

make materials, and how the projectors function. 

Assuming that by "theoretical aspects", the syllabus 

designers meant understanding of the processes of technology, 

including recognition of their limitations and future 

possibilities, when such aspects are ignored, it is unlikely 

that teachers can become critical users of technology in 

education. A conceptual understanding of the processes of 

technology is likely to empower teachers to cope with the 

many changes and innovations in technology they are likely to 

encounter. 

In advanced societies, comput e r te c hnology is the dominant 

base. As stated in Chapt e r Two (page 36-40), information 
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technology systems, with computers, video, telecommunications 

and other technology components are integrated as vital 

aspects of these systems. The technology base from which 

pre-service teachers were taught was found to be realistic, 

given the unequal provision of resources for education 

institutions in South Africa. Audiovisual equipment such as 

video, television, and the l6mm sound projector were included 

in the syllabus and were likely to be available in Colleges 

and urban schools. Changes in technology are inevitable. That 

makes the inclusion of theory in a media syllabus valuable 

because theory empowers teachers to cope with changes and 

innovations. 

TIME ALLOCATION 

The syllabus allocates the number of periods to be used for 

teaching each aspect of the Institute Practicum component of 

the pre-service teacher education curriculum. The allocation 

of periods is summarised in Table 21. 

TABLE 21 

TEACHING PERIODS ALLOCATED FOR INSTITUTE PRACTICUM 

Summary 

Institute Practicum 

Educational media 

(chalkboard excluded) 

Chalkboard work 

Skills practice 

(microteaching) 

1st year 2nd year 3rd year 

84 periods 84 periods 84 periods 

28 periods 28 periods 28 periods 

28 periods 

28 periods 28 periods 28 periods 

(DET, 1990, P.2) 

Institute Practicum lS allocated three periods per week for 
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each discrete component. This is a source of confusion for 

those responsible for drawing up the College timetable. Heads 

of Departments are not sure whether to allocate one period 

per week to educational media, chalkboard work and 

microteaching respectively. Allocating one period to 

educational media, (chalkboard work included), microteaching 

and demonstration lessons respectively is another option. 

Under these circumstances, Colleges used their discretion, 

depending on who was teaching the various components during 

any given time. There was no consistency in the allocation of 

weekly periods, as a result. 

The duration of each period was thirty-five minutes. There 

was one educational media period every week. For the first 

year students, on their own, Colleges opted to teach 

theoretical aspects of educational media during the first 

semester, whilst the second semester is reserved for the 

production of teaching kits (media) by pre-service teachers. 

For second and third year students, there is no teaching of 

educational media whatsoever, instead, pre-service teachers 

use the single period allocated each week for the preparation 

of teaching kits. The syllabus requirement is that each 

student should submi t four sets of media per subject. In 

practice that means, if a student is enrolled for two school 

subjects, then eight sets of media are requested. 

Interviewees compla i ned about the constraint of time. Given 

the overcrowded syl l abus they have to teach and complete 

during the first semester, and the single thirty-five minute 

period allocated per week, they cannot cope . They reported to 

have survival techn i ques: 
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I do not teach all the topics listed in the syllabus. I teach 

only the media they are likely to use during teaching practice 

(Lecturer, College two). 

I tell them what to read for homework and then ask them to answer the 

revision questions at the end of each chapter (Lecturer, College 

two) . 

For the test I give them the scope and they read all those chapters 

on their own (Lecture r, College three) . 

The lack of time gives me an excuse to teach only the topics I am 

comfortable with (Lecturer, College one) . 

Breaking up time into small segments in situations where lack 

of time is usually cited as a contributory factor to the 

unattainment of goals is usual. However, the manner in which 

time is allocated in education institutions can contribute 

some insights into what goes on there and the hidden 

assumptions involved. For example, the issue of who designs 

timetables raises interesting issues. As in the case of 

Ciskei Colleges, a hierarchy emerges in that pre-service 

teachers were not consulted, only some lecturers were 

involved, especially those holding management positions such 

as Heads of Departments and Rectors. Of interest in this 

hierarchy is that even before participants finalised 

timetabling, "experts" from DET had allocated numbers o f 

periods as well as the duration of such periods. Timetabling 

therefore, was a top-down arrangement. The emerging 

assumption in such a situation is that the needs and wishes 

of pre-service teachers and lecturers can be predicted. 

Imposing timetables may result in conflicts as was the case 

in Ciskei Colleges. Initially, Colleges had a longer teaching 

day, starting at 8h 00 and ending at 17h 00. Failure t o 

involve pre-service teache rs in timetabling resulted I n the 
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contestation of the timetable. Pre-service teachers rejected 

a longer day in preference for one starting at 8h 00 and 

ending at 14h 00. African lecturers themselves challenged 

teaching in the afternoon on the grounds that whites left 

College campuses by 13h 00. Those involved with timetabling 

collaborated with the white staff by scheduling all teaching 

responsibilities for whites for the morning periods, leaving 

afternoons for Blacks. 

The most popular topics in all colleges were reported as the 

non-projecting visual media: chalkboard, bulletin board, 

flannel board, books, pictures, flashcards, maps, wall 

charts, and models. The overhead projector emerged as the 

most taug~t projecting medium in all colleges. Availability 

of media was reported as influencing which media to teach. 

The knowledge to be transmitted is allocated to periods of 

time by being divided into subjects or courses. Some subjects 

are allocated more time than others. The assumption emerging 

is that some knowledge deserves more timetable space than 

other knowledge. It was interesting to observe that 

chalkboard work was allocated twenty-eight periods for the 

first year, and again, was included under non-projecting 

media. This over-emphasis of one medium over and above others 

appeared peculiar and was discussed with lecturers. The 

respondents' views on this issue were found to be different. 

To some, the chalkboard seemed to bring no anxiety, and 

seemed not to pose any threats. This lecturer's remark was 

significant: 

The chalkboard is very important and is very good. All teachers 

need to know how La use it. I prefer it to the other devices I 

cannot handle. 
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Another justification for the acceptance of the stress put on 

the chalkboard by the syllabus was the pervasiveness of the 

chalkboard, as this lecturer explained: 

... even when they go to schools for teaching practice, they 

(pre- service teachers) are sure to find it, so it is a good thing 

that they have to learn it this much. 

On the contrary, other lecturers had a negative reaction 

toward over-emphasis of the chalkboard. They suspected that 

in keeping with the policy of "Apartheid," as applied in 

education, unequal allocation of resources by the South 

African government was the reason for the over-emphasis of 

the chalkboard. A progressive lecturer asserted: "the 

Department knows that it is not going to provide 

technological devices for our schools". 

It was alleged that for cosmetic purposes and propaganda, the 

Department circulated relatively balanced syllabuses, in 

terms of content coverage. However, the successful teaching 

of the educational media course was alleged to be undermined 

by the provision of inferior resources for African colleges 

and schools. 

Overemphasis of the chalkboard when less time was allocated 

for other media, even when available, suggested the 

implementation of the "hegemonic curriculum". The "hegemonic 

curriculum" functions to exclude large numbers of students 

who are from subordinate classes (Connel 1982). Without 

claiming that the official curriculum was the actual 

curriculum, it seems reasonable to suggest that, if the 

chalkboard indeed was taught as the syllabus stipulated, then 

African teachers emerging from these colleges may be excluded 

from hi gh-technologies such as computers. 
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The study observed that some lecturers, however, defied 

syllabus specifications and used their discretion, especially 

when the Department was suspected of having ulterior motives. 

In the words of one such lecturer: 

I teach them all media and I allocate proportional time. What will 

happen when the educational system is transformed? Will I have to 

recall these teachers and teach them about computers and 

interactive video? Impossible. So I teach them everything I 

believe they ought to learn because I know the Department wants to 

keep them ignorant as usual. 

The division of time into periods also has consequences for 

the type of learning that might take place. It has 

implications for teaching methods as well. It- seems 

reasonable to suggest that the dominance of teacher talk 

characteristic of Ciskei Colleges of Education was encouraged 

by the amount of time allocated for teaching. Educational 

media lecturers, for example, cited lack of time as a factor 

militating against giving demonstrations on how media were 

used, as well as against providing pre-service teachers with 

opportunities for handling equipment. Meighan's insights are 

worthy of attention in this regard: 

a timetable is not an arbitrary arrangement of time: it represents in 

outline form the the timetable designers' beliefs and assumptions 

about knowledge, about learning, about teaching and about the 

outcomes of schooling ( 1986: 98l. 

ASSESSMENT 

Paragraphs Dl and 2 of the syllabus document for the first 

year, stipulated tha t pre-service teachers write a test of 
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one hour on educational media. The test is out of one hundred 

marks and is written internally. For chalkboard work, a 

practical test which requires pre-service teachers to 

demonstrate competence is given. It also counted one 

hundred marks and is written internally. The minimum 

requirement to pass chalkboard work was sixty-five per cent. 

There was no written test for microteaching. 

For the second and third years of study , an average of the 

mark for the required number of educational media made is the 

final mark. The colleges may not deviate from evaluation 

stipulations. Should they choose to do so, they may prejudice 

pre-service teachers' examination marks. As stated in the 

syllabus document, 

Each student must comply with all the minimum requirements of 

this syllabus before the final mark will be considered for 

certification (DET 1 9 90: 11). 

Question papers used by the various c o lleges and assessment 

schedules for the f our media sets stipulated by the syllabus 

were examined (Appendices 19 and 20 refer). 

Contrary to the stipulations of the s y llabus, the content of 

the educational media course was taught to first year 

pre-service teachers only. As a result, they were the only 

group that wrote examinations in educational media. Second 

and third year pre-service teachers are assessed on the basis 

of the media sets they make. The justification for that 

arrangement was lac k of time for the production of four media 

sets per school sub j ect. 
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TEXTBOOKS 

Apart from the teacher, textbooks are the student's major 

source of knowledge and information. It is estimated that 75 

per cent of the time that elementary and secondary students 

are in classrooms and 90 per cent of the time that they are 

doing homework is spent with text materials (Goldstein 1978) . 

The impact of the textbook on classroom social relations is 

immense. It dominates the curriculum and teaching practice in 

many classrooms. 

Lecturers were asked about the textbook they used, how they 

began to use them and how they felt about them. The ignorance 

of lecturers about how things are done in their colleges 

resurfaced when the textbook issue was discussed. A large 

proportion of lecturers talked about the "prescribed 

textbook". When asked about their participation in the 

selection of textbooks, it was found that lecturers were not 

involved. When a lecturer was told at the beginning of the 

year that he/she would teach educational media, the question 

they asked was reported as: "Which textbook is prescribed?" 

The Head of the Department of Professional Subjects, who 

happened to be the one informing educational media lecturers 

about their allocations, usually gave lecturers an official 

copy of the textbook to be used. Lecturers reported that 

they never asked about the origin of the textbook, instead 

they scanned it for topics and coverage. 

Amongst themselves, educational media lecturers assumed that 

since the syllabus originated from DET, then the textbooks 

also originated from DET. It transpired from the heads of 

departments that the textbooks used , were those prescribed 

for Colleges under the control of DET. 
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For many years, up to the commencement of the present study, 

the textbooks used were: 

Duminy, P.A and Thembela,A.J. Teaching Science 1 

Duminy, P.A, MacLarty, A.H.,Thembela,A.J and Walters, R.A 

Teaching Science 2 

Walters, R.A. and Thembela ,A.J. Teaching Science 3 

The textbooks were part of the Maskew Millar Longman Teacher 

Training Series. The majority of lecturers accepted the 

textbook as adequate. Acceptance of, and dependence on the 

textbooks were clear in one lecturer's response: 

The content covered by the syllabus is also covered by these 

textbooks. You do not even need to look in your syllabus. I use the 

textbook as my daily guide . 

At the same time there were the lone voices that were 

suspicious of the textbooks: 

At least they could have asked us to suggest textbooks ... The y 

never do that. Maybe they fear that we will select good books that 

will give our teachers skills they do not wish them to have 

(Lecturer, College three). 

In the same spirit reflected above, the department was 

criticized for using a team of black and Afrikaaner authors, 

while English speaking academics from liberal universities 

were excluded. For example, the authors of Teaching Science 

1,2 and 3 were academics at the racially segregated 

University of Zululand at the time the books were published. 

Lecturers, however, were silent on any other issues 

concerning textbook prescription and its implications on the 
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work of teachers. In 1990, Colleges introduced a new 

acquisition in their prescribed textbook list. The textbook, 

which is part of the Maskew Miller Longman Classroom Series 

is Naomi Maasdorp 1990 Basic Media Skills: A Guide For 

Teachers. The contents lists of all the textbooks used by the 

colleges for the educational media course appear in Appendix 

o. 

The over dependence of lecturers on the textbook confirms the 

claim that the content and methods of presentation used by 

many teachers are shaped and directed by the textbook. It 

structures what goes on in the classroom. It is reasonable 

to suggest that, under such cicumstances, lecturers lose 

their own creativity and expertise. The possibility of their 

becoming reflective thinkers appears remote. They proved to 

be uncritical of their situation, probably as a result of the 

lack of suitable encouragement to become reflective. 

SUMMARY 

The definition of curriculum used for purposes of the present 

investigation was comprehensive in that it included the 

following aspects: teaching methods, curriculum materials, 

type of schools, organisation, timetable, content and 

examinations. 

The DET syllabus document for PTD and STD was analysed. It 

was found that College lecturers had no voice in syllabus and 

curriculum materials issues. Reactions to that state of 

affairs included acceptance, indifference and rejection. 
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Requirements for the appointment of College lecturers were 

found to be a Bachelor's degree, a recognised professional 

diploma and five years' teaching experience. However, due to 

practical problems such as shortage of lecturing staff, such 

criteria were not always applied when appointments are made. 

That was reported to affect the quality of teaching. 

Lecturers were found to be ignorant about administrative 

issues affecting their work. They blamed Rectors for not 

involving them in decision making. The involvement of DET and 

the Ciskei Education Department confused lecturers further, 

according to respondents. 

The content to be taught, the number of periods to be used, 

and the way in which examinations were to be conducted, were 

all outlined in the syllabus document from DET. Lecturers 

reported that due to situational factors, it was usually 

impossible to accomplish the syllabus stipulations, and when 

that happens, some of them cheated. For example, even though 

students did not submit all the required four media sets, 

some lecturers worked out marks to give the impression to DET 

that students had indeed completed four sets of educational 

media. 

Short questions tha t encouraged memorisation- were the most 

practicable to incl u de in question papers, according to 

respondents. Long questions that could nurture critical 

thinking required a lot of time which lecturers did not have, 

due to the large numbers of pre-service teachers. It was also 

believed that if thought provoking questions could be asked, 

first year students would fail exams and that had to be 

prevented. 
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Opportunities for the application of educational media are 

discussed in the next chapter. 



CHAPTER 8 

OPPORTUNITIES FOR TECHNOLOGY WITHIN THE 

COLLEGE CURRICULUM 

Activities need to be provided in which teacher candidates have 
an opportunity to explore the technology of the 
future ... Teachers must be given the training needed to empower 
not only themselves but also their students through technology. 

Robert Munday, Robert Windham and Jennifer Stamper 1991. 

The aims of the educational media syllabus, as explained in 

the seventh chapter (page 199), were "To provide the student 

with the necessary skills in the making and use of 

educational media that will assist in creating a better 

learning environment for pupils" (DET 1990: 1). Whilst the 

acquisition of manipulative skills is important, that 

approach does not automatically prepare pre-service teachers 

to be intelligent users of technology. The "technology as 

tools" approach promotes technology as a "technique" to be 

mastered. On the contrary, as explained in chapter seven 

(page 201), the cognitive approach to the teaching of 

technology in education includes the use of technology, the 

development of a critical perspective on the use of 

technology, as well as the provision of experiences that 

incorporate technology in such a way that the substantive 

goals of the teacher education programme are supported 

(Harrington 1991; Bitter and Yohe 1989). 

It is argued that omission of opportunities for pre-service 

teachers to apply manipulative skills and principles of 

technology in real teaching and learning situations may 

214 



215 

therefore render the course a futile exercise. 

It is characteristic of pre-service teacher education 

institutions to provide intending teachers with 

opportunities for "clinical experiences" which are viewed as 

processes for inducting them into the classroom environment. 

Clinical experiences include all the opportunities given to 

pre-service teachers "to learn the many skills, processes and 

attitudes necessary to successful teaching within a setting 

which provides direct client contact" (Copeland 1981: 4). The 

central characteristic of clinical experiences is practice 

with real students, either in real (Bennie 1972; Broudy 1972) 

or contrived settings (Andrews 1964). 

The rationale for providing clinical experiences focusses on 

the importance of the classroom environment on learning to 

teach. As Doyle (1977: 2-3) suggested, "Learning to teach 

involves learning the texture of the classroom and a set of 

behaviours congruent with the environmental demands of that 

setting". Central to the successful education of pre-service 

teachers must be experiences that introduce them to the 

workings of classroom environments. Without such experiences, 

teacher educators believe that "student teachers cannot be 

expected to succeed in the profession for which they are 

being prepared" (Copeland 1981: 7). 

It is essential for teachers to gain competence in how to 

apply technology in education to the teaching and learning 

activities taking place in classrooms. It was found that 

Colleges of Education in Ciskei teach educational media as 

the "products of technology". The latter perspective focusses 
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on the teacher's ability to apply technological skills to 

produce desired results. The importance of providing 

opportunities for technology applications was stressed by 

Peel: "For the student an efficacious use of A-V media can 

only be achieved if they actually utilize the various 

hardware and software in teaching/learning situations" (1977: 

83). Teacher educators who emphasize the acquisition of 

technological skills outside the context of the classroom 

environment are depriving pre-service teachers of technology 

preparation which can influence them to implement technology 

in their future classrooms. 

The present chapter focusses on the opportunities provided 

for Ciskei pre-service teachers to apply technology in 

education. Questionnaires for lecturers as well as 

pre-service teachers, as may be seen in Appendices E and F, 

included questions that elicited information about teaching 

practice, the educational media course in general, and the 

use of media. Triangulation was achieved by means of 

interviews and observation. Further, the teaching practice 

syllabus for PTDs and STDs was analysed. 

MICROTEACHING 

Microteaching is accepted by many as an effective clinical 

experience (Cooper 1980). Following that perspective, the 

Department of Educa t ion and Training made microteaching 

compulsory for Colleges of Education. As explained in the 

second chapter (page 37), this teacher education tool 

proposes to train teachers to master the use of specific 

teaching skills. The teaching encounter is scaled down in 

terms of the follow i ng: duration of the lesson, and number of 

learners. The durat i on of the mini lesson is 8-10 minutes and 
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the class is usually constituted by 5-10 learners. Rather 

than concentrating on teaching a complete topic, the 

microteaching episodes make it possible for pre-service 

teachers to focus on specific teaching behaviours/skills 

under controlled conditions. The number of periods allocated 

to microteaching for the duration of the three teacher 

education years, in relation to educational media and 

chalkboard work was reflected in Table 21 (page 209). All 

three components of the Institute Practicum were allocated 

twenty-eight periods each per year. 

Institute Practicum was allocated three periods per week for 

e?ch discrete component. Those entrusted with timetable 

drawing duties were not sure whether their interpretation of 

the syllabus stipulations was right. They were not sure 

whether to allocate one period per week to educational media, 

chalkboard work and microteaching respectively. Allocating 

one period to educational media, (chalkboard work included), 

microteaching and demonstration lessons respectively was 

another option. Under these cir~umstances, Colleges used 

their discretion, depending on who was teaching the various 

components during any given time. There was no consistency ln 

the allocation of weekly periods, as a result. The norm 

across all Colleges, however, was one thirty-five minute 

period per week. 

Teaching skills 

As stated in the syllabus document, the aim of microteaching 

was "To guide the student in teaching skills, in a simulated 

environment, in such a way that sound didactic principles are 

practised" (DET 1990: 1). The incorporation of educational 

media, as well as clear communication were some of the 
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teaching skills included in the microteaching syllabus, as 

explained in chapter seven (page 205). 

Microteaching was taught from course one through to three. 

There was no consistency in regard to which teaching skills 

were taught to the various groups: 

We divided the skills according to year levels and we teach according 

to that grouping (Lecturer, College three) . 

I teach any skill I consider important because my Head said I should 

ask from other microteaching lecturers. I never know what was done in 

the previous year, so I might be repeating skills that have already 

been done (Lecturer, College one). 

It appeared that there was a lack of planning and 

co-operation on the part of lecturers in the Colleges. In 

terms of the syllabus, "use of educational media" was one of 

the skills to be taught. It was found that nothing was done 

by micro teaching lecturers to develop pre-service teachers' 

skills in the use of media. Use of educational media was 

perceived as the educational media lecturer's domain. The 

view held by this microteaching lecturer was shared in all 

three Colleges: 

By the time they come to microteaching sessions, they must have done 

some work in the educational media class. I skip the use of media 

because I assume the educational media lecturers deal with them, and 

the chalkboard lecturers also cover use of the chalkboard (Lecturer, 

College two). 

There was consensus on the logical curricular home for 

microteaching: 

Microteaching and educational media should be handled by subject 

method lecturers to be meaningful. A method lecturer would know how 
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to demonstrate the skill of using educational media in his own 

subject. I cannot because I am neither a method lecturer, nor an 

educational media lecturer (Lecturer, College one). 

There was no integration between educational media, 

microteaching, and subject methods. These were treated as 

separate subjects which were taught by separate lecturers who 

in most cases had no expertise. 

From the views expressed and shared by the majority of 

lecturers "disciplinary turf questions" were implied. 

structural questions such as: "Who will do the teaching about 

educational media? Should educational media content be 

infused in existing methods courses or a separate course 

focussing on technology applications is essential?" 

represented potential barriers to effective teaching about 

educational media. It was clear that technology was confined 

to the educational media class, instead of pre-service 

teachers experiencing technology in all subjects. That was 

likely to be a serious impediment to the use of technology in 

education when pre-service teachers finally took their 

appointments in the schools. 

Microteaching facilities 

Microteaching facilities were extremely limited in two 

Colleges. Unequipped classrooms were used as microteaching 

rooms. Each of the two Colleges had one television set and 

one recorder which were used for recording the lessons of the 

entire student body (approximately eight hundred students per 

College). The third College, however, had far better 

facilities. The Development Bank of Southern Africa (DBSA) 

supplied and fitted all the necessary equipment. There was a 

theatre type microteaching studio with a seating capacity for 

seventy pre-service teachers. Video cameras were mounted on 
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the walls and on the ceiling. The studio was separated from 

the adjoining presentation rooms by means of a one-way 

mirror. A well equipped recording room from which all cameras 

and recorders were controlled was also separated from the 

adjoining presentation room by means of one-way mirrors. In 

the same block, there were four additional presentation rooms 

which were connected to the main studio. The major constraint 

in that College was the microteaching lecturers' lack of the 

manipulative skills the use of the studio called for. As 

explained in Chapter Six (page 168), the company that 

installed the equipment trained only one white lady, who was 

not a member of the microteaching team. Even the Head of 

Department for Professional Subjects, who supervised 

microteachi~g, could not operate the equipment. As a result 

of these factors the sophisticated microteaching studio was 

underutilised. 

Use of media during microteaching sessions: lecturers 

The manner in which micro teaching was handled in all three 

Colleges followed the stages described below: 

We present the theory of the skill first. Then we give application 

tasks. For example, for the skill of questioning, we give them a 

paragraph and ask them to classify the questions included or ask them 

to ask their own questions. Then they present their own lessons 

demonstrating proficiency, whilst their peers fill in the coding 

forms. Then we give feedback to the presenter. 

Microteaching lecturers did not demonstrate the use of 

teaching skills for their students because they believed that 

only subject method lecturers could demonstrate effectively. 

They did not demonstrate the skill of using educational media 

either, for the same reason. Because educational media 

lecturers and subject method lecturers were not members of 
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the microteaching team, no demonstrations were given on the 

use of educational media whatsoever. Failure of 

microteaching, media, and subject methods lecturers to 

demonstrate the use of skills in teaching and learning 

situations deprived pre-service teachers of rich learning 

experiences. It was likely that the hidden message heard by 

pre-service teachers was that these skills were not very 

important, especially that teaching skills were not 

examination content. 

Microteaching lecturers viewed the non-participation of 

educational media lecturers , and subject methods lecturers 

in micro teaching as a contributory factor to the 

underutilization of media by pre-service teachers: 

If educational media lecturers took part in microteaching, they would 

be able to encourage students to use media. They would also evaluate 

the students' competence. I can credit a student for a chart which to 

me seems ok, and yet to a media lecturer, that same chart may be 

inappropriate (Lecturer, College three) . 

Students take advantage because we do not always know the content o f 

their subjects well. For instance, language and maths students like 

to claim that there is no need for media in their subjects. Maths and 

English method lecturers would demonstrate the use of media in their 

subjects if they participated in microteaching. Now students get away 

with anything (Lecturer, College two) . 

The lecturers' views on the separation of educational media 

from school subjects were shared by teacher educators in the 

United States of America, as well as in Britain. For examp l e, 

the AECT study (1992) reported consensus of American teache r 

educators on the vital role of subject methods lecturers in 
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technology training: "Teachers in training should be trained 

by subject speciality areas, that is, use technology as it is 

being used in the discipline" (p.129). In similar vein, 

British teacher educators agreed that teaching strategies 

using educational media, as well as traditional methods 

needed to be presented within the same subject area (Bitter 

and Yohe 1989: 24). 

The lecturers' practices seemed to be re-inforced by the 

authors of the Longmans Teacher Training Series. The textbook 

used in two Colleges, Microteaching and Teaching Practice: A 

Guide for Student Teachers (Walters 1990) gave minimal 

coverage to "teaching media and methods of use". For example, 

as compared to the skill of questioning which ~as covered in 

eleven pages, all media were allocated a space of three 

pages. That could have given lecturers the impression that 

they were not expected to treat media in detail. As explained 

earlier in Chapter Seven (page 194), lecturers tended to 

follow the contents lists of their textbooks to the letter. 

They seldom used the syllabus. The result of such 

overdependence on the textbook was that they could easily 

misinterpret the authors' intentions. 

Although lack of colleagiality was discussed in the sixth 

chapter, its impact on the manner in which lecturers 

conducted microteaching was not discussed. In one College, 

the Head of the Department that housed microteaching was 

ignorant about the activities of the six lecturers handling 

micro t eaching. He attributed such a state of affairs to lack 

of co l leagiality as stated in his explanation: 

To be quite frank, I do not know how they conduct microteaching 

because I do not visit their lecture rooms. I used to visit but they 
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reacted so negatively that I had to stop: It was like I was policing 

them or I thought I knew everything. 

This negative reaction towards class visits was not only 

about the rejection of supervision, but also about fear of 

any form of observation. There was a lack of team sp~rit in 

the Colleges which resulted in lecturers being isolated in 

their little kingdoms with the result that they lost the 

opportunity of learning from one another. What seemed to be 

in vogue was a spirit of competition as explained below: 

We do not observe each other's teaching because some people think 

they are being judged. There is this I can teach better than you 

attitude so you dare not observe my teaching. 

It was observed that even pre-service teachers adopted 

attitudes which were similar to those of their lecturers. 

When requested to present mini lessons, they dragged their 

feet. They seemed to resent teaching in front of their peers. 

During the feedback stage, they were often reluctant to 

comment on their peers' presentations. 

It was concluded that although microteaching was a compulsory 

component of the teacher education curriculum, Ciskei 

Colleges of Education did not take advantage of its potential 

for the development of teaching skills such as the use of 

educational media. Factors contributing to that state of 

affairs were as follows: inadequate equipment for recording 

lessons, shortage of classrooms, lack of colleagiality among 

staff, lack of enthusiasm in the use of media and lack of 

subject integration. 
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Use of media during microteaching sessions: students 

There was little evidence of the application of what was 

learnt in educational media lectures during microteaching 

sessions. The majority of pre-service teachers enrolled for 

the Primary Teachers' Diploma (PTD) used the chalkboard, 

charts and textbook illustrations. On the whole, pre-service 

teachers did not take advantage of the available media when 

presenting mini lessons. The perception held by those 

enrolled for the Secondary Teachers' Diploma (STD) was that 

educational media had no place in secondary education. The 

opportunity to obtain feedback from peers and lecturers on 

how well presenters used media was usually lost in most 

cases. One contributory factor to the underutilisation of 

media during microteaching sessions was the non-examination 

nature of microteaching. Any College activity that did not 

have marks attached to it was viewed by both lecturers and 

pre-service teachers as a waste of time, as can be seen in 

microteaching lecturers' explanations: 

We have very long syllabuses. Look at this list of skills. If you 

teach the theory of each skill, it is impossible to demonstrate its 

use and then listen to students' presentations. So I teach the 

theory, skip the demonstration and let them teach. After all, it is 

not an exam subject (Lecturer, College three). 

My students told me that they saved their media for their crit 

lessons because they will get marks for them. They cannot spoil their 

aids by using them for microteaching. They also save them for their 

educational media examination sets which count toward their year mark 

(Lecturer, College two). 

Consequently, for such activities the majority never gave 

their "best shots". This could be attributed to the belief 

that because education provided economic opportunity, they 
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should work toward passing examinations, get their teachers' 

certificates and earn a living. Their resistance to the use 

of media may be interpreted as oppositional behaviour. 

Fernandes (1988, p.169) refers to such oppositional behaviou~ 

as "rejection of intellectual work". By rejecting 

intellectual work, pre-service teachers might have reinforced 

the reproduction of inequality. African students might 

continue to copy notes from the chalkboard, limiting chances 

for the development of their critical thinking. "In this way, 

they neglect the opportunity of developing intellectually 

through the access to higher levels of knowledge, which 

reduces their efficiency in the ideological struggle and 

social action" (Fernandes 1988: 172). 

Even during the rare occasions when enthusiastic pre-service 

teachers had incorporated media such as slides or 

transparencies in their presentations, the lecturers' 

inexperience with media deprived the presenter of informative 

feedback. Lecturers usually concentrated on other 

presentation skills. 

The pre-service teachers' presentations were seldom 

videotaped due to their large numbers . As a result, lecturers 

and pre-service teachers missed the opportunity of improving 

their manipulative skills. If they used video recording 

equipment, chances were that their confidence in the use of 

technology could have improved. 
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In a study conducted by Kaggan and Tippins (1992), it was 

found that although the thirty-seven pre-service teachers who 

participated viewed the same teaching performance via 

videotape, there was only moderate consensus in their 

evaluations of some of the instructional strategies entailed 

in those performances. This observation made the researchers 

concerned to conclude as follows: 

Instead of relying on unstructured field observations, teacher 

educators might structure and supervise classroom observations via 

videotape or, in the case of live observations, via two-way mirrors. 

This would allow them to provide simultaneous supervision (p.157). 

CHALKBOARD WORK 

As mentioned in Chapter Seven (page 202), chalkboard work was 

a compulsory aspect of the Teaching Practice syllabus for 

PTDs and STDs. According to the syllabus, attention should be 

given to the following aspects: care, maintenance and the 

repair of the chalkboard and accessories; effect of different 

colours of chalk; how to hold and handle the chalk; neat and 

legible handwriting; spacing of words, size of letters, and 

numerals; writing horizontally on the chalkboard; effective 

arrangement of work on the board; economical use of chalk and 

dusters; use of feint lines; chalkboard summaries and 

diagrams; the position of the chalkboard in the classroom and 

the position of the teacher, in relation to the class and the 

chalkboard; use of the chalkboard by pupils. At the end of 

the course, pre-service teachers were evaluated on writing 

and drawing on the chalkboard as well as using the chalkboard 

as an educational medium. The minimum requirement to pass 

chalkboard work was stipulated to be sixty-five per cent. 

Opportunities for chalkboard practicals, where pre-service 
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teachers practise the chalkboard techniques specified by the 

syllabus were made available. Students in need of extra 

practising time were free to use facilities in the afternoon. 

In the case of one College, there were no chalkboard rooms 

whatsoever. Students used the dining halls for chalkboard 

practice. The remaining two Colleges, however, had ample 

chalkboards mounted on walls throughout the Colleges. There 

were even free-standing chalkboards. The syllabus stipulation 

of using the chalkboard as an educational medium was not 

carried out, however. That was found to be the case in all 

Colleges. Marks were allocated by chalkboard lecturers on 

writing and drawing only. Chalkboard lecturers resisted this 

exercise on the grounds that it was the method lecturers' 

domain. As a result, pre-service teachers were deprived of 

the valuable diagnostic sessions which could have prepared 

them for teaching practice. The number of periods allocated 

to chalkboard work could have provided pre-service teachers 

with enough time to practise and improve their skills. During 

the first year, for example, the number of periods for 

chalkboard work (28) was similar to those allocated to other 

educational media. That could have given chalkboard work an 

advantage over other educational media. That could also 

explain the overdependence of pre-service teachers on the 

chalkboard even where other media were available both in the 

Colleges and the schools. As suggested in Chapter Seven, 

overemphasis of the chalkboard when less time was allocated 

for other available media suggested the implementation of the 

"hegemonic curriculum". It was very likely that whilst all 

African pre-service teachers received overtraining in the use 

of the chalkboard, the majority were excluded from 

high-technologies such as computers. Even when the country 

has a single education department for all its citizens, 

African teachers are likely to lack manipulative skills and 

will need re-education. 



228 

Chalkboard work, a compulsory component of the teacher 

education curriculum, was not well-taught, due to the 

unavailability of chalkboards and a chalkboard room. As noted 

by Gugushe, 

Results for chalkboard have not been successful all these years due 

to the fact that our students practice on a few portable chalkboards 

instead of chalkboards pasted against the wall. There should at least 

be 30 chalkboards in the chalkboard room (January, 1982). 

Gugushe's claim above, corroborated Buys' (1980) earlier 

observation that in this College, teaching aids were sadly 

neglected. However, Gugushe, as opposed to Buys, explains 

that lack of facil~ties and equipment were constraining 

factors to the underutilisation of educational media in this 

College. Despite the Rector's pleas, by 1984, the College had 

still been operating without the facilities necessary for the 

proper implementation of the curriculum. In a letter to the 

Director G~neral, t h e Rector requested the building of the 

following r o oms whi c h were not available then: "library, 

teaching aids room, chalkboard hall with chalkboards, art and 

craft hall, demonstration hall, staff room and water system 

toilets" (Gugushe 1 9 84) . 

OBSERVATION 

Observation of teachers in action in their natural setting is 

another example of f ield experience. Arguments in favour of 

observation focus o n the opportunity for student teachers to 

learn what it is li ke or what it feels like to be a 

participant in the c lassroom (Evans 1986). Pre-service 

teachers must acqui r e the abilities to observe teachers in 

real classroom situations in order to identify and understand 
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the behaviours that exist and the context within which they 

appeared. "Only with such understanding is it possible to 

design and implement instructional experiences in a manner 

that allows pupils to learn" (Copeland 1981: 11). 

Pre-service teachers visited schools for observation 

purposes. A structured questionnaire was used as a basis for 

observation. The storage, distribution and use of educational 

media were included in the observation assignment. The 

pre-service teachers' reports explained that teaching 

practice schools were extremely deficient as far as media 

were concerned. The few items that were available, such as 

the radios and cassette recorders were not stored in central 

places known to everybody. Instead, they were locked in 

individuals' office cupboards or taken home for private use. 

The direct result of that situation was a general 

underutilisation of media by teachers. Even in the case of 

science subjects which required that experiments be 

conducted, in the majority of schools, lack of funds 

prevented the purchase of the necessary items. It was 

concluded that pre-service teachers were deprived of the 

opportunities for observing experienced teachers using 

educational media in real classroom situations. 

The syllabus for Teaching Practice stipulated that 

demonstration lessons be given by lecturers on site. The 

majority of lecturers did not take kindly to giving 

demonstration lessons. The same lecturers who were 

enthusiastic were saddled with the responsibility of 

demonstrating for pre-service teachers. The major 

disadvantage of that state of affairs was evident in this 

media lecturers' ut t erance which was shared by all Colleges: 
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Lecturers demonstrate using the school content of the subject 

methods they teach. That is where their students observe them 

using media. If for example, only the natural science lecturers 

demonstrate, when will the social science students observe their 

own lecturers? (HOD, College one) . 

Lecturers preferred the isolation of their lecture rooms 

where chances for open criticism were remote. The spirit of 

secrecy and defensiveness among lecturers in the Colleges 

prevented the majority from giving demonstration lessons with 

the result that lecturers themselves were not likely to learn 

from each other. Commenting on the effect of isolation, Smyth 

(1984: 29) wrote: "This isolation ... impedes the professional 

development of even the most dedicated teachers". The hidden 

message that could have been sent to pre-service teachers was 

that "intervisitation" or colleague observation was taboo. It 

was highly likely that as professional teachers, pre-service 

teachers would reject class visits by Heads of Departments, 

as well as observation by future pre-service teachers. The 

introductory chapter stressed that teacher behaviour was 

learnt during the teacher's own school days and that such 

school experience was the most significant influence on 

teaching practice (Sachs 1987). The behaviour of teacher 

educators, therefore, is a direct influence on prospective 

teachers. 

TEACHING PRACTICE 

During teaching practice sessions, pre-service teachers 

taught school subjects for which they were prepared by their 

methods course lecturers. According to the syllabus, a 

minimum of 110 lessons, distributed over the second and third 
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years of study, should be presented by each pre-service 

teacher. Out of those lessons, ten were presented for 

assessment by lecturers. Among other things, the use of the 

chalkboard and educational media was assessed. 

Although opportunities for pre-service teachers to comment on 

their peers' use of abuse of media were available during 

teaching practice, such opportunities were seldom used. 

Pre-service teachers resisted commenting on each other's 

presentations. Teaching Practice was so strongly associated 

with negative criticism that Teaching Practice lessons were 

labelled "crit lessons". That was perceived to be the 

lecturers' dirty work, whereby they passed or failed 

pre-service teachers. The result of that perception was that 

pre-service teachers resisted evaluating each others' use of 

educational media. 

The educational media used during Teaching Practice were not 

always a good indication of pre-service teachers' ability to 

make media. Borrowing media from peers for use during "crit 

lessons" was a common practice, and lending out media was a 

demonstration of solidarity against the common enemy - the 

supervising lecturer who gave marks. Unavailability of media 

in the schools also affected the level of media use during 

Teaching Practice. Colleges did not have spare media that 

could be borrowed for use during Practice Teaching, and that 

constrained the pre-service teachers' use of media. In 

secondary schools in particular, the attitudes of teachers 

who scorned the use of media discouraged even the 

enthusiastic pre-service teacher. In addition to attitudes, 

the lack of manipulative skills on the part of guardian 

teachers prevented t hem from using media. Literature abounds 

with cases of guardi an teachers who lacked expertise, and who 
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as a result, deprived pre-service teachers of opportunities 

to observe the use of media in real classroom situations 

(Glenn and Carrier 1989; Gooler 1989; Glenn 1993; Bitter and 

Yohe 1989; Bitter and Rossberg 1988). Also, the technological 

background of methods lecturers was another contributory 

factor to the underutilisation of educational media by 

pre-service teachers. The majority were not prepared 

adequately for the use of technology in education. If the 

method lecturers did not demonstrate the use of technology in 

education, it was highly unlikely that pre-service teachers 

could use educational media during microteaching and teaching 

practice. Similarly, if guardian teachers did not use 

educational media, chances were that pre-service teachers 

would not use media either. 

The extent to which media were used by guardian teachers 

varied within schoo l s and between schools. Although the 

majority of schools did not use media, the complaint 

submitted by one sch ool to the Rector of one College 

suggested that there were still individuals who believed i n 

the use of education al media: 

Dear sir, 

Student teachers are required to have teaching aids during their 

practical teaching at our school. For many a time, they have 

complained of insuf f icient cartridge paper supplied by the College. 

They further complai ned that the little they receive caters only for 

lessons they present for the lecturers. Should they not have teaching 

aids we will only be bound to let them teach only those they have 

prepared for the le c turers during the presence of the lecturers. 

Yours faithfully 

Principal 

( 20 July 1993). 
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The letter reinforced the claim that pre-service teachers 

gave their best only when a task carried marks. They did not 

use media except during the crit lessons which were evaluated 

by their lecturers. For them, it would appear that teaching 

practice was a waste of time except for the evaluation 

lessons. This perception was voiced by lecturers from all 

Colleges. Absenteeism from teaching practice was a common 

practice which lecturers failed to control: 

We have lost control of our students. They stay away from teaching 

practice when they feel like and we never know how to solve that 

problem because when marks are withheld, they will stay away from 

lectures demanding rescheduling of teaching practice. The liberation 

movement, though good in other respects, has affected discipline to 

such an extent that our students' symbols are no longer a true 

reflection of their performance. 

Unavailability of funds was cited as a reason for students' 

underutilisation of media. In the College referred to in the 

letter, it was explained that pre-service teachers paid a 

grossly inadequate tuition fee of approximately R300. Fear of 

strikes prevented management from increasing the fee despite 

the felt need. At some stage (1992), a teaching practice fee 

of R30 was introduced by management. While some students 

paid, the majority questioned the unilateral manner in which 

that decision was taken. The issue was such a source of 

conflict that the Rector scrapped the fee. Since then, it was 

not reinstated with the result that the College was not in a 

position to take a stand against pre-service teachers who did 

not use media during microteaching and teaching practice. 

Prior to 1994, there was no uniformity on teaching practice 

fees in the Colleges. However, in view of the quick spread of 

class boycotts in the Colleges, Rectors agreed to charge R80 

for teaching practice in all Colleges with effect from 1994. 

It was still too early to judge whether the amount was 
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adequate to cater for all the teaching practice materials 

needed by pre-service teachers. 

PRODUCTION OF MEDIA SETS 

In terms of the Teaching Practice syllabus, over the second 

and third years of study, each pre-service teacher should 

make at least eight sets of educational media (four per 

year). The media should be applicable to a specific lesson or 

series of lessons, in a syllabus of a school subject studied 

by the student. For evaluation purposes, pre-service teachers 

obtained an average of the marks for the required number of 

educational media made . The enthusiasm with which the 

majority of pre-service teachers produced their sets 

reinforced the claim that only tasks rewarded by marks were 

taken seriously by pre-service teachers. However, cheating 

was reported as a constraining factor. Less motivated 

pre-service teachers borrowed educational media either from 

previous years' students or from their peers. 

Media lecturers themselves were not without blame in the 

manner in which media sets were evaluated. Lecturers claimed 

t hat more often than not, they were unable to implement the 

s t ipulations of the syllabus , or the instructions given by 

their heads of departments. They reported that they had ways 

of avoiding confrontation with management when difficult 

situations arose. A typical example of such a case was 

r eproduced below: 

Failure to fake having met the administrators' requirements 

results in reprimands. For example, the requirement concerning 

four sets is never realised. Students manage to complete at least 

two sets, and we simply calculate the mark as if they had indeed 

completed four sets. 
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The cheating of pre-service teachers and lecturers when they 

could not cope with their work, due to situational factors, 

suggested the presence of human agency. As mentioned earlier 

in this chapter, pre-service teachers and lecturers resisted 

the curriculum when it suited their needs. In that sense, 

colleges sometimes became social sites "characterised by 

overt and hidden curricula" (Aronowitz and Giroux 1985: 71). 

From the hidden curriculum lecturers and pre-service teachers 

learned cheating. The syllabus was silent on criteria to be 

used when media sets were assessed. Consequently, lecturers 

used their discretion. However, when the respective criteria 

from the Colleges were compared, as can be seen in Appendix 

N, it was found that they emphasised the following: 

(a) Relevance to lesson 

(b) Originality 

(c) Trouble taken 

(d) Appropriateness for age level of learners 

(e) Attractiveness 

(f) Neatness. 

In the College without a media lecturer, pre-service teachers 

received even fewer opportunities for the application o f 

educational media. They did not produce any media sets 

because no lecturer told them to do so. To meet the syllabus 

requirements, marks that would have been allocated for the 

media sets were derived from teaching practice marks. It was 

interesting to note that the College in question was the one 

where Buys (1980) had found that teaching aids were sadly 

ignored. It was the same College that had received the letter 

complaining about the underutilisation of media by students 

during teaching practice. 
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EDUCATIONAL MEDIA TEST 

For first year pre-service teachers, a written one hour test 

was given, as required by the syllabus. In terms of DET 

guidelines made available to Colleges (Van Zyl 1994: 3), a 

question paper should be balanced. Questions asked should 

include all cognitive levels: knowledge, comprehension, 

application, analysis, synthesis, evaluation. An examination 

of STD I and PTD I question papers from the three Colleges 

showed that emphasis was on knowledge questions. Middle and 

higher order questions were excluded. Samples of question 

papers appear in Appendix M. Examples of knowledge questions 

asked were as follows: 

(a) Fill in items: 

The use of ... help in making the lesson meaningful. 

Television is used in schools for ... and ... 

Teaching aids are classified into three main catego r ies 

........ , ............ , and ........ . 

(b) Matched items: 

Match the statement in column B with column A. Do not write the 

whole sentence, only the number is required. 

A B 

Audiotape The angle at which a light beam is projected 

OHP Instructional projected medium 

Projection angle Magnetic tape for recording sound 

(c) One word answers: 

Give one word for each statement. 

i. Equipment o r tools used by the teacher to demonstrate during 

his teaching activity. 
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ii. Equipment used by students · when studying 

(d) True or false items: 

i. Chalkboard is a projecting visual aid. 

ii. Pictures can be projected for as long they are needed 

for a discussion. 

(e) Explaining items: 

Give the meaning of the following: 

i. auditory aids 

ii. audio-visual aids 

iii. projecting aids. 

(f) Multiple choice items: 

i. When a teacher chooses to use teaching media in 

a lesson he should realise that: 

1. No educational objectives can be achieved by any media 

2. Only one teaching medium can be used 

3. Use of media should correspond with the learning content. 

ii. Teaching and learning media should be used: 

1. occasionally 

2. to stimulate creativity and originality 

3. to explain and clarify easy information. 

Lecturers were asked why middle and higher order questions 

were excluded, despite the stipulations of the DET document 

which stressed balancing of the question paper. Overcrowded 

classrooms were cited as one of the causes for the exclusion 
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of long questions from question papers: 

The only way to cope with marking so many scripts is this. 

If you ask questions that require students to explain things 

in essays, you will never finish marking their scripts (Lecturer, 

College three). 

We are understaffed in this College. You find that one 

lecturer is doing the job of two lecturers. That creates 

problems during exam time. If you concentrate on the demands 

of the syllabus, you never finish marking. It is either that 

you ask higher order questions and cheat when you mark, or you 

simply ask short questions and do justice. I prefer short 

questions (Lecturer, College two) . 

One lecturer, however, gave a completely different reason for 

asking knowledge questions that encourage memorisation. 

According to her, when she asked questions that would have 

encouraged critical thinking, she was "reprimanded" by her 

Head of Department who insisted that, 

such questions are very difficult for students. First year students 

will fail exams if such questions are asked. To make sure that 

students make it in exams, such questions should not be included in 

question papers meant for PTD and STD Is (Lecturer, College three). 

The questions that were allegedly complicated for first year 

post matric pre-service teachers included the following: 

1. (a) Explain how you would use an overhead projector when you 

present a lesson. Base your explanation on an example that 

is extracted from any Std 6 syllabus. 

(b) What does the preparation for the lesson in l(a) involve? 
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2. Explain how you would use a model, real object or a specimenand 

a picture, drawing or the chalkboard when presenting alesson. Base 

your explanation on an example that is extracted from any of your 

major subjects. 

Despite the existence of opportunities for the application of 

educational media, such opportunities were fruitless 

according to lecturers in these Colleges. The major blame was 

put on the stipulations of the syllabi which lecturers had no 

power to change due to their lack of professional autonomy. 

The extracts cited below were explicit: 

Teaching practice is unrealistic. It is done just for record keeping 

purposes. DET must see the number of lessons given before a student's 

final marks are decided. Otherwise, everybody cheats. Teachers in 

home schools put school stamps on students' files, even though 

students did not give any lessons. Students borrow each other's 

lesson notes and media. It is just a waste of time (Lecturer, College 

three) . 

Nobody really cares. We are teaching microteaching when we have never 

done it during our own student days. Nobody even cares to show you 

what to do. You fend for yourself. You learn in as much as your 

students are learning. How effective can one really be? Because DET 

requires a given number of microteaching lessons for each student, we 

oblige. We do it for the sake of our students' final marks, otherwise 

the whole curriculum is a mess they have to overhaul (Lecturer, 

College one). 



240 

I sense that things are not right. But how do you suggest changes in 

a subject you have no background in. Here you are instructed to teach 

a subject irrespective of your expertise. We are cheating on our 

students (Lecturer, College two). 

SUMMARY 

The chapter outlined the opportunities provided for 

pre-service teachers to apply technology in education in an 

attempt to "provide the student with the necessary skills in 

the making and use of educational media that will assist in 

creating a better learning environment for pupils" (DET 1990: 

1). It was argued that omission of such opportunities 

deprived pre-service teachers of essential learning 

experiences. 

Microteaching was identified as one of the field experiences 

with the potential of developing manipulative skills. Despite 

the allocation of 84 periods which was spread out in equal 

portions throughout each pre-service teacher's three-year 

training, there was little evidence of the application of 

what was learnt in educational media lectures during 

microteaching sessions. Microteaching facilities and 

equipment were inadequate in the case of two Colleges. One 

College, however, had installed sophisticated equipment in 

its theatre type microteaching studio. Due to the lack of 

manipulative skills on the part of lecturers, the studio was 

underutilised. 

Pre-service teachers and some lecturers did not take 

microteaching seriously because it was not an examination 

subject. The lack of demonstrations of media applications by 

subject method, educational media, and microteaching 

lecturers, deprived pre-service teachers of valuable learning 
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experiences, and encouragement to use media. The omission of 

demonstrations was attributed to lack of colleagiality and 

expertise, as well as an abundance of isolation, secrecy and 

defensive attitudes on the part of lecturers. 

Unlike microteaching, chalkboard work was utilised 

extensively. Chalkboards were readily available in all 

Colleges and pre-service teachers were given ample time to 

practise skills such as drawing and writing. At the end of 

the course, pre-service teachers were evaluated on writing 

and drawing on the chalkboard. The minimum requirement to 

pass chalkboard work was stipulated to be sixty-five per 

cent. The number of periods allocated to chalkboard work 

provided chalkboard lecturers with enough time to develop 

pre-service teachers' chalkboard skills. Overemphasis of the 

chalkboard when less time was allocated for other available 

media suggested the implementation of the "hegemonic 

curriculum". It was suggested that overselling the chalkboard 

at the expense of other available me dia was likely to exclude 

the majority of African teachers from high technologies. 

Observation of experienced teachers in action was identified 

as another effective field experienc e. If pre-service 

teachers could acquire the abilitie s to observe teachers in 

real classroom situation s, they would be able to identify and 

understand the behaviours that existed and the context within 

which they appeared. Finally, pre-service teachers would be 

empowered to design and implement instructional experiences 

that would encourage pupils to learn. Although pre-service 

teachers visited schools for observation purposes, they did 

not get enough encouragement to use media in their own 

presentations. Guardian teachers hardly used media due to 

their lack of expertise, negative attitudes toward media, and 

unavailability of media and time. Even on campus, lecturers 
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had an aversion to giving demonstration lessons. The 

opportunities for demonstrating the use of educational media 

by subject method lecturers were lost as a result. 

As in the case of microteaching, there was little evidence of 

the application of what was learnt in educational media 

lectures during teaching practice sessions. Pre-service 

teachers did not get enough encouragement from guardian 

teachers. Educational media were unavailable and as a result, 

pre-service teachers tended to use media only during 

evaluation lessons. Even the media used during evaluation 

lessons was not always an indication of pre-service teachers' 

abilities to make media because borrowing of media from peers 

was commonplace. 

Even though the required media sets could potentially improve 

pre-service teachers' technology skills, owing to the 

cheating o f both lecturers and pre-service teachers, that 

potential was often not realised. As in the case of teaching 

practice, pre-service teachers borrowed media sets from peers 

and submitted them for evaluation. In one College, they 

seldom produced four sets due to lack of time taken by class 

boyco tts, leaving the lecturer with n o choice, but to 

multiply t he available marks by four in order to get the 

required average. 

The educational media test given at the end of the first year 

consisted of lower order questions that encouraged rote 

learning. It was unlikely that the written test could improve 

pre-service teachers' technology skills. 

On the whole, it was concluded that although potential 

opportunities for technology applications existed, they were 

underutilised in Colleges of Education in Ciskei. 
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The next chapter addresses the extent to which educational 

media were available in Ciskei Colleges of education. 



CHAPTER 9 

AVAILABILITY AND USE OF TECHNOLOGY IN 

CISKEI COLLEGES 

Regardless of which policy options are adopted, the long-term 
goal of improved quality in the teaching corps in South Africa 
cannot be met in the absence of minimum conditions in the 
schools and other teaching sites. These include adequate 
financial, physical, material, and human resources to ensure 
viable working conditions for teachers and teacher educators. 

NEPI 1991. 

The seventh chapter served the purpose of describing and 

analysing the content of the educational media syllabus 

designed for Colleges of Education in Ciskei. It was alsp 

noted that for any educational media syllabus aims to be 

realised, the availability of media, as well as the 

competence of lecturers were important factors to be taken 

into consideration. The researcher's conviction was that the 

training of pre-service teachers in the use of technology in 

education needed to be viewed from different angles. For 

example, the effects of the selection of content which was 

carried out by the decision-making authorities could be 

identified in "timetabling programmes, authority instructions 

and the corresponding finance-dictated choices" (Mariet 1978: 

2). It was to such "finance-dictated choices" that this 

section paid attention. 

Curriculum design experts agree that any technology traininq 

policy must be well planned, and should be linked coherently 

with policy on equipment. Further, the provision of equipment 
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needs to be planned for future compatibility. For example, 

the provision of television sets without video units would 

have little educational gains considering that television 

broadcasts sometimes cannot be viewed live due to timetabling 

clashes. To circumvent such problems, television programmes 

would have to be recorded and viewed at a more convenient 

time. It was suggested that any training of pre-service 

teachers in the use of technology in education that did not 

take into consideration the availability of equipment could 

not be successful, however noble the syllabus aims were. 

The focus of the current chapter is the availability and use 

of technology in education in Colleges of Education in 

Ciskei. Specifically, the chapter attempts to answer the 

following questions: 

1. What kinds of educational media materials were available 

in Colleges of Education in Ciskei? 

2. What kinds of educational media materials were available 

in teaching practice schools in Ciskei? 

3. To what extent were educational media used by lecturers 

and pre-service teachers in Colleges of Education in Ciskei? 

Although technology in education comprises much more than 

incorporating a few gadgets in the teaching process, still, 

media are considered indispensable in the learning situation 

because they provide the necessary channels for transmitting 

the message. The investigation of available educational media 

materials in Colleges was considered important because any 

medium has a contribution to make in a teaching-learning 
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situation, provided it is properly utilised. In as much as 

there is no best or universal solution applicable to all 

problems, there is also no "best" medium for all 

instructional-learning situations. Each medium has its own 

attributes and to attain maximum effectiveness, media have to 

be selected in relation to the objectives of the lesson, as 

well as the needs of learners. Schramm (1977: iv.) 

summarises this view as follows: 

Motivated students learn from any medium if it is competently used 

and adapted to their needs. Within its physical limits, any medium 

can perform any educational task. Whether a student learns more from 

one medium than another is at least as likely to depend on how the 

medium is used as on what medium is used. 

Given the expressed belief in the potential role of media in 

the teaching and learning situation, their availability 

becomes crucial. Situational factors such as the availabilit y 

of educational media are likel y to place limits on the 

successful preparation of pre-service teachers in the use of 

technology in education. 

The categories that were included for pre-service teachers' 

questionnaires, as stated in Chapter Four (page 86-7), were: 

Category 1: Questions to elicit personal information such 

as age, sex, course registered for, teaching practice 

subjects 

Category 2: Questions to elicit information about 

teaching practice 

Category 3: Questions to elicit information about the 

availability of media 
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category 4: Questions to elicit information about the use 

of media 

category 5: Questions about the educatonal media course. 

As explained earlier, the questionnaires were tested on 

pre-service teachers doing the two-year post matriculation 

Secondary Teachers' Diploma (STD) at the University of Fort 

Hare, and on lecturers in the Faculty of Education at 

Fort Hare. The survey sample consisted of one hundred and 

ninety-eight pre-service teachers, as well as forty-two 

lecturers. The questionnaires were distributed and 

administered in the respective Colleges in October 1989. The 

researcher visited the Colleges in person and at the end of 

each session, took the questionnaires with her. This was done 

to prevent respondents from failing to return questionnaires. 

For data analysis purposes, simple frequency counts and 

percentages were used because the aim was to find out what 

was physically available, the extent to which media were 

used, and biographical data. As explained in chapter four, 

lecturers were observed in natural settings. Observations 

were conducted from July to September 1990, and from March to 

May 1991. Four media lecturers were observed, and each was 

observed once a week during a thirty minute period. Two 

lectures per lecturer were observed. The following is an 

example of the checklist used for observing educational media 

lectures: 



248 

TABLE 23 

THE CHECKLIST FOR OBSERVATION 

Date: Time: College: Lecturer: 

1. Participants: Who was there? What was said? What was done? 

2. Setting: What was available? seating arrangements. 

3. Events: How was content transmitted? Were media used? Were 

there hands-on experiences? 

4. Additional notes: 

As in other studies whose aim was to find out the 

availability and use of educational media materials in 

America (Riccobono 1 985), Nigeria (Okwudishu 1993), and 

Ciskei (Kruger 1980; Mrwetyana 1983), findings were based on 

the analysis of questionnaires, as well as on observations, 

and interviews. 

Availability of media in the Colleges 

Respondents were requested to check on the list provided the 

media that were ava i lable in the Colleges. Opportunities for 

adding on to the list media that had been left out, but were 

available, were prov ided. The chalkboard was reported as 

available in all Co l leges. One College had a language 

laboratory, though n ot in a working condition. All Colleges 

had computers, but h ad no software to use for teaching 

purposes. Lecturers and pre-service teachers' responses for 

all three Colleges c ombined are summarised in Table 24. 
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TABLE 24 

EDUCATIONAL MEDIA AVAILABILITY 

MEDIUM LECTURERS STUDENTS 

% % 

Charts 84,5 86,7 

Maps 44,3 61,0 

Models 24,0 24,3 

Radio 8,2 9,2 

Audio cassettes 8,0 4,1 

Slides 10,0 2,8 

Filmstrips 8,2 1,8 

Transparencies 64,4 6,9 

Soundfilms 7,5 2,3 

Video cassettes 9,8 2,3 

Computer programmes 1,0 0,9 

Language laboratory 1,2 1,4 

When the inventories of individual Colleges were examined, it 

was found that all Colleges experienced serious shortages of 

equipment, despite the existence of a compulsory educational 

media course. Table 25 reflects the media acquisitions of the 

Colleges. 
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TABLE 25 

AVAILABLE MEDIA 

COLLEGE 1 COLLEGE 2 COLLEGE 3 

544 766 686 

students students students 

Radio 1 0 1 

Cassette recorder 6 5 2 

Overhead projector 12 24 62 

Slide projector 1 1 2 

Filmstrip projector 1 0 3 

Movie projector 0 1 0 

Television 2 2 2(10 stolen) 

Video recorder 2 1 2(10 stolen) 

Video camera 2 1 0(1 stolen) 

Computers (PC) 12 3 15 

Printers 1 2 3 

Language laboratory 0 0 1 

Microteaching studio 0 1 0 

It was reasonable to expect users of technology to know the 

acquisitions of their institution and to know where they were 

stored. That was necessary because knowledge of such 

information enhanced easy retrieval, especially where 

equipment was at a premium, and might be in demand. However, 

the majority of lecturers in Ciskei displayed uncertainty in 

regard to the availability of equipment in the Colleges. Even 

the media lecturers did not show wide knowledge about their 

Colleges' acquisitions. That gave the premature impression 

that technology in education was underutilised in Colleges of 

Education in Ciskei. 

As could be seen in Table 2 4, the percentages of pre-service 
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teachers who attested to the availability of battery and 

electrically operated equipment were very low. Several 

factors could have contributed to that state of affairs. 

Usually, equipment was stored in the media centre. In view of 

the fact that pre-service teachers had no access to media 

centres in two Colleges, it was not surprising that most of 

them suggested that such equipment was not available. Storage 

of equipment is dealt with in a later section of the present 

chapter. Since some of the equipment was stored in lecturers' 

offices and locked storerooms, the majority of pre-service 

teachers were not aware of its existence in the Colleges: 

I am not surprised that students reported that some items were not 

available when in reality we have them. How can students know what we 

store in our office cupboards when even some lecturers do not know? 

These things are bought for some people's convenience and that is why 

there is no cataloguing system (Lecturer, College two) . 

Also, if opportunities for hands-on experiences were made 

available, pre-service teachers would have handled some 

equipment, and would have been aware of its existence: 

Because of the large numbers of students who would have to handle the 

only item the College possesses, I do not even try to allow them to 

handle equipment. That would be a fruitless and risky thing to do 

(Lecturer, College one). 

The indefinite storing of equipment in some teachers' or 

lecturers' cupboards was not peculiar to Ciskei Colleges of 

Education. In an investigation o~ problems related to the 

preparation of pre-service teachers in the use of educational 

media, Glover ( p.293) explained: "Getting 'hands-on 

experiences at scho6ls can be more difficult because the 

equipment is sometimes part of somebody's empire". The 

question of media storage is discussed at length in the next 

section. 
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storage of media 

Ignorance about available technology and sometimes where it 

was stored, was partly due to the decentralised manner of 

storage. The media centre was one of the facilities that 

housed technological devices in the Colleges. What 

constituted a media centre differed from College to College. 

In one College, for example, there was a special room, much 

larger than the usual classroom with a seating capacity for 

fifty students. The room was fitted with storage cupboards on 

one wall. The top cupboards had glass doors which enabled 

users to see what was needed without much effort. The bottom 

cupboards, on the contrary, had wooden doors. The reason 

given for this arrangement was the need to hide technological 

devices which might be easily stolen. All cupboards had 

locking devices and the keys were reported to be kept by the 

lecturers entrusted with media centre duties. Keeping 

equipment under lock and key was not without strong 

justification. Theft and disappearance of equipment was 

experienced in the Colleges: 

We will never have enough equipment because of burglaries (Lecturer, 

College three). 

During times of riots, Colleges are targets for vandalism and 

burglaries {Lecturer, College one}. 

Equipment does disappear even in the absence of burglaries. 

Maybe it is an inside job {Lecturer, College two}. 

Loss of equipment was experienced even in the absence of 

burglaries in the Colleges, and in such events, it was 

reported to the Education Department. In one such instance, 

the Director General's response was as follows: 
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STOLEN ONE 67CM NATIONAL COLOUR REMOTE CONTROL TV SET AND 

ONE JVC MODEL HR - D300 EM VIDEO CASSETTE RECORDER 

This needs your thorough investigation because there is no sign of 

burglary in this story instead somebody opened the padlock with a key 

and took the padlock away. You must investigate, in between the two 

lecturers who are in possession of keys. After investigation you 

should report to the police station and give us a full report 

together with completed c.1137 forms (So c i March 1990). 

Loss of equipment was experienced in all Colleges as evident 

in this media lecturer's explanation: 

What frustrates me is that we had 12 tv sets, 12 video recorders, and 

one camera. We have since lost 10 tv sets, 10 video recorders, and 

the only camera we had. They were stolen and _yet there were no signs 

of burglaries in all instances. It could be lecturers, at the same 

time it could be students (Lecturer, College three). 

The finding that burglaries were commonplace in the Colleges 

especially during periods of political instability, as well 

as that equipment was stolen even in the absence of 

burglaries had political undertones and c ould be traced from 

the communities served by the Colleges. Stealing was not 

considered a serious offence by the dispossed: 

In our locations and villages we believe that yiba qha ungabhaqwa. 1 

So when you think you will not be a suspect, you are free to steal, 

whether you are educated or not (Rector, College two). 

When we mean stealing from whites or from government institutions 

su ch as these we say we are "repossessing". Blacks believe that they 

are poor because the white man and his government stole the black 

ma n 's land. So when blacks steal they are repossessing what was 

o riginally theirs and was stolen by whites (Lecturer, College two). 

1 The l iteral translation of "yiba qha ungabhaqwa" is " s teal but do not 
get ca-.lght" . 
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Most of us believe that stealing is understandable as long as one 

does not steal from fellow blacks. That is why even professional 

people will buy stolen goods knowingly. After all they were stolen 

from shops owned by whites or from homes owned by the white masters 

(Lecturer, College one) . 

Lecturers who explained the theft of College equipment in the 

absence of burglaries blamed inequalities in the larger 

society: 

Teachers' salaries have always been poor and inferior to those of 

whites. There was no parity of salaries until the late eightees. Even 

then that was restricted to graduates. Teachers are human beings with 

needs and wants. They view the material possessions whites with both 

envy and jealousy. When they think they will not be discovered, the 

temptation to steal comes ngturally, especially when they steal 

government property. It was the government that gave them low 

salaries in the first place (Lecturer, College three). 

The homes the majority of lecturers come from are poor. Working 

parents expect professional children to buy all the electronic 

equipment the white masters have in their homes. When you know that 

you cannot afford buying TVs and recorders from your salary, stealing 

them from the people responsible for your inadequate salary is an 

option (Lecturer, College one). 
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Members of the communities served by these Colleges were 

victims of an unequal society. Similarly, the College staff, 

as well as students, originated from the same society which 

was characterised by inequality. Inequality often leads to 

alienation, and alienation increases resistance and 

destruction. It was therefore considered reasonable to argue 

that theft of equipment was a form of resistance by 

dispossessed people who rejected inequality in society and in 

education. In view of the conviction that inequality could 

only be transformed by political movements, it was not 

surprising that theft was reported to be experienced 

excessively during periods of political strife. Theft of 

government property was a means of registering rejection of 

segregated teacher education institutions in Ciskei, as well 

as rejection of Apartheid in the larger society. Further, the 

anger and frustration of the victims of discrimination led to 

destruction which in some cases resulted in personal gain. 

The rest of the space in the media centre was taken by long 

wooden tables, running the width of the room, from left to 

right. On top of two rows of tables, seven IBM compatible pes 

and three dot matrix printers were arranged neatly for 

prospective users. They were so orderly arranged that one 

wondered how often they were used. The computers were covered 

with black cotton cloth, which showed a striking accumulation 

of dust. When the researcher asked about the dust and how 

they managed to keep the room that orderly, the lecturer in 

charge laughed and said: 

Why do you ask? You know the reason as much as I do. Without sounding 

pessimistic, the room wil l still remain like this for years to come. 

Nobody bothers by touching those computers (Lecturer, College two). 
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The front row was occupied by five manually operated, and 

five electrically operated typewriters. As in the case of 

computers, the electrically operated typewriters were 

completely covered with dust-laden black cloth. In a jocular 

manner, the researcher suggested that in future they may need 

to use cream cheese cloth because the dust will not show. The 

lecturers burst out laughing saying: "I will remember that 

next time". It transpired that lecturers preferred to take 

turns on the few manual typewriters which appeared to be 

popular, judging by the booking of equipment records kept by 

the lecturer in charge. 

In the locked cupboards and in the small storeroom, the 

following items were stored: twelve overhead projectors, one 

slide projector, two video cameras, one video recorder, two 

television sets, and six cassette recorders. The college had 

one radio which was in the clerks' office for their use 

during the day. It was explained that lecturers never 

borrowed the radio for classroom use, and that was how it 

landed in the clerks' office. One piece of equipment that was 

described as very expensive, and had been recently purchased, 

was also not kept in the media centre. The lecturer who 

motivated for the purchase of the video projector unit, as it 

was called, kept it in his office, to prevent its poor 

handling and damage by staff who did not know how to use it. 

Because the expensive item was underutilised, it was a poor 

investment in a Col l ege suffering serious financial setbacks. 

A similar finding was reported by the Commission on 

Instructional Technology (1970: 83) :"The equipment therefore, 

i n many cases lies i dle, waiting for an instructor to learn 

how to use it and to develop confidence in its usefulness in 

teaching". 

I n another College, computers were not housed in the media 
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centre. Instead there was a computer room where computers, 

typewriters and printers were stored. Access to the computer 

room could only be gained in the physical presence of the 

lecturer in-charge. This finding confirmed the UNESCO 

Survey's finding that in many countries access could not be 

gained easily "due to the proprietary attitudes of computer 

teachers" (Tucker :329). In one office there were fifty 

new overhead projectors, still covered with plastic, but 

stored on the shelves. The absence of technicians in the 

Colleges was cited as one factor with a negative influence on 

use of equipment. The overhead projectors still needed lamps 

and no lecturer knew how to fit lamps. They did not have 

enough money to hire a qualified technician to fit lamps. 

They had to share two overhead projectors and that was 

discouraging because a staff of sixty could hardly share two 

overhead projectors. The third College had two PCs which were 

stored in the library for lecturers' use. The media centre, 

in the latter College, consisted of large drawing tables, 

cupboards, and sinks, and was used by students when they 

prepared charts. 

Availability of media in teaching practice schools 

For teaching practice purposes, pre-service teachers were 

allocated to primary and secondary schools which were within 

easy reach from Colleges. Since teaching practice was 

regarded as one of the opportunities provided for pre-service 

teachers to apply both technology and teaching skills, 

pre-service teachers were requested to declare the holdings 

of their teaching practice schools. As in similar studies 

conducted in Ciskeian schools (Kruger 1980; Mrwetyana 1983), 

teaching practice schools in Ciskei reflected a situation 

which might be described as "media scarce". The 
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necessary equipment and materials were not available because 

they "cost too much to purchase and maintain". The Department 

of Education supplied schools with chalkboards and some 

textbooks only. The rest of the equipment was purchased from 

school funds which were at a premium due to the students' 

failure to pay school fees. The table below summarises the 

available media in percentages as reported in the students' 

questionnaires. 

TABLE 26 

MEDIA AVAILABLE IN SCHOOLS 

MEDIUM 

Charts 

Maps 

Models 

Radio 

Slides 

Filmstrips 

Transparencies 

Soundfilms 

Video cassettes 

Computer programmes 

Language laboratory 

AVAILABILITY 

35,1 

23,8 

20,2 

16,0 

1,8 

4,8 

8,3 , 

4,8 

2,0 

1,4 

0,5 

The teaching practice schools were further characterised as 

rural by the majority of respondents. Electricity was 

reported unavailable by twenty-eight per cent cases in the 

rural areas. However, an insignificant number of respondents 

attested to the availability of electricity in some 

classrooms in urban schools. Given the gross neglect of rural 

areas in South Africa, it seemed reasonable to suggest t ha t 

if schools were in rural areas, it was highly likely t hat no 
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electricity would be available. By the same token, if 

electricity was unavailable, electrically operated media 

would not be used. The rural nature of schools, as well as 

unavailability of electricity might influence the extent to 

which pre-service teachers used media. 

Facilities for media production 

When asked to report on the facilities used for the 

production of educational media materials for teaching 

purposes, College facilities were mentioned by 45 per cent 

respondents. That was a curious finding, given that one of 

the Colleges was residential. It would have been logical for 

resident students to cite College facilities as their major 

venue for the production of media materials. The finding 

needed further investigation. A few odd cases accounted for 

the use of their homes, as well as teaching practice school 

facilities. 

Visits to the Colleges y i elded the finding that, in reality, 

Colleges did not have any special production rooms. Even in 

the rooms used as media centres, there were no sections meant 

for the production of educational media materials. As stated 

earlier, the very media centres were not for student use, 

hence College facilities were not cited as venues for the 

production of media materials by the majority of 

respondents. 

Use of educational media: lecturers 

Although pictures had been enlarged and decreased on a 

photocopier by the majority of lecturers, indications were 
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that they had not actually handled the photocopier on their 

own. The tasks were done on their behalf by other lecturers. 

Whereas almost all lecturers had produced transparencies by 

hand, only a very low percentage reported having produced 

transparencies mechanically. Stencils were reported to be 

produced by hand, and never mechanically by most lecturers. 

The duplicating machine, as in the case of the photocopier, 

was handled by designated lecturers on behalf of the rest, 

according to the lecturers. The video recorder was the 

popular choice for recording microteaching sessions. 

However, for the entire College to share one recorder was not 

practicable. As a result, due to lack of time and large 

numbers of pre-service teachers waiting to have their 

lessons recorded, lecturers abandoned the video recorder and 

used tape recorders, or continued with microteaching without 

recording, as explained in the previous chapter. Also, 

waiting for lecturers who know how to operate video recorders 

to move from room t o room, demonstrating how the recording 

equipment was operated was so time consuming that lecturers 

were discouraged and stopped recording microteaching lessons. 

Table 2 6 summarises the availabilit y and use of media by 

lecturers. Use was defined as more than twice a week. On the 

basis o f such evidence, it is suggested that Colleges of 

Education in Ciskei were seriously deficient in as far as the 

availability of medi a was concerned. Availability of media 

obviously impacted on use and training. It is therefore not 

surprising that lecturers tended to teach free of 

technologies in these Colleges. 
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TABLE 27 

AVAILABILITY AND USE OF MEDIA BY LECTURERS 

MEDIUM 

Charts 

Maps 

Models 

Radio 

Audio cassettes 

Slides 

Filmstrips 

Transparencies 

Soundfilms 

Video cassettes 

Computer programmes 

Language laboratory 

AVAILABILITY 

% 

84,5 

44,3 

24,0 

8,2 

8,0 

10,0 

8,2 

64,4 

7,5 

9,8 

1,0 

1,2 

USE2 

% 

65,2 

23,0 

14,4 

2,6 

3,8 

4,2 

4,0 

58,3 

3,0 

4,5 

1,0 

1,0 

Whilst the present arrangement of having some lecturers 

responsible for reprographic facilities such as photocopiers 

and duplicating machines may have its advantages, on the 

debit side, it deprived the majority of lecturers of 

opportunities for handling media. If all lecturers were 

afforded opportunities for using reprographic facilities when 

they needed to, those lecturers who did not know how, would 

through gradual use and guidance from their colleagues 

improve their manipulative skills. The confidence lecturers 

needed to gain when handling "gadgetry" was not likely to be 

gained if they did not produce media on their own. Under such 

circumstances, it was doubtful if lecturers could be role 

models for pre-service teachers in the use of technol ogy . As 

explained by Gooier, "Until or unless university facu l ty can 

2 Use refers to more than twice per week. 
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gain knowledge of and experience with technology 

applications, the prospects of teachers-in-training gaining 

necessary skills and knowledge are not promising" (1989: 20). 

Although GooIer conducted the survey on university faculty, 

his conclusions were equally valid for teacher educators in 

Ciskei Colleges of Education because they also taught a 

compulsory educational media course. 

The lecturers in charge of the media centres were not media 

lecturers. They were teaching other subjects, but in 

addition, the responsibility of running the centre was 

theirs, in as much as other lecturers might be in charge of 

sports equipment. During their teaching times, the media 

centres were locked and were opened ~hen they were free. When 

they were teaching, nobody could gain access to the centres 

even if there was a need . The same applied to the storerooms 

that housed the duplicating machines and the photocopiers. 

Access was gained only when the lecturers in charge were not 

teaching. Control was so rigid that ke ys would not be handed 

over to lecturers in need o f the service, in case something 

went wrong. The photocopier was operated only by the persons 

in charge, on behalf of o ther lec turers. Failure to gain 

access to the media centres and photocopy rooms often 

resulted in ill feelings amongst lecturers, and eventually 

affected the rate at which media were used by lecturers. The 

issue of staff relations resulting from such issues was dealt 

with in depth in the fifth c hapter. 

The medium that was used without fail by all lecturers was 

the chalkboard. A common occurrence was the "PDNE,, 3 that was 

left at the bottom of chalkboard summaries. Coupled with 

that, was the lecturers' emphasis on pre-service teachers 

3 During interviews, it was explained that "PONE" stood for Please Do No t 
Erase and was requesting lecture rs not to remove what was wrItten on the 
board when they cleaned it prio r to givi ng lec tures. 
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taking down chalkboard summaries. The crucial role played by 

chalkboard summaries was captured vividly in one media 

lecturer's explanation: 

They do not have textbooks. The government supplies insufficient 

books for some subjects and no textbooks at all for others. Students 

refuse to buy their own books because they say that is the 

government's responsibility. 

Whilst it is an understandable practice for teachers of poo r 

schools to give notes in the absence of textbooks, that 

practice might be counter-productive at the same time. For 

example, even if pre-service teachers were favourably 

disposed to participation during lectures, writing notes and 

concentrating on what was being explained by lecturers were 

two activities which may be equally demanding of the 

student's attention. It could be that pre-service teachers 

failed to ask questions or to participate during lectures 

because they were not listening attentively. They may have 

been concentrating more on the chalkboard summary, since 

class tests were based on it. Use of the chalkboard for note 

giving at post matric level seemed to encourage 

over-dependence on lecturers, especially when all Colleges 

had library facilities where pre-service teachers could be 

encouraged to make their own notes. However, the ill-equipped 

libraries in the Colleges militated against this. 

Chalkboard summaries and textbooks provided pre-service 

teachers with third-hand experiences. Such dependence on 

third-hand experiences was found to be encouraged by 

unavailability of equipment and facilities. Pre-service 

teachers were told about media and did not have opportunities 

for hands-on experiences due to unavailability of hardware. 

During lectures, emphasis was more on product than it was on 

the learning process itself. The lecturers' emphasis on the 

importance of passing tes t s and examinations led the 
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researcher to conclude that the aim of lecturers in the 

Colleges visited was to get pre-service teachers to give 

correct answers. The "hidden curriculum of language" (Meighan 

1986) during such lectures was found to be authoritarian. 

Most of the talk was done by lecturers. Control of the main 

discourse system was maintained by lecturers who behaved like 

"talking textbooks". The communicative rights of lecturers 

and pre-service teachers were unequal. Lecturers, in an 

implicit manner, told pre-service teachers when to talk, what 

to talk about, when to stop talking, and how well they 

talked. Lecturers used the "soliciting moves" most, eliciting 

some kind of response, and pre-service teachers responded. 

The communicative style dominant in educational media lecture 

rooms may be represented as follows: 

Initiation--------Response--------Feedback 

The extract given below was recorded during an educational 

media lecture and illustrates the "hidden curriculum of 

language": 

Lecturer: Who can tell me what an overhead projector is? 

(Silence and fidgeting) 

Lecturer: Who can try? Yes Sentwa. Please try. 

Sentwa: I do not know how to define it, but the machine on your tabl e 

is the overhead projector. 

Lecturer: Thank you Sentwa. An overhead projector is a projection 

medium that can be operated without darkening the room and is 

projected from the front of the room. (Pre-service teachers wrote the 

definition in note books) 
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Save for the chalkboard, the lecturer's and pre-service 

teachers' spoken words were the dominant medium of 

communication. Lecturers managed to behave in the manner 

described here above because they were regarded as "a scarce 

resource" (Sharp and Green 1975). They controlled and 

transmitted what was perceived to be the scarce and valuable 

commodity of knowledge. 

The arrangement of furniture in lecture rooms also suggested 

something about the lecturers who used the lecture rooms and 

how they taught. As noted by Kohl (1970): "The placement of 

objects in space is not arbitrary and rooms represent in 

physical form the spirit and souls of places and 

institutions" (cited in Meighan 1986: 78). With the exception 

of one lecturer, the furniture was arranged upon the 

traditional rectangular grid that indicated the expected 

channel of communication. Small tables and chairs were 

arranged in neat rows facing the chalkboard. The front row of 

desks was so close to the chalkboard that the lecturer could 

only move sideways, not able to leave the chalkboard area. 

The green chalkboard ran along the front wall from left to 

right. 

Occupying the left corner, was a tall, narrow, wooden 

cupboard. The lecturer's table and chair occupied the corner 

facing the door, in front of the wooden cupboard. The 

arrangement of furniture in the lecture rooms suggested 

social distance between lecturers and pre-service teachers. 

The mode of content transmission suggested was "teacher 

talk", which was an authoritarian style of teaching. 

Pre-service teachers were made to depend on lecturers 

throughout. The learning message resulting from that 

arrangement of furniture was: "sit and learn" (Meighan 1986: 

86). A one-way lecture or instructional approach was 
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implied. This style is appropriate at times. However, when 

the lecturer wished to promote participtory pedagogy in the 

form of small group discussions, the furniture arrangements 

prevented it. It was possible that the lecturers' common 

accusation that pre-service teachers were unresponsive, 

ignored the influence of the physical arrangement of the room 

on participation. Lecturers may not have maximised the 

chances of getting responses by rearranging the furniture and 

making lecture rooms more conducive to participatory 

pedagogy. 

On the contrary, in the case of only one lecture room, tables 

and chairs were so arranged that pre-service teachers had eye 

contact with each other, and were sharing ideas and 

communicating more frequently. Tables were grouped in small 

nests so as to provide a wide work top. Chairs were packed 

against the wall so that when necessary, pre-service teachers 

could have easy access to them. On one nest of tables were 

tools such as scissors, small knives, rulers, glue, erasers, 

water paint, shapes, and crayons. Magazines, newspapers, and 

unused catridge paper were packed on another nest of tables. 

Walls were adorned with teacher made charts and posters. 

Because the lecture room lost its "front and back", the 

lecturer was free to move everywhere in order to play his 

role of being "an at-elbow adviser", narrowing the social 

distance between himself and pre-service teachers. In an 

investigation of classrooms of Downers Grove school, Chicago, 

Bealing (1972) concluded: 

Practical necessities do have a way of exerting their influence, so 

is it that to change the organization and behaviour in classrooms one 

needs to change the structure itself in a rather more adventurous 

manner than has yet been tried (cited in Meighan 1986: 83). 
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It is reasonable to suggest that when lecturers recognise 

practical necessities, they are likely to change the 

arrangement of furniture in their lecture rooms. When they 

wish to transform from teacher talk to participatory 

pedagogy, that will be a practical necessity that will prompt 

them to collectively elect to adopt "open" lecture rooms, as 

in the case of the lecturer who had such a lecture room. The 

conclusion that could be drawn was that the majority of 

lecturers were either not aware of the practical necessity of 

re-arranging furniture to suit their needs, or simply lacked 

the will to do so. Given their education background in 

segregated education institutions where authoritarian 

teaching methods were dominant, it was likely that they 

preferred to teach as they were taught, instead of teaching 

as they were taught to teach. 

Misuse of equipment was also observed in one educational 

media lecture. The lecturer had one overhead projector 

positioned on the front table. Pre-service teachers sitting 

at the back could hardly see the lecturer's fingers pointing 

at the important parts of the projector. Insufficient numbers 

of equipment available at the College, as well as 

unavailability of facilities for pre-service teachers to 

practise manipulative skills contributed to misuse of 

technology in education. The media lecturer explained: 

We do not have overhead projectors that they can handle after 

lectures. The number of projectors available even for lecturers is s o 

small that we scramble to get them. I had to hide this one in order 

to make sure that I would have it for today's le c ture. If I had not 

hidden it, chances are that another lecturer could have taken it. 

At the same time, in as far as the behaviour of pre-service 

teachers was concerned, it was concluded that their role was 

that of receiving knowledge without question. They performed 
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as expected by lecturers in that they reproduced what 

lecturers and prescribed textbooks said. The interaction in 

the educational media lecture rooms was found to re-inforce 

"the silence and passivity of powerless people" (Freire 

1981). Deposits were made into the minds of pre-service 

teachers, and the transmission was predominantly one-way. 

Solutions were found and imposed on pre-service teachers. 

Responsibility for learning was usurped by lecturers and 

pre-service teachers were deprived of opportunities to "think 

critically about problems" (Freire 1981). The "transmission 

ideology" with its particular theories of knowledge, 

learning, relationships, and assessment was found to be 

dominant. 

Use of educational media students 

Pre-service teachers were asked to indicate the media used 

when lessons were presented during teaching practice 

sessions. They indicated whether they used each medium 

often, seldom or never. The findings accepted as reflecting 

use were those checked for "often", where "often" was 

explained as more than five times during a three week period 

of teaching practice. The chalkboard, charts, and maps were 

the popular choice, whereas models, radio, audio-cassettes, 

slides, filmstrips, transparencies, soundfilm, video 

cassettes, and computer programmes were hardly used, if at 

all. The percentage reported for the use of the language 

laboratory was so low (0,9) that the researcher could not 

infer whether it was used or not, or it was a case of 

miscoding. Table 25 summarises the use of educational media 

materials by pre-service teachers during teaching practice. 

During microteaching sessions, as explained in the previous 
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chapter, pre-service teachers hardly used educational media. 

As in the case of their lecturers, their lessons were 

dominated by monologues and chalkboard writing. 

Pre-service teachers did not use the media centre. The 

purpose of having the centre was to service staff, and not 

student teachers, due to large numbers of students who would 

have to handle the only piece of equipment the college owned. 

Colleges were concerned that should there be a need for 

repairs, that would take time, and the repairs might even 

cost what the College might not afford at the time. The 

excerpts tell the story vividly: 

This room is too small to accommodate all the students we have 

(Lecturer, College two). 

Students are sometimes careless. If they break anything we 

would have to take it to East London. There is no time and no 

money for that (Lecturer, College three). 

Students themselves refuse to work in the afternoon. That is 

the only time they can use the room because lecturers do not 

need equipment because they do not teach (Lecturer, College one). 

TABLE 28 

MEDIA USE DURING TEACHING PRACTICE 

MEDIUM 

Charts 

Maps 

Models 

(more 

in 

USE 

than five times 

three weeks) 

% 

73,4 

47,2 

27,5 
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Radio 11,0 

Slides 3,7 

Filmstrips 2,8 

Transparencies 10,1 

Soundfilms 1,8 

Video cassettes 3,2 

Computer programmes 1,4 

Language laboratory 0,9 

Audio 4,14 

Use of educational media school teachers 

During school visits, pre-service teachers observed 

professional teachers in action. In questionnaires as well as 

in observation files, eighty-four percent of pre-service 

teachers reported underutilization of media by teachers~ 

Teachers depended on verbal and written communication. The 

hidden message likely to have been received by pre-service 

teachers during school visits was that media made no 

difference in learning. It was likely that, as in the case of 

their lecturers, the not so motivated intending teachers 

would opt for the easy way and teach as they were taught, 

instead of teaching as they were taught to teach. If 

professional teachers could contribute to the preparation of 

pre-service teachers in their care by modelling the use of 

technologies in class, it was very likely that pre-service 

teachers would do likewise when they were appointed as 

teachers. 

Preventing pre-service teachers from using the media centre 

and computer rooms on the grounds that the rooms were too 

4 Use of educational media during teaching practise is reported in per­
centages. Pre-service teachers were not observed. Instead the 
percentages were worked out of questionnaire findings. 
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small to accommodate them were situational problems which 

appeared to be beyond lecturers' control. Such problems 

seemed to have originated from the superstructure. Exclusion 

of African pre-service teachers from Colleges of Education 

meant for other race groups was a policy decision taken by 

the South African government in pursuit of its policy of 

Apartheid. Africans were not consulted when such a decision 

was taken, yet they were the very people to be affected when 

the policy was implemented. Superficially, exclusion of 

pre-service teachers from some College facilities might 

appear situational and might be blamed on lecturers. But, 

given the government's segregationist policies that decreed 

unequal allocation of resources for the different race 

groups, it seemed reasonable to s uggest that lecturers in 

these Colleges were sometimes blamed for the actions of the 

government simply because they were on site. The existence of 

empty teacher education institutions meant for whites in a 

country where African pre -service teachers were deprived fr om 

getting the most out of their educational media course due t o 

inadequate facilities needs to be considered when the 

preparation of pre-service teachers in the use of technology 

in education is investigated. 

Even though the lecturers' concerns with regard to breakages 

were sound, it would appear that the very people for whom the 

educational media course was designed were prevented from 

making use of facilities in order to attain stated course 

objectives. Without access to the media centre and computer 

rooms, pre-service teachers would get used to the idea of not 

patronising such important facilities, and would not 

experience the importance of using technology in education. 

As professional teachers, it was reasonable to suggest that 

such teachers would teach as they were taught: lecturing 

without use of media o t her than the chalkboard. Commenting on 
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the preparation of intending teachers to use technology, 

Gooler (1989: 20) asserted: 

Minimal exposure to technologies in their preparation programs makes 

it highly unlikely that most graduates of teacher education programs 

will develop interests in and facility with technologies once they 

are teaching in their own classroom. 

Gooler's assertion was equally applicable in the Colleges of 

Education in Ciskei. Rather than adopting a policy that 

prevented pre-service teachers from using such vital 

facilities, lecturers and pre-service teachers, as mature 

adults, could discuss the problem facing them, and 

collectively arrive at temporary solutions. 

SUMMARY 

The Colleges were generally found to be media-scarce in that 

the media available were inadequate to meet the needs of the 

lecturers and students. Unavailability of media was 

attributed to the lack of funds to purchase media, as well as 

to theft of already available media. That affected the extent 

to which media were used. However, even in the case of media 

that were in abundance, such as fifty-two overhead projectors 

in one College, media were underutilised. 

The inadequate preparation of lecturers in the use of 

technology in education, as well as socialisation into the 

use of authoritarian teaching practices were suggested as 

affecting the use of media by both lecturers and students. In 

some cases, lecturers and students did not use media because 

they lacked motivation. 
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The schools where teaching practice was done were described 

as rural, with no electricity and media. Facilities for 

producing media were described as inadequate, and there were 

limited supplies of equipment in the Colleges. The likely end 

result of these shortages was underutilization of media 

during teaching practice. The guardian teachers who were 

supposed to guide pre-service teachers were not role models 

for the integration of media into their lessons. That sent 

hidden messages to pre-service teachers who also taught as 

the guardian teachers taught: lecturing without the use of 

media other than the chalkboard. 



CHAPTER 10 

EVALUATION, SUMMARY AND RECOMMENDATIONS 

How do you conclude a qualitative study? You don't ... Do not 
abandon your case study in an effort to achieve a grand finale. 

Wolcott 1990. 

Whilst it is customary to end a report with a formal 

concluding chapter in the quantitative tradition, some 

qualitative researchers are opposed to such a step. In view 

of the goal of qualitative research, which is to understand 

'what is', some qualitative researchers believe that 

reporting beyond 'what is' tempts researchers to make 

p.ronouncements about 'what ought' to be. The present 

researcher decided to adopt a middle course. Much as her firm 

conviction is that descriptive case studies stand by 

themselves, other considerations influenced the writing of 

this chapter. 

The researcher felt obliged to review what she had done in 

terms of the original statement of purpose and to point out 

shortcomings. During th~ course of the investigation it was 

noted that the participating Colleges of Education expected 

some recommendations. Failure to provide some advice would be 

tantamount to academic 'cop out' and would leave lecturers 

asking, "so what?" The researcher was also mindful that some 

practitioners usually did not appreciate boldly stated 

recommendations based on a study of a few case's ' undertaken by 

an 'outsider'. Nevertheless, the risk was taken. 

274 
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EVALUATION 

Evaluative reflection at the end of any study is beneficial 

to the researcher and the reader alike. For the researcher, 

it provides an opportunity for a critical examination of the 

study. The reader's attention is drawn to aspects of the 

findings which may need to be treated with some 

circumspection. Concluding a qualitative-naturalistic study 

which investigated the development of environmental education 

in Bophutatswana, Irwin (1993) stressed the role of a 

critical, reflective evaluation in the identification of 

subjectivity in all research in the social sciences. 

An evaluation of the extent to which the aims and objectives 

of the research have been met, as well as of the research 

process is presented in the next section. 

Aims and objectives 

The aim of the investigation i.e to determine how pre-servic e 

teachers were prepared in the use of educational media in the 

Colleges of Education in Ciskei has been achieved. The five 

subsidiary objectives within the primary goal have also been 

attained. The historical socio-political context of Colleges 

of Education in the former Republic of Ciskei was documented 

comprehensively in the fourth chapter. In an attempt to 

facilitate contextualisation and interpretation of the 

findings in the socio-historical context of South Africa, the 

researcher provided details about the background of South 

African education which may seem unrelated to the focus of 

the thesis. Such details, the researcher believes, were 

mandatory for an understanding of the factors which 

influenced the implementation of the t e acher education 
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curriculum in a segregated institution originally meant for 

Africans in pursuit of the Apartheid policy. 

The extent to which technology was used by lecturers and 

pre-service teachers in the Colleges was reasonably 

established. The lectures which were observed as well as the 

lecturers' and students' testimonies yielded enough data in 

that regard. Were it not for frequent cancellations of 

appointments owing to disruption of lectures by students, 

more lectures could have been observed, however. 

The examination of the Teaching Practice syllabus of which 

educational media was a component, as well as some 

participants' perceptions facilitated the documentation of 

the scope, nature and quality of the educational media 

course. One constraining factor, however, was the lecturers' 

short responses when open questions were asked. The majority 

were holding back and others were not familiar with the 

contents of the syllabus document. Consequently, the 

researcher's subjective presence may be inferred from the 

analysis of the syllabus. 

The methods used to assess the pre-service teacher's 

understanding of the content of the educational media course 

were determined through the examination of question papers 

and through the participants' disclosures. The objective that 

was partially achieved however, was the fourth one i.e 

providing contextually-framed documentation of the 

instructional communication process between media lecturers 

and pre-service teachers during lectures, as well as between 

pre-service teachers and pupils. The abandonment of school 

visits due to political instability in the region imposed 

limitations to the attainment of this objective. The number 

of teaching practice lessons observed was so small that 
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conclusions could not be drawn without reservations. Also, 

the absence of a media lecturer for three years in one of the 

Colleges meant that pre-service teachers had no formal media 

lectures that could be observed. The conclusions were drawn 

on the basis Of observations in two Colleges therefore. 

Although the absence of a media lecturer in the third College 

was a limitation, the findings in the other two Colleges were 

valid in as far as they faithfully represented the 

instructional communication process in the colleges. Further, 

microteaching and subject didactics lectures were observed in 

all three Colleges and the findings were considered valid. 

Notwithstanding these limitations, it is submitted that the 

-aims and objectives of this investigation have been met. The 

study does constitute a valuable record of the strengths and 

shortcomings of the approach to teacher preparation in the 

use of ~ducational media in the three Colleges in Ciskei. 

Methodological aspects 

Methodological aspects of the present study were discussed in 

Chapters Three and Four. The appropriateness of the 

qualitative-naturalistic tradition for the present 

investigation was justified. Also, matters pertaining to the 

trustworthiness of the findings were discussed. One group of 

participants that could have added another dimension to the 

findings was regrettably omitted. Due to student activism 

during the years when interviews were held, interviews were 

restr icted to lecturers. The participation of pre-service 

teachers ' in the observational and interviewing studies could 

have permitted more data triangulation, however. 

One reservation that the researcher had however, concerned 
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the extent to which data collection methods of the 

quantitative tradition may be employed to complement 

qualitative methods. For example, unresolved is the issue of 

comparisons which could be made to the situation in other 

Colleges nationally. Although such comparisons would be 

valuable, the researcher doubts the appropriateness of such a 

step for purposes of the present investigation, given the 

stated aims and objectives. The present investigation was 

exploratory and aimed at understanding practice in the three 

Colleges in Ciskei. The researcher is convinced that a survey 

in which the findings of the present study could be compared 

with those of other settings would constitute a project in 

its own right. After all, a case stands on its own, the 

researcher believes. Perhaps the issue raised reflects the 

unresolved conflict between the qualitative and quantitative 

traditions, as well as the marginalisation of qualitative 

research in education circles in South Africa. 

SUMMARY 

In view of the researcher's conviction that factors which 

appear situational in nature may have their origin in the 

changing social, economic and political conditions of a 

society stratified along racial lines, the factors 

influencing the preparation of pre-service teachers in the 

use of instructional technologies were contextualised and 

interpreted in the socio-historical setting of Apartheid 

dominated South Africa. The aim was to find out how 

lecturers' and pre-service teachers' actions, the 

institutional context, and the larger societal conditions 

combined to create a situation that enabled or constrained 

lectu~ers from preparing pre-service teachers successfully in 

the use of technology in education. 
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The main argument advanced throughout the study was that the 

education of African teachers in the former Ciskei homeland 

and their preparation in the use of educational media were 

influenced by both situational and structural factors. It was 

further stated that prior to the establishment of the 

Government of National Unity, education in South Africa was 

provided in racially segregated institutions. Segregated 

education was born of the Nationalist Government's ideology, 

the racial supremacy of whites, which could be inferred from 

the Christian National Education policy, as well as in the 

terms of the Bantu Education Act of 1953, amended in 1954, 

1956, 1959 and 1961. 

Prior to 1948, teacher education was a missionary endeavour. 

Institutions such as Lovedale in Alice, Healdtown near Fort 

Beaufort, and st Matthews near Keiskammahoek had been 

established by the missionaries in the Cape. On the debit 

side, as explained in an earlier chapter, missionary 

institutions were both paternalistic and conservative. They 

displayed a prescriptive and authoritarian approach to 

teacher education. However, their contribution to the 

development of the "whole" teacher as opposed to the 

development of the "skilled craftsman" characteristic of 

Bantu Education teacher training schools, was unparalleled in 

black education in South Africa. 

When the Nationalists came into power in 1948, the Eiselen . 

Commission was appointed to investigate the education of 

blacks and to make recommendations. Among its 

recommendations, the Commission advocated the establishment 

of separate colleges serving specific regional and ethnic 

needs. The recommendation was so well received by the 

nationalists that i n terms of the Bantu Education Act of 

1953, on 1 January 1956 all co lleges were brought under 
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departmental control and teacher education was to take place 

in the former homelands. The education of African teachers 

became separate and distinct from the training provided for 

other race groups in South Africa. As part of the policy of 

apartheid, the education of African teachers was placed under 

the direct control of segregated education departments. 

The evidence in the previous chapters confirmed that in 

keeping with the principles of CNE ideology, the three 

Colleges of Education in the former Republic of Ciskei were 

segregated and were meant for Africans who were victims of 

forced removals which were part of the homelands 

consolidation plan. Herschel and Glen Grey districts were 

formerly falling under the jurisdiction of Ciskei up till 

1976, when the Transkei became independent. To consolidate 

the Transkei homeland, the two districts were tranferred to 

Transkei. Those who resisted Transkei rule migrated to the 

Hewu district in Ciskei as refugees. As a result of the 

cession, Ciskei lost two Teacher Training Schools to the 

Transkei: Bensonvale and Mount Arthur. Masibulele College of 

Education in Whittlesea was established in response to a need 

expressed by the residents of Hewu district after Ciskei had 

lost two Teacher Training Schools to Transkei. Similar 

circumstances precipitated the establishment of the other two 

Colleges in Ciskei. Africans who had been resettled in 

Mdantsane from the urban areas of East London, as well as 

those resettled in Zwelitsha from the urban areas of King 

William's Town were also faced with the predicament of not 

having tertiary institutions. Dr W B Rubusana College of 

Education in Mdantsane near East London, and Griffiths Mxenge 

College of Education in Zwelitsha near King William's Town 

were also established as part and parcel of the separate 

development plan. Factors in broader society influenced the 

establishment of the three Colleges which were the subject of 
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the present study. 

A disturbing similarity was the "ad hoc" nature of the 

establishment of the Ciskei Colleges of Education. They were 

not carefully planned, as was the case with the missionary 

institutions. As suggested by evidence given in the fifth 

chapter, Masibulele and Dr W B Rubusana Colleges of Education 

were established as a result of pressure from their 

communities. Due to the Ciskei government's desire to appease 

the disgruntled communities, both Colleges started 

functioning in premises initially used by primary schools 

that were evicted to give way to the Colleges. Due to the "ad 

hoc" nature of their origin, Ciskei Colleges suffered serious 

teething problems that impacted negatively on the preparation 

of pre-service teachers. 

In practice, the nationalist government's "own affair" 

philosophy meant that teacher education for Africans residing 

within the white areas of South Africa was provided in terms 

of the Department of Education and Training Act No.90 of 

1979, and the Technikon Act No . 27 of 1981, whereas that of 

the TBVC states depended on the policies of the respective 

Education Departments of the states concerned. By 

implication, DET was meant to provide syllabus structures 

only for the Colleges of Education under its jurisdiction. 

The Ciskei Education Department, if the "own affair" 

philosophy was applied, was expected to provide its Colleges 

of Education with its own syllabi, or better still, involve 

lecturers in the construction of their syllabi. Contrary to 

expectations, Ciskei Colleges of Education used DET syllabus 

structures, as explained earlier. Lecturers in these Colleges 

did not participate in curriculum design and syllabus 

construction activities. They implemented policy as they 
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found it written in the syllabus documents. The educational 

media syllabus was constructed by white "experts" employed by 

DET in fulfilment of their role as "trustees" of the native 

who was still in his cultural infancy. The attitudes of the 

majority of the lecturers interviewed ranged from acceptance 

of the situation to indifference. In view of the fact that 

African lecturers were trained in Apartheid institutions 

where Fundamental Pedagogics was compulsory, it was 

reasonable to argue that they had been socialized to accept 

the syllabus as neutral and apolitical. Their critical powers 

could have been so constrained that lecturers lacked the 

concepts essential for critically assessing the provision and 

control of teacher education. Also, the lecturers' lack of 

experience in curriculum issues was a contributary factor to 

their acceptance of the status quo. Those who rejected the 

prescription of syllabi by DET could do nothing to change the 

situation. The authoritarian management procedures of both 

the Colleges and the Department prevented lecturers from 

"questioning" authority. The presence of seconded 

ideologically "safe" Afrikaners in the Ciskei Education 

Department and in the Colleges reinforced the acceptance of 

DET syllabus structures. The conclusion that was drawn was 

that by failing to challenge their exclusion from syllabus 

construction activities, lecturers did not expand or exploit 

the relative autonomy that existed in the Colleges. 

The exclusion of lecturers from syllabus construction 

activities inhibited the successful preparation of pre­

service teachers in the use of technology in education. An 

examination of the Teaching Practice syllabus, for example, 

showed that related subject matter was distinctly divided 

into separate courses: educational media, chalkboard work, 

microteaching, observation and demonstration lessons. The 

rigid compartmentalisation of related subject matter resulted 
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in educational media being confined to the educational media 

lecture room. As a result, students missed opportunities for 

applying technology, as well as observing lecturers 

integrating media into demonstration lessons. Had lecturers 

been involved in syllabus construction activities, the 

importance of integrating the related knowledge would have 

been pointed out by the very people who after all is said and 

done, implemented policy. 

The syllabus document was also silent on the provision of 

functional hands-on experiences for pre-service teachers. No 

periods were set aside for media practicals and lecturers did 

not schedule them. Given the single thirty-five minute period 

per week, as well as the long educational media syllabus , it 

was understandable why lecturers ignored practical hands-on 

experiences. If lecturers had been involved in syllabus 

design activities, they would have corrected the omission. 

For as long as hands-on experiences are not provided for in 

the syllabus, lecturers will not schedule them voluntarily 

with the negative result that the preparation of pre-service 

teachers in the use of educational media will remain 

inadequate. 

Exclusion from participation in their own affairs seemed to 

have killed the motivation and professsional commitment of 

many lecturers. They seemed alienated and as a result, 

whenever situations presented themselves, lecturers 

resisted the plans of the white trustees and used their own 

discretion, adopting strategies that almost bordered on 

cheating, to the detriment of quality teaching. For example, 

for lecturers to allocate marks for educational media sets 

some of the students did not submit is unprofessional. 

In the light of the evidence provided in earlier chapters, it 
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seems reasonable to argue that the exclusion of teacher 

educators from syllabus construction activities in Ciskei 

Colleges reduced their chances of participating in a form of 

intellectual activity central to the nature of critical 

pedagogy. Their status was reduced to that of "high level 

clerks" implementing the orders of others within the school 

bureaucracy. The practice contributed to "deskilling" (Apple 

1988), and ignored the teacher educators' judgement. For 

example, it is in the lecture rooms that pre-service teachers 

learn both about the content they will eventually teach, and 

the instructional strategies they will employ to teach that 

content. It is the lecturer who sets the tone for the 

pre-service teacher's understanding of technology and 

technology applications. Given this reality, it was 

unfortunate that lecturers did not participate in deciding 

what was to be taught, and by whom, under what conditions. 

In seeking reasons why DET excluded lecturers from syllabus 

construction activities, insights from the United states of 

America, though taken from a completely different setting, 

seemed equally applicable in South Africa. For example, 

Aronowitz and Giroux (1985) referred to the designing of the 

syllabus by "outside experts" who are far removed from the 

specificities of daily classroom life as "ideological and 

pedagogical imposition". Probably, the South African 

government, through the activities of DET, implemented social 

and cultural reproduction by inculcating its ideology. As 

stated in chapter three, in terms of CNE Policy, which was 

the cornerstone of the rUling ideology, the education of 

Africans had to be organised and administered by whites "to 

ensure that the Afrikaaner fulfilled his role as trustee to 

the native" (de Vries 1989: 453). It is no secret that the 

upper hierarchy of posts in the Department of Education and 

Training (DET) , which was the authority for black educa tion 



285 

in South Africa up till April 1994, was held by whites. Those 

were the white officials who took decisions for African 

lecturers on syllabus issues. Addressing the national 

inspectors' conference in August 1976, Hartshorne asserted: 

Shouldn't we rather have been sitting listening to what black 

speakers - educationists and community leaders - had to say about the 

present crisis as they see it? .. Perhaps the cardinal sin we have 

been guilty of in the last twenty years is making decisions for black 

people and their children, in deciding what was good for 

them ... (1992: 15, 17). 

Such ideological inculcation was resisted, however 

minimally. The indifferent attitudes displayed by the 

majority of . lecturers in these Colleges, might be a 

manifestation of partial resistance to ideological 

inculcation. It often results in organizational waste 

(Persell 1987) in that officials or outside "experts" remain 

unaware of the ideas, problems, and feelings of teacher 

educators down below. In the case of Ciskei lecturers, the 

authoritarian practices of the Education Department induced 

silence, and silence usually created the impression that 

policies were accepted. 

The vital role played by the educator in teaching and 

learning situations was addressed in chapter six. It was 

argued that any curriculum may be severely constrained if the 

educators lacked the skills, abilities, and competencies the 

curriculum called for. It was also argued that the quality of 

educators was more critical for success in less developed 

areas such as the Ciskei. The present investigation found 

that in most cases, the capacity and quality of lecturers 

inhibited the preparation of pre-service teachers in the use 

of technology in education. 
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As a result of the nationalist government's "own affair" 

policy, the quality and quantity of education provision in 

Ciskei has lagged behind that of DET education institutions 

(SAIRR 1988), and that of white South Africa. Under such 

financial circumstances, the Ciskei Education Department did 

not afford to appoint the required number of lecturers in the 

Colleges. Had education been a "general affair", the 

nationalist government would have been directly responsible 

for paying the salaries of lecturers in these Colleges. It 

was therefore reasonable to argue that the shortage of 

lecturers, though situational, had its origin in the society. 

It was closely related to the principles of CNE and the 

ruling ideology in South African society. Having said that, 

it is fair to state that the Ciskei government was also 

partly to blame for the lack of funds experienced by the 

Colleges. As a result of corruption and mismanagement of 

funds, Ciskei depended more upon the central treasury in 

Pretoria. Had funds been used according to strict budgets, 

education would have received an adequate allocation of 

funds. 

As argued in the nineth chapter, the fast rate at which 

student enrolments increased was a situational problem which 

seemed to be beyond the control of the Colleges. The 

enrolment problem seemed to have originated from the 

segregated society. The exclusion of African pre-service 

teachers from Colleges of Education meant for other race 

groups was a policy decision taken by the nationalist 

government in pursuit of its policy of separate development. 

Africans were not consulted when such a decision was taken, 

yet they were the people to be affected the most when the 

policy was implemented. Given the nationalist government's 

segregationist policies that decreed unequal allocation of 

resources for the different race groups, it seemed reasonable 
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to argue that the high lecturer:student ratio in Ciskei 

Colleges of Education, despite the existence of empty 

Colleges meant for whites, was part of the nationalist 

government's conspiracy to give Africans inferior education, 

as inferred from CNE principles and the aims of Bantu 

Education. The effect of lecturer shortages was clear in the 

poor teaching of the educational media course in Colleges of 

Education in Ciskei. One College had no lecturer for 

educational media, due to financial constraints. For a period 

of four years, pre-service teachers in the College concerned 

received no tuition in the use of educational media, despite 

the stipulations of the syllabus. Even in the other two 

Colleges, justice was not done to educational media, due to 

staff shortages. The capacity of the lecturers handling 

educational media was inadequate for supervising functional 

hands-on experiences. Unless Colleges receive more staff 

grants, pre-service teachers will continue to receive 

inadequate training in the use of educational media. 

Although the majority of lecturers in the Colleges had 

Bachelor's degrees, when the demands of the revised PTD and 

STD syllabi were considered, it was felt that the lecturers' 

qualifications were not adequate. Lecturers lacked 

confidence, professional competence, independence and 

creativity. They also lacked initiative and were loyal in 

their execution of official instructions. When their 

qualifications were compared with those of their white 

counterparts in Colleges meant for whites, the qualifications 

of African lecturers were found to be inadequate. Whilst the 

highest qualification of the majority of African lecturers 

was B Ed., the majority of their white counterparts had 

Masters and Doctors degrees. Lecturers were upgrading 

academic qualifications, as explained in previous chapters. 

The lecturers' rush to upgrade qualifications at the expense 
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of improving professional competencies was similar to the 

behaviour of teachers described in Human Capital Theory. As 

explained in the third chapter, according to Human Capital 

Theory, qualifications are "capital" which can be used to buy 

better opportunities, power, and status. Lecturers with more 

schooling earned more than those with less schooling, and 

lecturers who were usually promoted to senior positions were 

those with higher qualifications. Much as lecturers need to 

have good qualifications, the manner in which African 

educators in Ciskei were expected to improve qualifications 

seemed to be counter-productive. In the process, students 

were neglected. 

When educators have to teach a~d study simultaneously, due to 

study leave restrictions, the decline of professional 

commitment on their part should have been predicted by the 

employing department. The resulting lack of professional 

commitment inhibited the preparation of pre-service teachers 

in the use of educational media. The lecturers involved in 

the educational media programme had no training in 

educational media themselves. They lacked both the theory and 

the manipulative skills they had to teach the pre-service 

teachers. Much as they were aware of the need to acquire 

theory and manipulative skills, due to circumstances, they 

used their extra time to attain qualifications, at the 

expense of pre-service teachers. The sad part was that 

attainment of higher qualifications was not a guarantee for 

better teaching. 

The majority of lecturers in these Colleges were recruited 

from primary and secondary schools throughout the country. 

Research undertaken on the competence of African teachers 

found that many of the teachers who participated experienced 

difficulties with the transfer of knowledge; and, had had 
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inadequate training in teaching method and classroom 

management (Mashishi 1989; Taitz 1989). In view of such 

findings, when the professional competencies of lecturers are 

neglected, it is likely that the attainment of higher 

academic qualifications will not lead to effective teaching. 

There seems to be a need for the maintenance of a balance 

between the improvement of both academic qualifications and 

professional competencies if the education of pre-service 

teachers is to succeed. 

The attempt to upgrade academic qualifications appeared to be 

situational when viewed superficially. However, when the 

history of the education of African teachers was analysed, it 

was reasonable to argue that it was a situational factor that 

was firmly rooted in broader society. Previously, the 

nationalist government allowed African teachers to teach with 

lower qualifications than their white counterparts. Table 29 

reflects the entry requirements for teacher education for 

both black and white teachers. 

TABLE 29 

TEACHER EDUCATION ENTRY REQUIREMENTS 

Before 1910 

1928 

1953 

1980 

WHITES 

Std 6 

Std 10 

Std 10 

Std 10 

AFRICANS 

Std 6 

Std 6 

Std 8 

Std 10 

(Donaldson 1982; RSA Commission 1969). 

Why did it take a period of approximately fifty-two years fo r 
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the nationalist government to raise the entry requirements of 

African prospective teachers to standard ten, when those for 

their white counterparts had been raised to standard ten as 

early as 1928? De Vries (1989) argued that a higher level of 

education was not required because Africans had been labelled 

"hewers of wood" and "carriers of water" in South African 

society. Another argument advanced was that the government 

was saving money in teacher training and salaries (Horrell 

1964). In view of CNE principles, as well as the ruling 

ideology which were reflected in the aims of "Bantu 

Education", to the researcher, both arguments seemed 

plausible. The fact that African teachers received lower 

salaries than their white counterparts with similar 

qualifications up to the beginning of the 1980s suggested a 

conspiracy on the part of the nationalist government. It was 

only at the height of the 1976 riots that the government 

agreed in principle to the concept of equal pay for equal 

work for all teachers irrespective of race. But still, 

salaries were to be based on qualifications obtained, 

irrespective of experience and ability, which meant that the 

bulk of African teachers still remained disadvantaged, given 

their low entry requirements of standards six and eight. That 

decision, though welcome, has since put pressure on African 

teachers to upgrade their qualifications. It was therefore 

reasonable to argue that, although the decline of 

professional commitment resulting from the drive to attain 

higher qualifications appeared situational, it had its origin 

in the segregated society and it impacted negatively on 

the preparation of pre-service teachers in the use of 

educational media. As long as lecturers are not commited to 

the improvement of professional competencies in educational 

media, it is unlike l y that the preparation of pre-service 

teachers in the use of instructional technologies can be 

adequate. At the same time, if the national Ministry of 
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Education fails to transform the rules and regulations 

governing the granting of paid study leave, lecturers will 

continue to study whilst lecturing, at the expense of the 

development of professional competencies which were likely to 

improve the preparation of pre-service teachers in the use of 

instructional technologies. 

As explained in an earlier chapter, colleagiality and 

collaboration seem to be essential ingredients for any 

strategy likely to succeed in improving teaching. In view of 

the documented inferior education received by lecturers 

during their own schooling in segregated schools and teacher 

training institutions, their lack of depth in their subject 

disciplines, as well as their lack of professional competence 

resulting from inadequate training in teaching method and 

classroom management, it was reasonable to expect lecturers 

to seek to collaborate with each other in their attempt to 

improve their professional competence. The majority of 

lecturers who in terms of the syllabus structures, should be 

teaching pre-service teachers in the use of educational media 

reported a lack of training in instructional technologies, 

which resulted in the gross neglect of pre-service teachers' 

technological training. In all Colleges there were lecturers 

who had been trained in Colleges of Education and 

Universities meant for Whites, Coloureds and Indians, who had 

received adequate training in instructional technologies. It 

seemed reasonable to expect such lecturers to share their 

expertise with their African colleagues who lacked theory and 

manipulative skills. Contrary to such expectations, there was 

minimal sharing of ideas and skills in the Colleges of 

Education in Ciskei. Personal, academic and racial jealousies 

divided the staff and contributed markedly to the high level 

of mistrust. The il l feelings and alienation resulting from 

the stratification of society according to race seemed to 
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have spilled over to the Colleges, resulting in a lack of 

co-operation and team spirit. In as much as the lack of 

colleagiality was a situational factor originating from 

broader society, there were also some lecturers whose 

behaviour during working hours almost bordered on laziness 

but who used Apartheid as a scape goat. For example, some of 

the lecturers who were always sitting in the staff room, 

gossiping and giggling, when others were doing quality work 

was suggestive of laziness, especially when the same 

lecturers cited lack of time as an inhibiting factor when 

media needed to be produced. 

The relative deprivation of the Colleges resulted in 

inadequate facilities essential for the successful 

implementation of the educational media syllabus. The absence 

of electricity for example seriously affected the course. The 

De Beers Chairman's Fund, and not the Department, financed 

the electricity project in Masibulele. It was a few years 

later that the Department financed the installation of 

electricity at Dr W B Rubusana. During all that waiting 

period, only chalkboard work was taught. Other educational 

media which were prescribed in the syllabus were neglected, 

though available, due to the absence of electricity. 

Lecturers became used to the idea of teaching the chalkboard 

only and that became the culture of the Ciskei Colleges of 

Education. The third College, however, did not experience 

similar problems due to the manner in which it was 

established. As the brain child of the then President of 

Ciskei, a lot of planning and financial support was given to 

Griffiths Mxenge, formally known as Lennox Sebe College. 

Also, business concerns such as Via Africa and Old Mutual 

donated large sums of money toward the establishment of the 

College. 



293 

On the whole, it was found that Colleges of Education in 

Ciskei experienced serious shortages of equipment, despite 

the existence of a compulsory educational media course. 

Given the numbers of pre-service teachers who needed to 

handle the equipment in order to practise and acquire 

manipulative skills hands-on, the Colleges were found to be 

media-scarce. Colleges did not receive any equipment or medi a 

from the Ciskei Education Department, save for chalkboards . 

They had to purchase the items from students' tuition fees, 

which were extremely inadequate at R63 5,OO in two Colleges, 

and R300,OO in the other. The entire running of the College 

depended on students' tuition fees, which meant that media 

were competing with other major ess ent ial items on the 

budget, and could not be a priority , according to the 

Rectors. 

Aggravating the shortage of media was the chronic loss of 

equipment that was experienced even in the absence of 

burglaries, as discussed in chapter nine . Any College that 

lost ten television sets, ten video r eco rders, and one video 

camera through theft in the absence of burglaries was bound 

t o lose faith and stop purchasing e qu i pment. Loss of 

equipment was experienced in all Co ll eges in Ciskei. The 

absence of media techni c ians who coul d repair broken 

equipment also contributed to the s hortages of media because 

Colleges felt it was very expensive t o send equipment for 

repairs to professional technicians . Consequently, broken 

equipment was seldom repaired immed ia t ely, resulting in 

further shortages. 

Shortages of equipment resulted in den i a l of access to rooms 

in which media were stored in al l Co l l e ges . The computer 

room, for example, was c l ose l y guarded by the lecturers 



294 

entrusted with that responsibility. Lecturers could not be 

given keys in the absence of the person-in-charge in case 

some equipment was reported missing. Photocopiers and other 

reprographic equipment were handled by either clerks employed 

for that purpose, or by the person-in-charge. Students were 

also denied access to the media centre and computer centre 

for similar reasons. Much as the reasoning behind such 

measures being taken was justified, denial of access to 

venues that housed media militated against the use of media 

by both lecturers and pre-service teachers. The attitudes of 

the persons-in-charge were reported to discourage use of the 

venues in some cases. 

The shortage of equipment, as could be expected, impacted 

negatively on the use of media by both lecturers and 

pre-service teachers. It was therefore not surprising that 

lecturers in these Colleges tended to teach free of 

technologies. 

In the light of the media shortages experienced in the 

Colleges of Education in Ciskei, it was concluded that it was 

highly unlikely that pre-service teachers could develop 

interest and competence in the use of educational media. It 

was equally unlikel y that as fully fledged teachers, 

pre-service teachers would use media in their own classrooms. 

The schools pre-service teachers visited for teaching 

practice were no different. They were far worse than Colleges 

in their lack of equipment and media, due to financial 

constraints. Those students who were diligent and motivated 

enough to use media were discouraged by the unavailability of 

media. Colleges were also not in a position to lend equipment 

and media to pre-service teachers for teaching practice 

purposes because of shortages. The only medium that was 
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readily accessible in all schools was the chalkboard and 

consequently, teaching was dominated by "chalk and talk". 

Even the teaching of supervising classroom teachers was free 

of instructional technologies, possibly influencing 

pre-service teachers not to use media as well. It was 

concluded that due to the classroom teachers' 

underutilisation of media, pre-service teachers were deprived 

of opportunities to observe the use of media in real 

situations. Because classroom teachers did not use media, the 

chances were reduced significantly that pre-service teachers 

would use technology. 

Although the lack of funds for the purchase of equipment and 

media, as well as for the repair of breakages was 

situational, it was argued that it was a situational factor 

which was deeply rooted in the segregated society of the 

country. The manner in which the education of Africans was 

meant to be financed left much to be desired. It was not to 

be financed at the expense of white education, and 

practically that meant it should be poorly financed with the 

result that it was inferior to the education of other race 

groups. To aggravate the situation, education was made an 

"own affair", absolving the central government from the 

responsibility of financing the education of Africans in the 

TBVC states. If the education of prospective teachers had not 

been segregated and if the central government had taken full 

responsibility for financing the education of all pre-service 

teachers in South Africa, the Colleges of Education in Ciskei 

would have been supplied with standard equipment by the 

national Department of Education and would have had funds 

that would have allowed the purchase and repair of media 

occasionally. At the same time, the mismanagement of funds by 

the former Ciskei government, as well as the new East Cape 

Government cannot be ignored. In the midst of financial 
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problems facing the East Cape Government, it was alleged that 

the new government was already mismanaging funds, although 

the MEC for Local Government publicly denied the allegation: 

The East Cape Government has paid Amatola Sun R300 000 as part 

payment for civil servants accommodation for May and June (Kei 

Mercury, September 15 19 9 4: 1). 

The East Cape Government was accused of wasting tax payers' 

money at a time when the MEC for Education and Culture issued 

a public statement on the serious challenges facing the 

region: 

There were severe shortages of resources, including teachers, 

classrooms and textbooks, which was exacerbated by the large number 

of under and unqualified teachers, the high level of illiteracy and 

the neglect of early childhood development (Hoosein September 17 

1994: 9). 

In the light of thi s evidence, it is reasonable t o argue that 

for as long as educa tion is not among the government's top 

priorities, Colleges will not have the proper facilities and 

equipment which the successful teaching of the educational 

media syllabus requ i res. 

The important conclusion that was drawn was that the 

education of African teachers in the former Ciskei homeland 

and their preparation i n the use of educational media was 

influenced by both situational and structural factors. The 

provision of teache r education along racial lines resulted in 

the relative deprivat i on of Colleges meant for Af ricans. 
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Segregation and non-involvement of lecturers in matters 

affecting their daily activities in the Colleges has resulted 

in feelings of alienation which in some cases resulted in the 

resistance of the DET stipulated curriculum. The education of 

teacher educators in institutions dominated by Fundamental 

Pedagogics constrained lecturers from being critical of their 

circumstances. 

SOME RECOMMENDATIONS 

One of the problems with a case study is the question of 

generalisability. Since this problem exists in the present 

study, it is conceded that it was difficult to make 

recommendations. 

At the time when the Colleges were visited, South Africa was 

still a segregated society. However, indications that an 

equitable, non-racial, non-sexist, democratic society was 

around the corner were already evident. Already, lecturers 

were anticipating the abolition of the Department of 

Education and Training. The establishment of a single 

Education Ministry for all the peoples of South Africa was 

hailed as a critical precondition for the transformation of 

education in general and teacher education in particular. 

Indeed, when the nation went to the polls on 27 April 1994 to 

elect what could be regarded as the country's first 

representative government in its history, the transformation 

of society in general and education in particular became a 

reality. By the 01 J anuary 1995, DET will cease to exist and 

the education of al l South Africans will be the 

responsibility of Ce ntra l Government. Equal opportuni t i e s f or 

all in education wi l l be provided and the law will protect 

peoples' educationa l rights. Finally, the declaration o f the 
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Freedom Charter of 1955 that "only a democratic state, based 

on the will of the people, can secure to all their birthright 

without distinction of colour, race, sex or belief" will be 

fulfilled. The doors of learning will be open to all. 

But as usual, democracy comes with responsibilities. The 

formidable task confronting educationists and society 

generally is to transform education. The million dollar 

question facing teacher education is "What form will 

transformed teacher education take?" 

The recommendations given in this section are not 

prescriptions but informed observations that were grounded in 

discussions with lecturers. 

The quality and qualifications of lecturers 

For Colleges of Education to play a significant leadership 

role in the use of instructional technologies to transform 

teaching and learning in South African classrooms, urgent 

attention needs to be paid to the attitudes, quality and 

qualifications of lecturers themselves. A similar find i ng was 

reported by the National Education Policy Investigation 

(1992: 66). The National Ministry of Education is faced with 

the challenge of committing itself to the provision of 

continuing professional educational opportunities for teacher 

educators to upgrade their knowledge and skills in using 

technology in education, as well as to encouraging pos i tive 

attitudes toward their professional responsibilities. I n view 

of the lack of manipulative skills on the part of the bulk of 

teacher educators, t he purpose of in-service teacher 

education endeavours should be to develop and update 

manipulative skills, as well as to provide education t hat 
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offers vision of how to work with technology in education. 

The ongoing professional development of teacher educators is 

important because technology is not static but keeps on 

evolving. Educators need to be kept informed about what 

technology is available and how to use it effectively. It is 

only when teacher educators understand, use and are able to 

teach about and with instructional technologies that the 

preparation of pre-service teachers in the use of educational 

media can be effective. It is very important for teacher 

educators to regard teacher education as " a continuous 

process which encompasses initial teacher training, 

induction, INSET, through to long term career development" 

(Hextall et al. 1991, quoted in Johnson 1991: 196). 

In-service courses should also empower teacher educators with 

curriculum design and development skills in view of the 

syllabi which need to be transformed. It is recommended that 

teacher educators themselves be involved in empowering 

members of the teacher education corps. That would provide 

teacher educators with opportunities to regain their 

professional autonomy and the sense of ownership that is 

currently lacking. The creation of close working 

relationships between Colleges of Education and University 

Faculties of Education would pay better dividends in this 

regard. Universities have enjoyed greater professional 

autonomy than Colleges and have been responsible for the 

design of curricula. They do have valuable skills and 

experiences they could share with their College counterparts. 

Also, lecturers may be redistributed in order for Colleges to 

benefit from the expertise of appropriately qualified and 

experienced staff. The need for teacher educators to 

"function in unison on matters of professional concern" is 

also stressed by the Natal Teachers' Society (NTS 1992: 24) 

and the Nepi Teache r Educ ation Group (1992). 
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INSET could also empower teacher educators to provide 

school-based INSET for teachers in the field. After all, for 

the preparation of pre-service teachers in the use of 

instructional technologies to be successful, the technology 

skills of the supervising teachers in the schools pre-service 

teachers visit for teaching practice purposes need to be 

updated. However, it is important to stress that for 

curriculum development activities to take root and succeed 

both within and outside Colleges of Education, there is a 

need for a close relationship between pre-service (PRESET) 

and in-service (INSET) teacher education endeavours. The lac k 

of co-ordination between the two often results in either 

redundance or omission. As noted by Salmon and Woods, " A 

common gripe of those involved in INSET is that they have t o 

undo or redo what has been covered at PRESET level" (1991: 

120). Distance teaching will have a significant role to play 

in both PRESET and INSET. 

The curriculum 

The inappropriate education theory which was compulsory in 

DET Colleges and in most Universities has failed to develop 

critical, competent educators who can playa leading r o le in 

the transformation of education in general and teacher 

education in particular. It is recommended that Fundamenta l 

Pedagogics be removed from the curriculum of teacher 

education. An eclectic theory of education that exposes 

pre-service teachers to several perspectives is sugges t ed as 

a far better alternative. To transform teaching styles wh ich 

are dominated by aut horitarian telling mode, supported by a 

single textbook and lecturer-made notes that are reproduc ed 

in examinations, Fun damental Pedago gics is a constraining 

factor. An education theory that stre sses creative l ea rn ing .. 
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problem-solving, self-study in the library and co-operative 

learning in groups is essential. 

It would be useless to attempt to include everything in the 

educational media syllabus given the overwhelming amount of 

information and rapidly changing technology. At the 

pre-service level, an attainable goal that could be 

considered would be to train teachers who are proficient, 

critical users of appropriate instructional technologies, 

including understanding of their limitations and 

possibilities. The role of a pre-service course in 

educational media then would be to develop pre-service 

teachers' professional competencies by helping them to 

understand and to use technologies as instructional tools. 

This approach has the potential of helping teachers realise 

that technology in education is a way of approaching teaching 

and learning. 

The writer is convinced that the present compartmentalisation 

of related subject matter in the Colleges mitigates against 

the successful preparation of pre-service teachers in the use 

of educational media. Separation of technology from 

coursework is a major constraint that curriculum developers 

need to remove. It is recommended that technology be 

integrated into all subject areas. Introducing instructional 

technology as a central element in methods and theory courses 

could contribute a lot toward the successful preparation of 

pre-service teachers in the use of technologies. 

Pre-service teachers also need to observe lecturers using 

techno logy in their disciplines or subject speciality areas. 

Thi s ca lls for an lnterdisciplinary effort to identify a body 

of appropriate content to be taught , the manipulative skills 
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to be developed, as well as the equipment and facilities 

required. To maintain national standards, the Institute of 

Education where all teacher education institutions would be 

represented, could specify the professional competencies 

required of pre-service teachers in educational media and 

individual institutions could select content they deem 

appropriate for the attainment of such competencies. 

Resources 

For instructional technologies to be introduced successfully 

into the teacher education curriculum, the government needs 

to commit itself to the provision of financial resources. The 

acquisition, maintenance and upgrading of technological 

equipment demands lots of funds. There is an urgent need to 

build up the technological capacities of Colleges of 

Education if the technological skills of teachers are to be 

updated. Also, the provision of human resources such as 

qualified technicians, librarians, instructional systems 

designers, curriculum developers and media specialists needs 

to be addressed to ensure the successful implementation of a 

technology in education programme. 

These recommendations are suggested as a spring-board from 

which teacher educators could develop an appropriate syllabus 

that will promote the integration of media in teaching and 

learning activities. At the end of the day, ' in the spirit of 

democracy, it is the teacher educators themselves, through 

open negotiation, who will decide on what will work for the 

Colleges of Colleges. 
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ISSUES AND QUESTIONS 

The naturalistic study described in this thesis raises 

several issues and questions about the research process 

(i.e., naturalistic inquiry) and the content (educational 

media course). Some of these questions are listed below with 

the hope that they will provoke further discussion and 

inquiry. 

Questions about the process 

1. What is the impact on a naturalistic study of the 

investigator's prior relevant knowledge? For example, would 

an investigator who had no working experience in DET Colleges 

have interpreted the situation in Ciskei in a similar manner? 

Under what circumstances does such prior relevant knowledge 

enhance the quality of results? 

2. What is the appropriate balance between description and 

inference within naturalistic studies? Is there enough 

description in this account of Colleges in the former Ciskei 

Republic to allow other researchers to apply these findings 

to other disadvantaged Colleges? 

3. How does a researcher offer descriptive data to others in 

the interest of furthering research and yet protect the 

confidentiality of the participants and institution involved? 

Some of the results of the present study were reluctantly 

omitted because their inclusion might allow identification. 
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Questions about the content 

1. How can the Colleges of Education realize the aim of 

producing teachers that are curriculum developers? 

2. How can Colleges of Education playa role in introducing 

pre-service teachers to educational media so that they can 

use media to improve teaching and learning in schools? 

3. What skills, provisions and policies are needed to empower 

teacher educators to become curriculum developers? 

4. How can professional commitment and the "culture of 

learning" be restored in the new South Africa? 

FINIS 

This thesis has achieved what it set out to do, to 

investigate the preparation of pre-service teachers in the 

use of technology i n education and t o contextualise the 

findings in the socio-political context of South Africa. An 

important point to stress is that the general conditions 

found affected all aspects of learning in the Colleges - not 

just the use of technology in education. In this sense the 

findings of this investigation have significance beyond the 

parameters of technology in education. On the basis of the 

data collected, analysed and presented, the study painted a 

depressing situation that will be difficult to change. The 

major constraint to be addressed immediately however, is the 

re-education of teacher educators and teachers already in 

schools. The development of positive attitudes and 

improvement of the l evel of professi onal commitment are 

central to any trans forma t ive endeavours in these 

institutions, the w~iter be l ieves. 
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The Director-General 

Department of Education 

Republic of Ciskei 

Bisho 

Dear Mr Tabata 

Faculty of Education 

University of Fort Hare 

Private Bag X1314 

Alice 

30 May 1989 

REQUEST TO DO RESEARCH IN COLLEGES OF EDUCATION 

I hereby request permission to do research in the Colleges 0 

Education which are under your jurisdiction. 

studies conducted elsewhere reveal that some universities an 

colleges give little training in the practical use of media 

thereby ignoring the role which technology could play ln 

improving the quality of education. The purpose of my inquir 

to identify factors which influence the preparation of 

pre-service teachers in the use of educational media in Cisk 

The findings of the study will be made available to the 

department should the study get off the ground. 

Yours sincerely 

~~~ 
N MRWETylwA (MS) 

SENIOR LECTURER: EDUCATIONAL TECHNOLOGY 
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~~ 
IRIPHABLIKI YECISKEI ., t -

•
• • • 

REPUBLIC OF CISKEI 

!rensi: 7/3/1 {. No. 

ibuzo: 
Mrs Malo quiries: 

ni: 

, , . . 

ISebe lemfundo 
Department of Education 

Ingxowa Eyodwa 
Private Bag 

BISHO 

X0032 

lephone: (0401) 993360 

Miss N. Mrwetyana 
University of Fort Hare 
Private Bag X1314 
ALICE 

Dear Miss Mrwetyana 

REQUEST FOR VISITS TO COLLEGES OF EDUCATION 
~ 

1. Your letter dated 30 May 1989 refers. 

2. Kindly be informed that YOul' application to visit 
ou~colleges of education has been approved, 
but you are advised to contact the colleges 
personally. 

Youps faithfully 

~-:. 

DlkeCrOR-GENERAL: DEPARTMENT OF EDUCATION A NM/nvg 

C. 850 
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faculty of Eclucation 

university of Fort Hare 

Private Bag X1314 

JUice 

8 .June 1 ~89 

The Director-General 

pr i \/.~ t (-~ p,a ~J 
.. . r . -l r , 
! .... ,..: : . ...:.. 

Pretoria 

Dear Hi' Ou TOI.T:. 

REQUEST TO DO RESEARCH IN COLLEGES OF EDUCATION 

I Lereby l:equest permissiun to do reseaL'ch in the Colleges of 

Edu~ation whj.c~ are u~der your jurisdiction . 

;:' ~ , ~ . .....: ~ ....... . ' ~ 
_ . .' 'l.. \..\.'_'_ ._ ' ..... : ,-' that some universities 

Cl i \.I e I i t Lie 
..I 

thereby ignoring the :01e which technology could play In 

Inql.llry 

is to ::..de.ntIfy factoL' S which influence tlle prepara tion of 

pre-serVIce teachers ~~ the use of educational media in 

t-:is kei . 

Tho fIndings of the stildy will be made avail abl o to the 

depart~ent should the study get off the ground . 

/ 1v~ ~ \ 
\ ... 10 ___ } 

EDUC~TIONAL TECHNO~OGY 
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G.P. -S.008-0319 

Telegramadres 
Telegraphic address 

REPUBLIEK VAN SUID-AfRIKA 

} "IMFUNDO" •
')~ .,= 

~ 

... ". ;'~ . ........ ' 

OO/ET 230 

REPUBLIC OF SOUTH AfRICA By beantwoording meld 
In reply please quote 

No_ .. . 7/;/I. ........... ...... .. . Teleks No. } 
Telex No. 

T elefoon } Bylyn } 
Telephone 323-9931 Ext. 

Adresseer aile briewe aan Direktel! ' generul 
All communications to be addresset. _0 Director-General 

Miss N Mrwetyana 
University of Fort Hare 
Private Bag Xl314 
ALICE 
REPUBLIC OF CISKEI 

REUJEST FUR VISITS 'ill mu.mES OF EnX1\TICN 

·DEPARTEMENT VAN ONDERWYS EN OPLEIDING 
DEPARTMENT OF EDUCATION AND TRAINING 

PrlVUUlk } 
Private Bal X212 

PRETORIA 

0001 

We hereby acknowledge receipt of your letter, dated 8 June 1989, in this 
regard. 

This Department does not have any objection for our Colleges of Education, as 
indicated in your letter, to be included in your investigation. 

Wishing you success with your re search. 

-1 DIREcroR GENERAL: EIXJCATION AND TRAINING 

043HU 
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1 

QUESTIONNAIRE FOR THIRD YEAR PRESERVICE TEACHERS 

Kindly respond to the questions in a manner which will reflec 

your true opinion. Your responses will be treated with confi 

dentiality. Please check with a V in the box reflecting you 

response. 

PERSONAL DATA 

Please supply the details concerning yourself. 

1. Age: 

(a) Below 25 years 

(b) 25 - 30 years 
-

( c) 31 - 35 years 

(d) Above 36 years 

2. Sex: 

3 . 

(a) Male 

(b) Female 

Course registered 

(a) PTD Junior 

(b) PTD Senior 

(c) STD 

for: 

4. Subjects in which you did teaching practice: 

List two 
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PRACTICE TEACHING 

5. Describe the school where you did your teaching practice : 

(a) Rural 

(b) Urban 

(c) New 

(d) Old 

6. Was there electricity in that school? 

(a) In all rooms 

(b) In some rooms 

(c) There was no electricity 

7. For the production of your media, which facilities did y c 

use? 

(a) College 

(b) Teaching practice school 

( c) Teachers' centre 

(d) University 

(e) Home 

8. Did you receive any help from your teaching practice teacr 

ers in the use of media? 

(a) Yes 

(b) No 
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9. If your response to 8 above is yes, list three media 

you were helped with. 

AVAILABILITY OF MEDIA 

10. Indicate whether the following media were available . 

(a) 

(b ) 

(c) 

(d) 

(e ) 

(f) 

(g) 

(h) 

(i ) 

(j ) 

(k) 

(l) 

Charts 

Maps 

Models 

Radio 

Audio tapes 

Slides 

Filmstrips 

Transparencies 

Sound film 

Video cassettes 

Computer programmes 

Language laboratory 

Teaching practice 

school 

College 
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USE OF MEDIA 

11. During which lessons did you make use of the followi r 

media? 

(a) Charts 

(b) Maps 

(c) Models 

(d) Radio 

(e) Audio tapes 

(f) Slides 

(g ) Filmstrips 

(h ) Transparencies 

(i ) Sound film 

(j ) Video cassettes 

(k ) Computer programmes 

(1 ) Language laboratory 

EDUCATIONAL MEDIA COURSE 

Micro 

teaching 

Teaching 

practice 

Never 

12. Who teaches the educational media course at your college? 

(a) Media lecturer 

(b ) Education lecturer 

(c ) Teaching science lecturer 



5 

(d) Subject didactics lecturer 

13. Which of the following did you actually handle? 

(a) Slide projector 

(b) Filmstrip projector 

( c) Slide - tape projector 

(d) Overhead projector 

(e) Soundfilm projector 

(f) Video recorder 

(g) Personal computer 

14. When were you given opportunities for handling these? 

(a) During microteaching 

(b ) During method lectures 

(c) During media practicals 

(d) List other times, if any: 

15. Which medium was mainly used for recording lessons during 

microteaching? Choose one. 

(a) Audio tape 

(b) Video cassette 

(c) Lessons were not recorded 
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16 . How were the following media introduced to you? 

( a) 

(b) 

(c) 

(d) 

(e) 

(f) 

( g) 

(h) 

(i) 

(j ) 

(k) 

Charts 

Maps 

Models 

Radio 

Audio cassettes 

Slides 

Filmstrips 

Transparencies 

Sound film 

Video cassettes 

Computer programmes 

Lecturer 

explained 

Lecturer 

demonstrated 

17. List the kinds of improvements you would like to see be in 

effected on the present educational media course. 

THANK YOU FOR PARTICIPATING 

********* 
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1 

QUESTIONNAIRE FOR COLLEGE LECTURERS 

Kindly respond to the questions in a manner which will reflec 

your true opinion. Your responses will be treated with confi 

dentiality. Please check lliith a tick V in the box 

reflecting your response. 

PERSONAL DATA 

Please supply the details concerning yourself. 

1. Age: 

( a) Below 25 years 

(b) 25 - 35 years 

(c) 36 - 45 years 

(d) 46 - 55 years 

(e) Above 55 years 

2. Sex: 

(a) Male 

(b) Female 

3. Highest academic qualification: 

(a) Matric 

(b) Bachelor's Degree 

(c) Honour's Degree/ B Ed. 
(d) Master's Degree 

(e) Doctor's Degree 

4. Professional qualification: 
(a) PTC 

(b) PTD 

( c) STD 

(d) JSTC 

1 



(d) UED/HED/HDE 

(e) Other 

5 . Teaching experience: 

(a) Primary school 

{b) Secondary school 

(c) College of Education 

(d) University 

(e) Teaching educational 

media 

2 

o - 5yrs 6 - 10yrs 11 +yrs 

6. Please list the courses you teach to third year students. 

Write the first three responsibilities, if any. 

(a) First: ---------------------------------
(b) Second: -------------------------------
(c) Third: ______________________________ __ 

AVAILABILITY OF MEDIA 

7. Please indicate the equipment available at your college. 

(a) Slide projector 

(b) Filmstrip projector 

(c) Slide-tape projector 

(d) Audiotape recorder 

(e) Overhead projector 

(f) Sound film projector 

(g) Video recorder 
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(h) Television 

(i) TV Monitor 

(j ) Video camera 

(k) Personal Computer 

(1) List others: 

USE OF MEDIA 

8. During which lectures do you make use of the followir. 

media? 

LECTURES 

All Demonstration Some Never 

(a) Charts 

(b) Maps 

( c) Models 

(d) Radio 

(e) Audio tapes 

(f) Slides 

(g) Filmstrips 

(h) Transparencies 

(i) Sound film 

(j ) Video cassettes 

(k) TV 

(1 ) Computer programmes 

9. Which media have you produced on your own? 

(a) Enlarged pictures on photocopier 

(b) Decreased pictures on photocopier 
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(c) Produced transparencies by hand 

(d) Produced transparencies mechanically 

(e) Produced stencils by hand 

(f) Produced stencils mechanically 

(g) Duplicated notes on any duplicator 

(h) Produced wall charts 

10 . For the production of media, which facilities did you use ~ 

(a) College 

(b) Teachers' centre 

(c) University 

(d) Home 

11. Which medium is mainly used for recording lessons during 

microteaching? Choose one. 

(a) Audio tape recorder 

(b) Video recorder 

(c) No recording 

EDUCATIONAL MEDIA COURSE 

12 . Who teaches the media course at your college? 

(a) Media lecturer 

(b) Education lecturer 

(c) Method lecturer 

(d) Teaching Science lecturer 
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13. There is a general feeling that media are not used as ofte. 

as they could be at your college. Do you agree? 

(a) Yes 

(b) No 

14. If your response was yes to 13 above: 

Why, in your opinion are media underutilized? 

15. If your response was no to 13 above: 

What makes people to think that media are underutilized 

at your college? 

6. What could be done to improve the educational media cours 

offered to preservice teachers at your college? 

THANK YOU FOR PARTICIPATING 

************ 
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APPENDIX G 

QUOTATIONS FROM QUESTIONNAIRES AND INTERVIEWS 

1. STAFF ADMISSIONS 

"Anybody gets appointed here. There is no real merit. As long 

as you have a degree, a diploma and five years' experience you 

are in." (Lecturer interview, College one). 

"Because there are no interviews, lecturers are not 

necessarily good teachers." (Rector interview, College three). 

"I know of lecturers who had a history of failures as teachers 

Some of them were chased away by pupils due to inability to 

teach effectively and others because they were lazy. But they 

are here preparing future teachers." (Head of Department 

Interview, College two). 

"Perhaps transparency will help improve things. The best 

Candidate will get the post which was advertised and for which 

several applicants were interviewed". (Lecturer intervi ew, 

College two). 

"Lecturers should be appointed on the strength of their majors 

not just because they have degrees. For instance we have a lot 

of people who majored in Biblical Studies and Xhosa. These are 

the lecturers who end up teaching anything 

1 
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with disastrous results. There is no specialisation 

whatsoever". (Head of Department interview, College three). 

"Possession of a B Ed degree does not help especially if you 

have PTC or JSTC. We all know that those diplomas were useless 

Since nobody cares to run workshops here, 

lecturers with better professional qualifications should be 

appointed". (Lecturer interview, College one). 

"Directives from Head Offica were used when some of the lectur 

ers were employed, especially in the case of Whites. So you ge 

a mixture of lecturers who do qualify and those who do not". 

(Lecturer interview, College two). 

2. STUDENT ADMISSIONS 

"For as long as teaching is looked upon as a soft option, we 

will continue to admit rejects who will not pull their socks 

after being admitted". (Lecturer Interview, College three). 

"Students who apply are those with symbol E and sometimes F. 

What can you really achieve with that kind of student who has 

failed academically? That is why we turn out teachers who are 

rejected by our high schools". (Rector Interview, College 
three) . 

"In my history as a lecturer here, I have never seen a student 

with an exemption. Even if a candidate had 

applied, once resul t s indicate an exemption, that student neve 

honours the applica Lion. I suppose they go to 

varsity or nursing". 
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"Our problem originate from 1976. Those children who were in 

primary schools then are our students in the eighties and 

ninenties. So what do you expect? They are not used to learnin 

at all. They have always been condoned and they expect us to d 

that here". (Head of Department interview, College three). 

"We get students who will not give lessons during teaching 

practice if they choose to, but who demand year marks at the 

end of the year. Shockingly enough, they are given marks when 

they demand them, for the sake of peace". (Lecturer interview, 

College two). 

"Student activism dictates even who gets admitted. When we 

refuse to admit students because of l ow symbols, our second an 

third years, together with the community accuse us of being 

sellouts and pressurise rectors to admit all those who appl y . 

We end up admitting rejects". (Lecturer interview, College 

three ) . 

"Matric results are no longer a true reflection of 

students' performance. Both candidates and markers cheat and a 

a poli tical ploy, results are moderated to ensure a reasonabl e 

percentage of passes in black education, in case students 

riot". (Rector interview, College one ) . 

"Even these interviews are a sham. We do not have them any 

mo re". (Head of Department interview, College one). 
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3. NON-INVOLVEMENT OF LECTURERS IN DECISION MAKING 

"We are never invited to meetings that discuss policy. The 

College revolves around the Rectors and HODs". (Lecturer inter 

view, College two). 

"We rarely have staff meetings. When we do, we do not discuss. 

We are told what was decided elsewhere". (Lecturer interview, 

College three) . 

"HODs simply take over and run the show for us and when we 

question their decisions they become angry". (Lecturer 

interview, College three). 

"Since DET controls everything in these Colleges, we are not 

expected to change things. We are told to stick to DET syllabu 

requirements even if they do not suit us. We tow the line 

because we do not want to be perceived as trouble makers". 

(Lectu~er interview, College two). 

4. LACK OF CONFIDENCE 

"I do :-lo t feel comfortable when I teach in the presence of 

other lecturers. That is why I prefer no to give 

demons~ration lessons". (Lecturer interview, College two). 

"Team ~eaching is not a possibility in the near future because 

we do :-lot like to be criticized by other lecturers when 

teachi:-lg". (Lecturer interview, College two). 
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"Class visits were abolished when we complained. We hate them 

because we feel judged. You lose confidence when another 

lecturer observes you". (Lecturer interview, College three) 

"We have different teaching strategies. When we observe each 

other 's lessons and we disagree on style, we may end up 

clashing. It has happened in the past and to avoid it, we keep 

to ourselves". (Lecturer interview, College one). 

5. CONSERVATISM 

"If I start involving students in -my lesson, they simply take 

over and then I do not finish the syllabus. I teach them, afte 

all that is why I am in that lecture room and that is what 

students want". (Lecturer interview, College three). 

"These media distract attention. Instead of students focussing 

on the main facts of the lesson, they concentrate on things 

that are peripheral". (Lecturer inte rview, College one) . 

"We were taught without media and here we are. These things ar 

just for entertainment and for impressing inspectors. I have n 

time for them". (Lecturer interview, College one). 

"I think teaching a i ds are applicable in the primary school. 

Secondary school teachers do not really need them. Chalk and 

t alk plus the textbo ok still do the trick successfully. Stud­

ents pass exams". (Lecturer interview, College three). 
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"These discussions lead to chaos. Everything leads to politics 

and students have no discipline. To prevent that, I teach on m' 

own and ask them questions. I do allow them time 

to ask me questions and they seldom ask". (Lecturer interview, 

college two). 

"If you give them work to do either during lectures or for 

homework, they think you do not know your subject and you want 

them to research for you. To prove that you know your subject 

well, you have to teach them They like that". (Lecturer 

interview, College two). 

In all the lecture rooms visited, small tables and chairs were 

arranged in neat rows facing the chalkboard. The lecturer's 

table and chair occupied the front corner facing the door. 

Lecturers accepted this arrangement as unchangeable: 

"Furni t ure has alwa y s been arranged like this in our schools. 

It works because I can see all the students when I teach and 

the arrangement is o rderl y and neat". (Lecturer interview, 

College three). 

"I hav e never seen the need to change this arrangement because 

it doe s not give me any problems. This way we are able to 

maintain eye contact and students listen because I can see 

them". (Lecturer in t erview, College one) . 

"We have large numbers of students. To accommodate all of them, 

this is the only way in which desks can be arranged. Even if I 
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could rearrange them for discussions, the duration of lecture 

periods which is thirty minutes, would not permit that. Where 

would we get the time to rearrange them for the next lecturer? 

That is why they are arranged like this". (Lecturer interview, 

College two). 

6. REASONS FOR UNDERUSE OF EDUCATIONAL MEDIA 

"I do not have the time for preparing media because I am over­

worked". (Lecturer interview, College two) . 

"There is a shortage of overhead projectors. In the 

morning there is a scramble, and I prefer not to be part of 

that". (Lecturer interview, College two) . 

"Looking for media allover the Campus wastes my time. 

Lecturers borrow equipment and take days to return it. That 

means at the time when you need something, you may not get it. 

That is discouraging". (Lecturer interv iew, College one) . 

"I am used to wall charts and here, everybody thinks charts ar 

old fashioned, so I stopped using them". 

(Lecturer interview, College two) . 

"I do not know how to use these gadgets and nobody teaches us 

anywa y , so I simply teach wi thout them". (Lecturer interview, 

College three). 

"They do not make any difference. Whether you use them or not, 

the results at the end of the year are the same ". (Lecture r 
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interview, College three). 

7. NEED FOR IN-SERVICE COURSES THAT ADDRESS TEACHING METHODS 

"Everybody is talking about teaching methods that involve 

students more. I wish there could be a course on that. We were 

never trained to teach without the textbook and the chalkboard 

but now we are expected to do just that". (Lecturer interview, 

College two). 

"The way we teach was accepted when we were student teachers 

and even inspectors had no problems with it. Now we are told 

about participatory methods and we do not know how to apply 

them. Somebody has to teach us". (Lecturer interview, College 

three) . 

"Most of us aware of the need to upgrade our teaching 

abilities. The main problem is the lack of in-service training 

that pays attention to our real needs. The few lecturers who 

have a~tended courses complain about the neglect of teaching 

methods . Emphasis is on content." (Lecturer interview, College 

three ) . 

"We hope the integration of Education Departments will help 

because we will also participate in in-service courses. Up til : 

now i n-service courses were organised by DET for DET lecturers 

Ciskei did not organise courses for lecturers. Only wi t hin the 

past t~ree years did DET invite some lecturers, but no t for al : 

courses". (Lecturer interview, College one) . 
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8. SUGGESTED IMPROVEMENTS FOR THE EDUCATIONAL MEDIA COURSE 

"The College has no money for buying equipment. The government 

should increase funding". (Lecturers' questionnaire). 

"There can be no improvement to anything, unless there is a 

single department of education in the country. White Colleges 

have these things". (Lecturers' questionnaire). 

"Lecturers need training in how to handle and use technology. 

Blacks were not trained for technology and now we are expected 

to use it". (Lecturers' questionnaire). 

"Improving things here when nothing is done in the schools is 

useless. We are just waiting for this new dispensation. When 

t here is equality of opportunity we can start talking about 

i mprovements". (Lecturers' questionnaire). 

"Colleges should appoint qualified media lecturers and stop 

g iving the course to every Tom, Dick and Harry". (Lecturers' 

questi onnaire) . 

"All Co ll e ges should use the same prescribed textbook". 

(Students' questionnaire). 

"Media le c turers must demonstrate how media are used. They 

lecture without media but when we go for TP, they demand tha t 

we teac h with media. They must show us how". (Students' 

questi onnaire) . 

"They should arrange for practicals. It is not enough t hey 
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teach us about equipment. They must let us use it practicall y " 

(Students' questionnaire). 

"Method lecturers should stop blaming media lecturers. Media 

lecturers do not know all subjects. They must attend media 

lectures and help the media lecturer with practical 

demonstrations". (Students' questionnaire). 

9. WHY PRE-SERVICE TEACHERS HAVE NO ACCESS TO THE MEDIA CENTRE 

"This room is too small to accommodate the crowds of students 

we have". (Lecturer interview, College one) . 

"Students are somet i mes careless. If they break anything we 

would have to take t he item to East London for repairs. There 

is no time and no mo ney for that". (Lecturer interview, Coll eg 

two) . 

"Students themselve s refuse to work in the afternoon . That i s 

the only time they c an use the room because lecturers do not 

need equipment becaus e they do not teach in the aft e rnoon". 

(Lecturer interview, College three) . 

"Equipment does dis a ppear even in the absence of burglaries. 

Maybe it is an insid e job". (Lecturer interview, Co llege 

three ) . 
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10. HOW LECTURERS AND STUDENTS CHEAT THE SYSTEM 

"Most of them do not mark exam scripts. They simply give 

impression marks and thats it". (Head of Department interview, 

College three). 

"I set questions only on topics I had time to teach and not or. 

all topics prescribed by the syllabus". (Lecturer interview, 

College one) . 

"I do not know this subject so I teach only topics I am 

familiar with and leave the rest". (Lecturer interview, Colleg 

two) . 

"I request students to assist me with marking when I realise 

that I will not meet the deadline". (Lecturer interview, 

College two) . 

"When they need time off to attend to their personal problems, 

they see doctors so that when they come back to the College 

they produce medical certificates". (Head of Department 

interview, College o ne) . 

"They never produce the required number of media sets. Because 

this is a syllabus requirement, we have to do something so we 

accept two instead of four, then we calculate marks as if four 

were sUbmitted". (Lecturer interview, College one) . 

" Students borrow each othe rs ' assignments and teaching aids. 

What t~ey use durinq tea ching practice is not always their own 
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INTERVIEW PROTOCOL 

COLLEGE: \ DATE: 1C19 \ TIME: YkOLJ NAME: (0:.2:.. ' 

Au.j ,~<o 

1. Tell me ai)out 110W you ended up teaclling .... 0.L .. instead of oHler subjects. 

\-\:-(~ \ ~ov.. ~e~~ C'_"-1'-\-L-.~-,:", .. ) ~x-c_ ~r+- ~~kj~c-+ 
d, do...c..... \. c...S • --0 I + '-"-...~ ) ~ ~ -\-. ~k (0.-.\ k~c..\,..(.S.E 
.~...t-<.- ---.1<-, e- e...----.o v.3.~ ~ ....... ~~c-.t- c\~c\o...c..h"--c::....S (CC:tu.CE 

2. How did you feel when you knew that you were going to teach ... }y'~T .. ? 

?-e-\~-<-'Ie...d. ':- l...::.. .... e- -\-='<.AJl._-\-. .\.~ kfo-Y~ I ~ 

1- v-.> 0 ....... \ J. '~\-. e. ~ r e.. r \~_ r--<! e... c. '''' '\ y-... € _ ...-> c.\l ~y.'c.~ ~ he. 

3. Vvllat were your first impressions about ... ~:\.\ .... ? 

&V <::.. b Co ~f ) \-1 0 .....-- ~,.--Q l-r.-.e--y 

v'" L...c...+- t-~ e.;< r~ c... + .. 

4. How were you prepared for your ... ....... activities? by 'vvll0m? in what way? why not? 

')'..,:;\- s. c-, -t;:. j' e-. \ o..--d c.~ i ''kJ -y- ~_ ....... e.. v c.....-:. > CL • N Ci D,....., e ~ 

'1 L-.=--\­r ~ e-- \' 0... r ~ ~ \ 0 '""'-,. \.0 r =- \ \\'-"'~-A) \'" (2_ ... e- .-

~) q s \- L--o .... > .~ '- -') s:_ 0. t e--. cd.. 0 .-~._ \,- .s; ....... -r 
1:":" c,.:. .~"i .\--,.-\. t.. -l Co ...... , s-

5. How do you relate wi111 other. .. M.L .. lecturers? worktng together? wllat for? how? 

f 

I£. 

Ilowoften? " ~_ .. ~ t · \ -i- \,'.c-r I-r ~ .-. door' 
---- ',..-' '--~ (""I e.-d ~'O v' ) . ·..-\.e. r-.~ ~-'-'-- ,~------ 1 

\-e.o_,~~ ·.i.~o-e-l~~o \o ..... \- .... L. ~\ \-e.c\. s.\,...."c-<L.- ~<~- '-'-'<~ 

(AO-..>-e- V'O "Ce...=-- \ ("e-\o..t7o\..'-o.o;..L .~ r - c...o '-"'~- ' --- ' '-'.~ f'--', ~ 
-1t.~ '\ \ c;. J ..J 

./' 

6. Why do you conduct your ........ sessions in ttle way you do? 

jJ S' ~'<L cV~~1 "Vc.\ \~,ofi~- <::'~A~~ t.....~e"-t._ (-e L.e..-'I'-e._ 

f\1: ~--o +t-.<=>, ·';-s_ k ,~ "V'--y H-o b- i " k e 5: i +. 
\ 
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7. How do the students feel about the way you conduct':??L .. ? 

~\\.'~ tAO + ,{; /el ~e- . I-i-c (~~ tt7 
'Tt--e . ..--A- Ie f~ (:.0 "- f':" Y, .~f;-o .. .:.. , 

• 

8. How do other ... , ...... lecturers feel about the way you conduct.. .. ..... ? 

\'+ ( .. 

9. How do you feel about the way students conduct their ..... . activities? 

I 
r-O ' 

~",",e.-\ c.ov.~o1. ~~, ,dD C:", k\\-·~--<. v··H'"e-,"'l -tt....~:...~~ <20( ~ 
I.A.¢~";' - ........ 0 r-IO-t-s. ~ s~~ o~~\ '2. - {-t....e.."--( =.r--c-

'" • "-. \ k ""'\ cI." -I-t--<.-.". 'V c <" I"" "r ~ \\1 'Y ~ = r 1<-"'-
c..~.e- ~_vcL~, '1--\-$ £)-- c::..t.~ & .. 

10 . What is the relationship between MT and Educ. Media, given that the use of 
educational media is one of tile microteaclling skills? . 

{(e-\o.~.:> : ~\,-~~ \' 
, 
i'-



INTERVIEW PROTOCOL 

COLLEGE: TIME: \0"-. 00 NAME: ~I 

1. Tell me about how you ended up teaching ............... instead of other subjects. 

Pr\+:t-..o~-"- 'L ~,",e:- ---= \r~~_""""J I':" --d. ..... c.:."""-t~.--~\ iecL----<:> \( 
T- ,-,.1=-,"- ,~ ... +.,-,,-c..t~d ~o t~eo..~ -ecl~ca..t~.--=-\ ~ct~~ 1...-
~-\e.. ~e- -,\....0 1~ tt.....~-..3 

Ec\v.c.. M~d;Q. 
2. How did you feel when you knew that you were going to teach ............. ? 
~\.A""'\ 0""-:;' \jJe..t:.. 1- ·\-ro.';....ed t~ (.\...oc::\~<;. \ ~(' ,,;. 0,..-'-\ or ,~-t...-e.... 
\~S.~;+u..1no.-~ ~~G't_\- ~r -h--~ c> '\"t--.e..-r, <"oC\.c....e.- ~-rIQv-\<a L , __ .>C> ........ ~d 

l::...""-O ....."'",, ~ ~ s.e.- -\-t.- ~ ......::. S . -{ 0'" Ce,....... s.~ t:.. ~-=>... .(. -n-.. s:.e- ~ 0. \ ( e- !'=-'-'- c> • 

''''-'~\- '\ o...r-e- dO-~:.,.3 dve.. +0 t1-<-~'<"" ~v-=.\.~ ~ <..c&-:-~~o:...... • 

3. What were your first impressions about ... ......... ? fctuc... fYlcl 10-

1.. e.~ fe..c.--tec\ "re;, '\ e.~t.... ~ b ..... -\- c..o'''''''Y\A -k,.r'S 

e... ~o-c..:\{ 1 V-I \..-=-..\- ~ J. €-...-.e.. r \.). r-~ a -..L S. . 

4. How were you prepared for your .......... activities? by wllom? in wllat way? wily not? 

f('e-.f~'r~ t\~V __ ~ 1~ h·~ ·re.. ls. o~e.. '~l~) R~-\ ,~ ~ -\: 
C{O"'~ C--e. f e...- \ s ,~ d. '-' c_~ CO?..,-..' 5;.0 ;..... 0 h cd, F l'~ \~O. c- e.. . c\ 
r -e.... ,....... G', ""-'\ l.V.e.... \. • l:\"- i So .J ....... ~ -+ .$. o .. --e, .\-t-,..~, ~ -n..:.._9-. "- '''. <; 

., ....... .0 + do r-~_. . 



7. How do the students feel abolltthe way you conduct..MT.? 

A ·f l-e =- ~ + tL.-a. <-r L..9-AJ ~ .. -

\' '--> 0 '-'- ~ ~ t-_<+ ,,-Q..... 

8. How do ottler. .. .... ... lecturers feel about the way you conduct. .. .. .... ? 

'Tke---., ~,-,e- v-C> {) -('O ~J.eV'-A-'S; • \.0~ ~ t~~......; 
\ \ \ L . l--A.....o _____ 10 '-"'- \. d 

~ \\e-tc.)'\.\. s.. 'i--\£. ..".....e_~...c c . .~ c.... \~~r s.. .. 
) '. ., , , . \ \ -l. . \""""'\ kco-~ l'l.ce.- ~T to 6-R- \-t--.e..«(, .e~,or-~~::..\ , \ " ) 

Dr bA=--~ .!-) P'-"Q 'a t0C2-""""""S ) '->,)c2- c..c:.,'v-~-. , ~e_~ t'de..s \ ~ ~\t 'C~ 
fr<LSc.ri ~s -,-\- tt....\,s:. '--'--'<=-'\. . 

9. How do you feel about the way students conduct their .. .. .. activities? 
~ ~ \0 be. \,..,.c>~o!..~+ ....... , .\-t.-. ~e'-<.,.. 1- c\o ...-.Co+ c.<=<re... o...-'L,....--.o,e,., u.se 

.\--c ........ Q ~ r '\ C>.. .,\ c. ~ 01 bo'-"..+ Ith ..... '(' ~ ~ de. ~'\'5 . '.l1- t<-e., q~ C\.!i. \=-cL~ 
'\,v-e s:.t;c;:.,....,~ IV"- c\c>, s.,£ > \:t-~ do ........ =+ re-s..,Q..--.d . \N\"e,....- q~\C-Q.d 

~ ~-c""&>. 'c...e- r-:c- \e. s ~rQ.-o-" tt ;c:. ·\-b c>= l::..c;:. I ~'\ <;0.., ~Le-c-s. C.I 

~c>."Z.-\ • \h~ S.\~~~1 ~~o,\s.e c.~e..:-(\.~~~. ~js. ,=.tt..e4-
e.s:.~e.c. 1 0.\\'1 ~C>..-t- 1-t--1!...'1 G~e... i~o.c-\..-e..r~ ~ ~d ............ o""'~"""" 

1 O. What is the relationship between MT and Educ. Media , given that the use of 
educational media is one of the microteaching skills? 

" "'-C- .... -<!- ........ e ..... c- 'i' ~-"'- v-_ 0_ _____ . \ ~-o ~~c. .. L. '-~ ~, \. \.. Cl.- hL-<.. <S 

VJ~-.e.'A. ' L ~~ .;..~~ d ~~ o,,~ ~o~ .~ \lre..=...d. , L.€- +O\d 
to C'>\.s:.K p'e.·~ \~,-.lC;-. l..iC' .. ::J...,s \ ~e.c- '~('e.. . -("~ . ,-,-,L: <=-G s\::.~\\~ h .. , . ..e..r\ 
'''-'e..ce. .-\cho-c.~,~) ," $0 .~\ "":--f e.." 101, d. ............ E'--. ,~+ t-c--e 
..... c;.e · <;)r """-~d..\c>~ ~ C?..... 'Y\\ ~. \:,..-\\I, . I\v...'--f, "'-C:-~'-.I\) .~..--Q.- 't~ ..... 5: 

~ ~ \c::7~ \-i c ........ 9.l ...... '\ _ 
• 11 . How do you feel about that relationship? 

A ' \ 1 k\' ,~ .-\t.~_~t- ~'Y c;-.. ~\<:"COI'~ c..c..t....~..;...,o e.c..~r-~<"" lAI~ ,e..,'-.i ., 

......... \c:.....-o~.eo .... c.L,,~,~ o-':"cl, eC"".i'-LlZ . o....Bc~\ ~.c\~ 1.'0 6-42.. E!..We-!L'\1'~.e; 
-\t.-.~ '\ rA~eJ. ~~ be.- h-. ~ ·.q:.-~\c",-S::~ ~'\\\-\'-\ t;:>f s;,-,-~.~c::\- ~~~~o. (\ 
\-e. c-\-~te-~S:. .. '~\ ~t-e_ <:;:'0 -<~~\o...~d ~o.,,\-- ·tt~-<-\ d~se.~.r-e.. 
r--o \ .".t!..- '\~~3~'''': ' \:>'",\ ~~ c;o-.~ \')~--('~c:.:>v- --



INTERVIEW PROTOCOL 

COLLEGE: I DATE: Iq· 9<0 TIME: /1· '+S NAME: /-tz::,. 
Is.f DeG J • 

So..{.,bj , . ~ dqe-Bc: S. . 

1. Tell me about how you ended up teaclling ... .... ....... . Instead of other subjects. 

\.N e. \ \ 11--.0--\ So v..JL __ \- L c::>.""" ~ COL ~ r.. '1- 1:-....... e--.J 

+t.... c:,,-A 1 <.J e-... So. <{,co,,' \-0 f.-ec=c . '--- S. tA.... S b "r d v-' ke..",,-
<"' " . (J ~ 
~ c =-~ '" ~ L---.::..d ~fr t \ ~_d ffv r \" -t- -. 

2. How did you feel wilen you !mew that you were going to teacf1.. ..... .... .. ? 

3 W ft t · . b t ? ~~ h-jJ . flat were your rs ImpreSSions a ou ............. -J '- . 

]:. ~ J' .... -1 1 .....,e.. <;.. ~ 0 t":..t h:- ~e-~-J v ... ," f(____ ,:-"e... ~.o ~ 
0 .... - \.1 ~ I ~<;. ~Lc.c...\Qc_ J +-='( e.....,.~ U .. ~ -h...-~ +- fr ,so --\--

:1 eC'. no. '-V~_ ( CL. .-\-C\. V-j'--* ~ e c- = ~"1 ~c. ~JT-€) \ ~ ~1-
I- Lo_c\ v-=:o-\- Q..~\-ic-~ r-'-~ ·~-=-c.G4 '\V~T-

4. How were you prepared for your .. ...... .. activities? by wllom? in what way? wily not? 

\Y\j \+-o~ )Cl-uE>_ .t-r'E!-. ~_ ~ l ~~f:, ~ o..-d , 
.-k: :x. .~ C) \<--s ~ "-' \?~ e>-\ s,'\) t.-~_ t d s. 4J~-f _ c..---t 
cL: cto-<..~ Mc~ ~-'l...t~ ~.2. '-"'\.1 k...t-<.. >o,--«?_ l-<C>c.Q.....~S. 
~ 0L, e...><> r \ <>,. \ :;'- ~e:t '~ 

5. How do you relate with other .. .......... lecturers? working together? what for? how? 
flow often? 

\''lJI!..lL - vv e_ ~~ c- \~ +- lOt ~, -(' e_ x..~e.r..Lc:...-$ 

6. Why do you conduct your .. .. .. .. sessions in the way you do? 



7. How do the students feel about the way you conduct.. .... ..... ? 
..., 

~ lo""~ o..~ .~ ~ ~-+ ~'''''--'r{qt~' , QYU~t>-
fC..~ c, r~ LAin _ .r? r-T "Y' /' I~ LQ,v~ 

~ '"'-0 C-o".-, f /q ~ I-s. 

8. How do other. ......... lecturers feel about the way you conduct.. .. .. ... ? 

~V'-I '~~'J -> ~ 

{,fl· 

\0 t."-.~~ • ..,........RJ~'~ 

\ .ec--~.~ c::..~k ..... td 

oL ~\---~ 
~ 



INTERVIEW PROTOCOL 

COLLEGE: DATE: 1'1£)0 TIME: '1L- $ 0 NAME: Fu.. 
~c N o\.} . 

£d \AG. tr1 eel;ct, 
~~ell me abo~t flOW YO~ ended~up teachin~ ............... instead of other SU~j~~~.:... d... ( 
..1- 'NO,s. ,_.\t'(~~ . "f'<t -J \ ...... '0-~ \v---<O-C("'J'~ CCh .. .o....f>....e- - \)-. Iv 

~!>'~=---S"'''cL. 'Jv-\s. a.. ~--o..~ :;"~e..--~ c..o~ o...-d . 
-\~'\ ~Gt- ..,.-e-A~~ .. ~ ~ :L ~c\ ~v..c...\~~at 
-Ke.. ~-to" o~cl ",,-e... h. ~t- ~ Lo....,-~ ~ 

2. How did you feel when you knew that you were going to teach ............. ? 

t~ \'\\~.e- ~.cu-~ ~+ ct~t~9,,--kA. M · l~c ... <l1 
'-.,-0 '-I.\cl.. ~ ~ \:, ~.~ to ~\ o~·~ ~ c-. e- c t .~ 
~L:\\\.~ '\ L,=-~ ~~ 4 \. -r ~ oL- \.~ ~~5U.~ 

5. How do you relate with otl1er. ....... ... .lecturers? working together? what for? how? 
howoften? /he. ie. c.·i-u~ 2 '-(E'_lo...-k.. """,;' 7-1-. A-I-e-

ft.--o<;..c.... v-'Lo ~. t-<...- e.~C.:...::"t,~'-"<::l-\ ~e.. .c.L~ v.,J-1 ~ 
~ .. \...iC?~ sA-.c . ..e.... ~.-\x\~.--g. b......A- L-.le- v--<.. ~ Vl~;-+ 
-e----c-~c.. _L....... 0 ~'~ '\e_c-+-~~ _ 

6. \J\ltlY do you conduct your .. ...... sessions in the way you do? 



----( e s.. u.... \.. -t- • 
9. How do you feel about the way students conduct their ...... activities? 

Sk~v __ \b- ~,~~ ~_ c-'~J~ ~v-- ,,~\ ~$Af~'/:-
roct~t:_~~{ ~:-1 ~.\:s. \\~I ~~e-.~ ~.~+ de=-c.\\, ... ~ 
~ ............ e..... 0 t P.-~......--. c=-o...,.-.. e.. ,----' .~.k.._. ~ Il) C i<.. L v_ ~ $- C2~ f 

~ e.. --- 0\) w e-- b.~J.~ k- ~.l · e..,. g".... ~J c!... _ ~?t '-'1: c.t II rn.v, : : 

.tc..~___ 1-0 r d~ C-L .fv.ro ~e .. J;S. /".-, !. ·K._CJ..d 0 f /-ow·...,... 
10. What is tile relationship between MT and Educ. Media, given that the use of 
educati~nai media is one of tile microteaclling skills? :2...-1- ,~ fr..--e- r~ ~ + 

'h~ £VI' J1v-e- Is !-,e.A,.< It-,~+ (..c.Se_ ~; f ~eL.":J!..t.. ~ I-C a. !hI 
~ k.'rt ~ . r (e .. -.. ~ S L..-tr..-J ~ . ft.e- ~ II 0. b~ s' 1J-s 0 f /--, 0 L ·..! f"''> 

~( & h 0 -,~ fa. 0~ r-5:L)-:) 0- wL..~ +'5~ r?_ve...--r ;-r h{ .J..." 

'v.' t/! ~,k- I--t-e n--> a.. blO ~.+- ,f ... 'vll~c::.... f Clr'L I . 
1c. fI,~ ::/-:ud~ __ .1-s ~b", u..-rf ry-.eLi,·c~ ,f ~1 L-L~ ~" I-

"~ \,it: ..... ..1 e>!;':t,- C..!..(_£.( fr t---.. -i7-r _____ r-r""'~_" Z ~~_ t;. (-v ((~ (TA-'. .l ~ 
11. How do you feel about that relationship? <' ( ' .' I 

.-, ..J f2 .L , . .H- .1- i ..q ......--. ~ O'.--e_ I (~ 11--"'1 . 
'J (Y'--< £ I ~~ 0.. tc s:. ry, e.~ / ___ 4.. 7 -

~< b:l u r, 1.-1 vo~ I d 1,.0.. ~~ 7~ l-e-{rf~ t -'1 '-V ,,-

Lv e-... £- 0 ~i(f ,~ ~ je- fr,...e.;.y , ".L. ~~ ___ r ~- ~ 
iJ ~ b ~""~)'';' V"O f v tLcL <or! /-<.-. _ ,_oLLo., ~/ ,;;6 · 
h.o·f- ~k-~ ~,....,S-e- ~ 



INTERV!E\!V PROTOCOL 

COLLEGE: 3 DATE: lo,.", 0 TIME: \\ k I~ NAME: 2Vij~ 



7. How do the students feel about the way you conduct.. ... ... ... ? ecl. .... c, jY?e..d,'~ 
r t L-

CiO I/~ 1 

8. How do other .......... lecturers feel about the way you conduct. .. " ..... ? 
7 

"\ (.....".. . ...,e.-. ~ ~ ,-.,.~ (' s.c_e "'- 0 c \- e..::>- ,J l-t- e... ~ 0\ \ ~ Q. ..... S. Sol ..... ~s 

e...c.vL.. 0 ~ ~' ~ 0'; \c... !\c....hc.\', ~ olD':"':"\- ci, CLt <'-<;.. '-<-'~~ 

(.AJ\ \-t.-. ~~...-.A. e.~ ·\-1.--e.. ~-O I;>c...{ r -\-oe-eJ.t ....... cy; o..;e..., \..........; d.ci.€. .... -
~ 0 ~ .e_C>-CL \- t..O~,... e.:~ 

9. How do you feel about tile way students conduct their ...... activities? 
I 0,,,,... ~o ,''''.f' \ ~~e.', c\ 's.', \\ '-t s.\ Go ,-.e .d . £. \ ....... d ~ ~ts o .... ~ 'j'_u.:+- \ 0. L... jtc--e.l:.C 

c\o., ... , 'S\""~~ .\'t-..::.. \C\r(." rio+'S A ..... ~.A s.:..k<.>ot l.,€-'(cof'P:. tr..,E'.. s. .. \"",..,d. 
oc:. _\ ..... c,""'I.c;- ~ • \ I • d~.~ · .s..·~c\e.---\s c\c , ..... '\ ~~ .n .. '''' 0 ..... ' <;:'·C-""-oo';;; \_~s.~vr.'"- ~ 

• \~.C\rV\ • '\h~\ e,><'f<!c-t \-~c>. '-t....e..f~. +-0 ~pc>o."" ~e.e.dft-e..--- \~r k~ 
c..v"d. e:~o...,..... ~C>. ~c. ..... -;a o. ~ te.-r I..--a.. \,) \ J o.'b$.<!..-.... ~d f-v..e.,..........sc!J ... e~ r ,-. 
c.Jo.>~-=:... ~\-..e.,\ o .\ ........ ":'"'\~ '-::-~'\O ~ H~+e.. j)C~\- p0-'-" e..,...-,\!.-\ '-'..J~ .... ~",",- 1---c!.C:: 

~e.-\-s'- ~c:o.v _ ~ \:..z.. ~-t '0.,..--, ~ . ...\."+'S ~''1 \ ~ £'\--cC\.:'h 
10. What is the relationship between MT and Educ. Media, given that the~e of 
educational media is one of tile microteacll:ng skills? 

< 

11 . How do you feel about that relationstl:p? 
kT ~e... .-L_. L' \ \ , \· ~~ . Lu~c<'_ 1o~t:-- p=-'l"'T \""'-

,}..\ rz .~C~\\.":::>.:--c:>- ..... -.." ~\c-_ "'- ~ , ~ ,\e \ 

-\-v=~e _\ t..--' 0 ~ \ d. be.. " ...... \:::.. \ e..-. ~ de . .-o .......... <".A ra..., k tt-~. (.A.;; e. 
o.~ .,......,.-GC\IOo.-. I"le. ~ ........ ~J. =-\s.o E'_ '-'c:....\~{.e- tt-,,- · e.~ 

.t.... . , ~ s ' .'-Ade ,.-.\s. GC>..---ye....:~,....~ r::. ~ -e_ • ':':::-0 h--e..- C::'_ \:) s.(.~ . . --.c .~ ... CJ 'r 0......... 

\,.0...' cd ~~.o) 'f o?. .\ p'--\ ,.Q., ..... ~vj ~ ~j~J:,: v - ~~ =-~ t,,,,,~ 2..0 __ \"t: d,ISC\S..*, e:; , 

12. \!vily do you net cll ange to wtlat you '1voulrj like to see? 



INTERVIEW PROTOCOL 

COLLEGE: DATE: \~~I 
Au:\ 2.\0 

TIME: 1\ k C 2) NAME: ~h~:z.. 

, 

1. Tell me about how you ended up teaching .. !1!T. .... .instead of other subjects. 

:L -...r ..... ~ a. rf c,":' k 0\ ~ h-c... lJ r'c.lo.,./ .. ;-.c.~ l e.a.--... s-o 
~o.t;..rt:O.l{7 IhT /s. O,,4!- of ~~ Cov- r~$ .Ja.'-<.JLf 
ft,.e-YL • 

2. How did you feel wilen you knew that you were going to teacll ... !r?T? 
L ~~CJ h.JO dec-"r"'eci fe ej,:""q$, ~'f cltd '-- 0+ 

)/ . .J /-La..../ 
Ye..a. 111 ~c::l .. ffe-Y, Y-'~ ci,o 'Je..., c 10 <...( r '$..e,.st .('.J!o r.-- (..( c./..-

)-1- %{J S k~' . f... y-,-,'::: Ite;- 0.""'1 rY'-o'Y"e. .-

3. What were your first impressions about .... (!/T? 
;. 

I. ,e y r e c.- fe d i f 10 be... (f;J r '5 Q. <"'. ,~ d.. a. (c"'-1 ·k.~ .r 0..--'-

I. ,-.(l ~ o.s. Qf- U r 1-1. Co. c L ""-"e ~c:I lec......f..v-I ~ Y ...aJ i k 
jro '-:'-P gf s f.t-..de v_-ff. 1'-e-. /4.::;r; (7 ~. f~",~ 'r(-e, kc ((..{J'ers 

1-Ae..'H-...o d .s -I've( e _,,-,f-s. ) - C 4:f I ~ t.vGt ~ ~ (_./ (,' t e, It~ c....f _ 
4. How were you prepared for your .. .. .... .. activities? by whom? in what way? why not? 

.1-k~ ~ f!-~Ye-.. r't t.....o r r-e. f ~ y a)-:-o .,,~ I e -0 1- v~ ,$' ~" 
r f'L ro. y- -e. cJ ,V'- t.:) r"' '1 (..v ~ '1 

5. How do you relate with other. !!17~ .. lecturers? working together? what for? 11OW? 

how often? \jJe~ ~;><.c... k~'-je.. VLO {es.. r,vf-....e-.-... l.-ve-- ~c.<:d l~ 

rv~ di' .fC. '--<.c ~ .fro ~ le.,...-,s I~e,- fo., v-:... ~ I;; (hI ~ t-
.1 I ' I . ~ ~ 

we.... (XO y,oT fe), f-.<:.._ ee>·c c_ 0 I-!-, e. 'or '5J <1 rD T.' .!- £-.=-'.J 
he v ~ ' f ~< _:_ ,.--.,-.., colle o'J <.-( o!!..- $ fec...c=-L .:..r; 'o..-..c>{ 1. ip. 

ho-1- lo..UjL;/-)~ rl...e.:y- rre-Se-1c,.e- .J::' k.c. re.;:5 ~ 0 I ...re..a.1 L..t..Jc,-c',l:: 

6. Why do you conduct your. .. .. ... sessions in the way you do? r05e ft...<.. y 

/ho. .f- .~ L 0 v-' 

/-c..:;o; I-b--c--7/ k 

. I 
'T 

. 
(~ ,~ 



7. How do the students feel about the way you conduct.. ..... .... ? 

", h e.., 0,. (" e... 

lv~. \\ ~o 

lC~~-f\ 

f~S:' Mve- -
.L- c..c......--

8. How do other. ........ .lecturers feel about the way you conduct.. ....... ? 

trJ f f \.. r- . 1- 9-e... ......-> 0 ( ~ ~l o':--'0J 
~Jr_e.Q_c...'o\~ • V'I~ -.,.....or, '\ 

,- . t..... \. I • if , •• " .-. \,/2..<,_ k e_c.l.,c.,...c....... 
":::>- I ~ \ \ ....... r 1 \.-o,e_ S. ., \../'"'r--.~___ ~ -...- ~ 

f9 ~ i S ~~ .-.r--~s.. Y- ~~. +-,=-~ ~-, 
tt- l.-..O ~1r~~ 

9. How do you feel about the way students conduct their ... .. . activities? 
, 

T'-~ ....--c.t.. .~ ..-.~ .o..j,\, ~_.'"'- 'it i><;.. lec=.cL~ 
f ~c-c-~ 4t_ h~ - LIIs.. o..-=:._ Tt \ G~ (..,e...v~ .~ '-A.J \-~ 
h...e.. ___ "-0 --> To ot~ .~ ~ ,,",-c.-<.-"-~ . ~ 'k~\ ~ ~-~_ 

~' " ---e. <;.. S- I .f tr--R..',\ d-o -tu r-v- ~~ • '{ I:> VI_ L~ c v-J J ftv- L~ 
toll hc..~\ ·h •. ~;\ ,~- c\\s.~~ '\-N-e.- \o...-d \' t- ~l~ ts. ~ 

10. What is the relationsllip between MT and Educ. Media, given that the use of 
educational media is one of the microteaching skills? "~t ·y \ ... "e-~ol~ 

'1.. do :'J... kOV0 - ~+ \ 
'\ r \,-r-~- '+t-c cl ~.h.. d ~..-.!t-s. 

) 

.~:., a'-~\..Af-<~J r~ 1V'1 

n-v ~ ~~ ~~" I ~--..\ <>e .\d.o v~~ d rv 

11 . How do you feel about that relationship? 
1... 0. • ......-.- ~..-\.......=,~ q .... c!. co'"'-c....e...("'~O!-c\ , t~\T.!. .. -.c:-\ ~d .... c:.... ---.~C"1~C1~ 
sko ..... \.c\ bee... \ ... .c-...-,'l~ b, <;u,~ c.:\-- ,....,...e..,:'\t.d:>J. \ec_~Yc...{'s.. ~ he._ 
'""'c..o' ....... 'A3~v..· \ .. I\-I€-, oJ€..- ' <;:0 '..;::.\e.., .. n ·e..\o... .¥tc.\ tc..-, e>..k- ~~\ 
h ___ e>,.'-\. v-.o.\- i~ e.. <;.e. . \ c'\ "Y'=-. \- e_J. , 



APPENDIX I 

Samples of observation grids. 



OBSERVER - PARTICIPANT GRID 

COLLEGE: 

OBSERVATION 

1. Who is in the group? 

how many; identities; 

how is membership 

acquired? 

2. What is happening? 

What are they doing 

and saying? 

3. What behaviours are 

repetitive and irregular? 

DATE: 

DESCRIPTION 

14 African lecturer~ 94 male 

and 10 female). Interests 

determine who ~its in the room 

and who does not. 

"Those abasindisiweyo"'for instance 

prefer to be together and away 

from the staffroom There in the 

prefabs they discuss the bible and 

pray when they feel like without 

disturbing us". 

"We have about four wives of 

ministers of religion. You will 

never see them here. They are 

usually in another prefab office 

because they have the same 

interest8." 

"We are young and enjoy sharing our 

social experience8. Here we are 

free to do so". 

It is during normal working hour8 

(11.15) and lectures are in process. 

They are in conversation. None are 

reading or writing. 
"That was some telling yesterday. 

Imagine when we have to declare our 

personal problems for not coming to 

work." 

"Did he mean it when he said we must 

not give personal problems as reasons 



4. How do they bahave to 

one another? who makes 

decisions f or whom? 

5. What is the content of 

the conversation? Who 

talks and who listens? 

for staying away?" 

"Yes he was. He even said this is a 

College and it is no longer going 

to be easy to stay away from 

lectures even for p8rsonal problems. 

Those with lots of personal problems 

must return to the primary and 

secondary schools before they are 

a:Jked to do :Jo". 

"He was wasting his time because we 

are not going to share our personal 

problems with him, and will attend 

to them whenever we experience 

them". 

This went on ?nd on. The group 

gossiped a lot and shared personal 

experience~ (boyfriend8. partie~. the 

lot). The presence of an outsider 

meant nothing. 

They are ~itting along a conference 

room table that runs the length of 

room. There are two very young 

females who are dominating the 

conversation. The four males are 

also very vocal. The rest of the 

group is asking questions, prompting 

the 'leaders' to further talking. 

They are junior members of staff. 

None are senior lecturers or HOD~. 

They address each other in Xhosa 

and they did not mention the 

subjects they were teaching during 

that hour I was in the staff room 

with them, going through annual 



6. When do they meet? 

3 

returns. They sounded disgruntled 

about the College authoritie~, a~ 

well as Bisho official3. They were 

either complaining or criticising 

negatively. Nothing positive was 

heard during that hour. 

There were no fixed time~. They came 

and went as their timetables pre 

~cribed. When the bell rang. more 

lecturers (African) cam~ in, and 

some left the room. My host. who was 

not one of them, but was sitting 

with me, informed that they were 

corning from lectures. 



OBSERVER - PARTICIPANT GRID 

COLLEGE: 

OBSERVATION 

1. Who is in the group? 

how many; identities; 

how is membership 

acquired? 

2. What is happening? 

What are they doing 

and saying? 

3. What behaviours are 

repetitive and irregular? 

DATE: 

DESCRIPTION 
I 

4 Ladie~. One in 50~ and three 1n 

thirties. Two are sisters and their 

father i~ a mini~ter of religion. 

The old lady and one of the sisters 
are married to ministers of religion. 

They say they never told each other t 

to leave the staffroom, They simply 

came to visit the old lady and 

ended up using the venue as their 

meeting place. 

It is tea time and they are 

conversing. They are in a hurry as 

they drink their tea. Two have 

lecture~ immediately after break. In 

an informal conversation I ask them 

why they are not in the staffroom. 

"I hate the malicious gossip that 

goes on the staffroom. Nothing is 

constructive in their 

conversation", 

"My students are free to discuss 

problems and even their work with 

me in private". 

"Isolation from the rest of the crowd 

gives us enough time to do 

research, discuss teaching 

experience~ and to motivate each 

other to do more work". 

The bell rings and the two leave the 



4. How do they bahave to 

one another? 1I1ho makes 

decisions for whom? 

5. What is the content of 

the conversation? Who 

talks and who listens? 

room. The other two remain. I 

remain with them for about thirty 

minute3 but I do not 3ay aything. I 

am writing my note~. The remaining 

ladies are writing in their scheme 

books and they are concentrating. 

We are busy. The next bell rings 

and I excu~e myself in order to 

visit a MT class. 

They re~pect the older lady for two 

reasons: age and status ( minister's 

wife). She is the leader of the 

group. No one seemed to make 

decisions for others . They did 

what was best for each one of them 

during the time I was with them. 

They all talked as and when they 

they could make a contribution. 

Since I had initiated the topic, 

they talked about why they were 

not in the staffroom. In between, 

they talked about the coming TF 

session. 



OBSERVER - PARTICIPANT GRID 

COLLEGE: DATE: 

OBSERVATION DESCRIPTION 

1. Who is in the group? 2 Male~ and one female (lect.urer~) 

how many; identities; One Coloured male and two whites. 

how is membership Thi!'! i!'! the Afrikaan!'! department and 

acquired? they share this office out of prefer 

2. What is happening? 

What are they doing 

and saying? 

3. What behaviours are 

repetitive and irregular? 

4. How do they bahave to 

one another? who makes 

decisions for whom? 

ence. The office is very s~all and 

they are not comfortable. They prefer 

that di!'lcomfort to sitting in the 

staffroom: 

"Cultural difference~ make u~ unhappy. 

They address each other in Xhosa all 

the time and we do not understand". 

"Since we are in the ~ame department, 

we share work problems, we do 

research, the environment i!'l con 

ducive to work" 

They were blJ~y marking and writing in 

their books. When I came in there was 

perfect silence. I felt like I was 

disturbing them, but they were willing 

to talk. 

The room was filled with smoke 

because they were all smokers - one 

of the reasons they left the staff 

room. The ataffroom people always 

complained about their smoking. 

Impossible to determine. 



5. What is the content of 

the conversation? Who 

talks and who listens? 

6. When do they meet? 

2 

Could not determine becaU3e they 

were not conversing. 

They sit there daily and because 

they have a coffee maker, they 

seldom visit the staffroom 

except for fetchi~ water and 

meetings. 



OBSERVER - PARTICIPANT GRID 

COLLEGE: 

OBSERVATION 

1. Who is in the group? 

how many; identities; 

how is membership 

acquired? 

2. What is happening? 

What are they doing 

and saying? 

3. What behaviours are 

repetitive and irregular? 

4. How do they bahave to 

one another? who makes 

decisions for whom? 

DATE: 

DESCRIPTION 

35 ~econd year PTD~. The intake 

of second years for a given year 

is divided into smaller groups so 

as to fit in the small classrooms. 

No ~ystematic grouping pr~cedures. 

It is a HT session. The skill of 

questioning is the topic. 

The lecturer a~ks que~tion~: 

"which types of questions do we have?" 

"give an example of a lower order 

question". 

Students were supposed to recall 

from a previous lesson but are 

struggling. They are reluctant. 

lecturer hints - then correct 

an~wer~ are given and lecturer 

accepts. This goes on for fifteen 

minutes. 

Lecturer made decisions for stUdents. 

Decided when they should talk by 

fielding questions and selecting 

respondents herself. Instructions 

for next HT ~e~~ion given by lecturer. 

Students' opinions not asked. 



S.What is the content of 

the conversation? Who 

talks and who listens? 

6. When do they meet? 

2 

Que3tioning 3ki113. Empha3i3 on 

what kinds of questions they 

3hould a3k during TP and how they 

should ask; what they should avoid. 

Students passive and silent; writing 

in their notebook3 all the time. 

Lecturer talking, almo::lt preaching. 

Once a week for 35 minut~3. 

Time wasted when roll call is taken. 
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REPUSLIEK VAN SllID-AFRIKA REPUBLIC OF SOUTH AFRICA By beanttvoording meld 
!Ieara '-""~rcs 1 "IMFUNDO" 
llegr <: , :ddress j 

In reply please quole 

llek:. No:- } 
!Iex No . 

No.1./2/.1.. ... ........ ...... .. . . 

lleloon } D!rek } (012)312-5911 
llepllOne Direct 

jresseer aile briewe aan Direkteur-gcneraal 
I communications to be addressed to Director-General 

NQUIRlES: J BRAND 
EL: 312-5254 

ECroRS OF COLLFX1ES OF EOOCl\TION 

DEPARTEMENT VAN ONDERWYS EN OPLEIDING 
DEPARTMENT OF EDUCATION AND TRAINING 

Prlvllllt~8k 
Private Bag 
PRETORIA 

0001 

X212 

1989 -11- 1 0 
F TUE DEPl\RfMENT OF EDUC1\TION 1\ND 'l'MINJt-IG 

C1\DEMIC P.RXJlW't1E 1990 OF CDrLn:;CS OF EUJC1\TICN 

You are kindly requested to submit to Head Office before 31 January 1990 
a copy of the atxwe-lOentioned programme for your college of education. 
It should be marked for the attention of the Chief Education Specialist: 
Teacher Education, 528 Mcl.gister Building. The academic progranune for 
your college should be submi tted to your College Council for their ap­
proval, although such submission need not be done before 31 January. 
~lould your Council advise any changes to the programme, please submit 
the amended programme to Head Office. 

As the progranune will, aIlDngst other things, be of value in the plaJ"l..ning 
of ITDderation and similar actions, academic activities of the college, 
such as the con~encement and closing of teaching cycles, practical 
teaching (ooth for evaluation and at home schools), and examinations and 
test cycles, should be indicated. 

Please take note that a minirrnJm of 140 days (excluding practical teach­
ing, examinations and test blocks) is prescribed for teaching/lectures 
for each year of study. This stipulation should be applied strictly, 
particularly fOt· subjects which are evaluated by the college itself 
(internal evaluation). 

lank you for your co-operation. 
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PRIMARY TEACHERS' DIPLOMAS 

SECONDARY TEACHERS' DIPLOMAS 

SYLLABUS FOR 

TEACHING PRACTICE 

A. AIMS 

1. 

2. 

3. 

The aims of this syllabus are : 

To give the prospective teacher the opportunity to practice 
teaching in practical teaching-learning situations by 
knowledge, theory, skills and attitudes through logical, 
institutional activities. 

effective 
combining 
strategic 

To guide the student in teaching skills, 
in such a way that sound didactic 
(Micro-teaching). 

in a simulated environment; 
principles are practised 

To provide the student with the 
use of educational media that 
environment for pupils. 

necessary skills in the making and 
will assist in a better learning 

B. INTRODUCTION 

1. The Teaching Practice syllabus is divided into two main categories 

(a) Institute Practicum. 

(b) School Practicum. 

1.1 The Ins ti tute Practicum includes: The making of educational media, 
the use of educational media (wi th emphas is on chalkboard work) , 
skills practice sessions and demonstration lessons. 

1.2 The School Practicum consists of observation assignments, 
presentation of practice lessons and lessons to · be assessed by 
college lecturers in an approved school environment. (In the case of 
PTD (Junior Primary) some of the aspects are included in the 
Institute Practicum). 

2. A Teaching Practice Journa1(s) must be kept by each student for 
filing of practice lessons, assessed lessons-, micro-teaching forms, 
observation assignments and demonstration lessons. 
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3. Three (3) periods per week are allocated to Teaching Practice 
(Institute Practicurn) in the first year of study and two (2) periods 
per week in the second and third years of study r:espectively. The 
Institute Practicurn may be divided into three sections (educational 
media, chalkboard work and skills practice) and may be presented by 
means of "block-teaching". (Demonstration lessons should be 
presented during Subject Didactics periods.) In the case of PTD 
{Junior Primary) a team teaching approach is followed and seven (7) 
periods are set aside for Teaching Practice. 

4. As Teaching Practice is the point where knowledge, theory, skills and 
attitudes culminate in effective teaching ' experiences, close 
collaboration with the subjects Education, School Management and 
Subject Didactics, should be maintained under supervision of the Head 
of Department for Professional Subjects/Junior Primary Work. 

Summary 1st year 2nd year 3rd year 

Institute Practicurn 78 periods 52 periods 52 periods 

-

* Educational Media 
(chalkboard work excluded) 26 periods 26 periods 26 periods 

* Chalkboard Work 26 periods 

* Skills Practice 26 periods 26 periods 26 periods 
(Micro-teaching) 

School Practicurn 10 school 20 school 20 school 
days days days 

~ 
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C. CONTENT 

C.I INSTITUTE PRACTICUM 

1. 

1.1 

1.1.1 

1.1.2 

1.2 

1. 2.1 

1.2.2 

1. 2. 3 

FIRST YEAR OF STUDY [78 periods] 

Introduction 

An introduction where the relationship between Teaching Practice, 
Education, School Management and Subject Didactics is explained. 

An explanation of the sys tern of Teaching Practice followed by the 
College (files, forms, timetables etc.). 

Educational Media (26 periods) 

The principle of perception (see syllabus for Education). 

Theoretical aspects of the following 
function and practical demons trations. 
opportunity to handle and operate media. 

(a) Visual media 

educational media, how they 
Students should be given an 

* Non-projecting media, 
flannel board, books, 
charts, models etc. 

e.g.: Chalkboard, bulletin-board, 
pictures, flash cards, maps, wall 

'Ie Projecting media, e.g.: Slide projector, episcope or 
opaque projector and overhead projector 

(b) Audio media 

E.g.: Record player, tape recorder, radio, language laboratory 

(c) Audio visual media 

E.g.: 16 rnm sound projector, video and television, card readers 
etc. 

(d) Other educational media 

E.g.: Computers, experiments, 
educational games and toys, 
processes and media centres. 

excursions, real 
resource persons, 

objects, 
duplicating 

Introduction to materials and equipment which can be used in the 
making of educational media (e.g.: paper, wood, clay, wire etc.) 
Basic general skills and techniques for making med· ( . l.a e. g •• 
labelling, tracing, enlarging, colouring, cutting, pasting, 
transparency making etc.). 



1.3 

1.4 

1.4.1 

1.4.2 
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Chalkboard Work (26 periods) 

A complete course in Chalkboard Work (relevant to the school phase in 
which the student specializes) should be presented in the first year 
of study. At the end of the course students must be evaluated on 
writing and drawing on the chalkboard as well as using the chalkboard 
as an educational medium. Students who fail this evaluation must be 
given an opportunity to practice chalkboard work in their own time 
and be evaluated again before the end of the second year of study. 

Lecturers for Subject Didactics should make an . input towards 
Chalkboard Work and students must continue practising until the end 
of the third year of study. 

The approach to Chalkboard Work should be practical and attention 
must be given to the following aspects : 

* Care, maintenance and the repair of the chalkboard and 
accessories 

* The effect of different colours of chalk and the comparison as 
to its visual impact 

* How to hold and handle the chalk 

* Neat and legible handwriting (print and cursive for different 
school phases) 

* 

'* 

'* 

'* 
'* 

'* 

'* 

'* 

Spacing of words, size of letters and numerals (± 3 cm) 

Writing horisontally on the chalkboard 

Effective arrangement of wo~k on the board to prevent cramming 

Economical use of chalk and dusters 

The use of feint lines in making illustrations of objects such 
as plants, shapes, people and animals 

Chalkboard summaries and diagrams 

The position of the chalkboard in the classroom and the position 
of the teacher, in relation to the class and the chalkboard 

Use of the chalkboard by pupils. 

Teaching Skills Practice (Micro-teaching) (26 periods) 

This sec tion of the syllabus is also applicab Ie to the second and 
third years of study. 

Micro-teaching or the practising of teaching skills should be 
regarded as a preparation for the student to improve compe tence 1n 
the presentation of lessons. Al though the student's performance 1n 
this sub-section of Teaching Practice- is not assessed as such it 
should contribute to the improvement of the standard of the stud~nt's 
performance in the Scho'ol Prac t icum. 



1.4.3 

1.4.4 

1.4.5 

2. 

2.1 

2.2 
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A progranune for practising teaching skills (in the different phases 
of lesson presentation), in a simulated teaching environment, must be 
drawn up by individual colleges of education. The following aspects 
may be used as guidelines for such a progranune 

* Recognising and getting attentive behaviour from pupils 
* Establishing frames of reference 
* Control of pupil participation 
* Illustrations with mental images and examples 
* Incorporating educational media 
* Obtaining feedback 
* Questioning and heuristic teaching 
* Giving non-verbal clues 
* Achieving closure 
* Reinforcement 
* Repetition 
* Variation of movement, voice, emphasis etc. 
* Clear communication 
* Lecturing 
* Eye contact 
* Giving instructions 
* Teaching pupils to observe 

Students' presentations should be recorded (audio or video tape) for 
replay, analysis and discussion. A team teaching approach with 
Subject Didactic lectures is strongly recommended. 

Students' participation and presentations in this programme must be 
~ecorded in their Teaching Practice Journals. (See paragraph B.2). 

SECOND AND THIRD YEARS OF STUDY [52 periods] 

Educational Media (28 periods) 

A continuation of the work done in the first year of study with an 
emphasis on using educational media (including the chalkboard). 

This aspect of educational media should also be incor.porated during 
Subject Didactic periods and School Practicum session. 

Each student must make at least four (4) sets of educational · media 
per year. The media should be applicable to a specif ic lesson or 
series of lessons, in a syllabus of a school subject studied by the 
student. An indication must be given for which standard, subject and 
topic the medium is intended. 

Teaching Skills Practice (Micro-teachinK} (26 periods) 

A continuation of the work done in the first year of study (see 
section C.l paragraph 1.4). 
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SCHOOL PRACTICUM 

DURATION 

A minimum of 50 school days must be used for the School Practicum 
during the three years of study. 

Suggested distribution 

First year of study: 
Second year of study: 
Third year of study: 

10 school days 
20 school days 

20 school days 

2. ORIENTATION (for first year students-preferably during the first 
semester) 

3 . 

It is essential that first year students be subjected to orientation 
in the Teaching Practice programme followed by a college of 
education. The stipulations of the syllabus for Teaching Practice 
should be discussed thoroughly wit special refirence to School 
Practicum sessions, minimum requirements, lesson plans, timetables, 
files, forms etc. 

An "on-campus" peer group teaching session is suggested for first 
year students as preperation for their School Practicum. 

OBSERVATION 
semester) 

(for first year students-preferably during the second 

3.1 An observation assigntment on the adminis tration and the educational 
aspects of schoo1- and classroom management must b~ completed by each 
student. A carefully structured questionaire should be prepared be 
each college of education to include the aspects set out below. The 
assign¢ment of each student must be controlled and signed by a 
college lecturer. 

3.1.1 

3.1. 2 

3.1. 3 

3.1. 4 

3.1. 5 

Aspects to be included in the observation assignment. 

Timetables: 

(a) The school timetable 
(b) The class timetable 
(c) Homework timetables 
(d) Timetable f or extracurricular activities 

Atten~ance register: 

Each student must keep an attendance register for a particular class 
for the duration of the school practicum, which should be balanced at 
the end of the session. 

School funds 

The school policy (rules and regulations at the school) 

Lay-out, care and maintenance of buildings and school grounds 



3.1. 6 

3.1. 7 

3.1.8 

3.1.9 

3.1.10 

7 

Scheme and record of work: 

Each student must copy the scheme and record of work, from the 
teacher(s) whose c1ass(es) is attented, for the duration of the 
school practicum. The progress of the c1ass(es) must be recorded in 
these report(s) for at least two subjects. 

Storage, distribution and use of educational media 

Handling of (departmental) textbooks 

The library 

Control and correction of written work 

3.2 Observation of lesson presentations must be recorded by each student 
according to a carefully structuredquestionaire, prepared by each 
college of education to include aspects as set out below. 

3.2.1 

3.2.2 

3.2.3 

3.2.4 

3.2.5 

3.2.6 

4. 

4.1 

A minimum of 20 lessons must be observed and recorded by each first 
year student during the School Practicum session. Each record of 
observation must be controlled and signed by a college lecturer. The 
observation of experienced teach~rs should continue during the second 
and third years of study. 

Aspects to be included in the observation of lesson presentation. 

General information: Class, subject, topic, date etc. 

Introduction: motivation, actua1isation of pre-knowledge etc. 

Teaching methods 

Ques tioning 

Educational media (including the chalkboard) 

Application or conclusion 

LESSON PRESENTATION 

A minimum number of 110 lessons mus t be presented and recorded by 
each student during the School Practicum period. Not less than 10 of 
these lessons must be evaluated and assessed by college lectureres 
(see paragraph 5). 

The number of lessons stated above, should mainly be ·distributed over 
the second and third years of study. 

4.2 PTD (JP): A student must present lessons to as wide a variety of 
junior primary classes as possible. The lessons should cover the 
full range of junior primary curriculum subjects. 

PTD (SP): A student mus t present lessons to as wide a variety of 
senior primary classes as possible. 801 of the lessons must be in 
the subjects in which the student specialises and 20% must be in 
other senior primary curriculum subjects. 
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STD: Second year students must present lessons to Std 
and third year students to Std 8 and 9 classes. 
evenly distributed between the two Subject Didactic 
by a student. 

5. ASSESSMENT OF LESSONS 

6 and 7 classes 
Lessons must be 
courses studied 

5.1 The 10 lessons to be presented by each student for assessment by 
college lecturers (see paragraph 4.1) should be arranged as follows: 

PTD (JP): At least 1 lesson in each of the junior primary curriculum 
subject. 

PTD (SP): At least 2 lessons in each of the 4 subjects in which a 
student specialises and 2 lessons in other senior primary curriculum 
subjects. 

STD: At leas t 5 lessons in each of the 2 Subject Didactic courses 
studied by a student. 

5.2 The assessment of individual evaluation lessons by lecturers must be 
unbiased, impartial and as objective as possible. 

5.3 The assessment of lessons must, for the sake of uniformity and 
objectivity, preferably be done on a form designed on the criteria 
set out in 2.4. An example of such a~ assessment form is attached as 
Appendix E. 

5.4 In assessing a lesson, the following criteria should be applied (the 
figures indicate the relative values of the criteria as percentages) 

(a) Personality and appearance 

Appearance 
Bearing, behaviour, mannerisms 
Teaching approach (style) 
Delivery and language usage 

(b) Lesson preparation 

Teaching aims 
Method(s) 
Educational media 

[15] 

[20] 



9 

Choice and suitability of subject matter 
Lessons design 

(c) Presentation of the lesson 

(i) Introduction 

Creating relationships, motivation and 
inclination to lear.ning 
Actualisation of pre-knowledge 
Posing the problem 

(ii) Exposition of new subject matter 

Mastery of subject matter 
Teaching strategy : 

* The use of questions 
* Chalkboard work 
* The use of other media 
* Methods/techniques applied 
* Communication 
* Pupil involvement 

(iii) Conclusion 

Actualising of learning content 
Functionalisation 
Attainment of objectives 

(d) Class control 

(e) Time allocation 

(f) Didactic flexibility 

[15] 

[25] 

[10] 

[5 ] 

[5 ] 

(5] 

.-=-. -
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6. RECORDS OF TEACHING PRACTICE 

Each student must keep a Teaching Practice Journal(s) for all three 
years of study. This journal must include the following 

6.1 A record of assessed lessons (see Appendix A) : This record as well 
as the lesson preparations must be signed by the college lecturer who 
assessed the lesson. 

Each lesson preparation of the student must be accompanied by a 
completed assessement form (Appendix E). 

6.2 A record of teaching practice lessons (see Appendix B) This record 
as well as every lesson preparation mus t be signed by the class 
teacher concerned. 

6.3 A record of attendance of School Practicum sessions at schools (see 
Appendix C). This record mus t be signed by the principal of the 
particular school. 

6.4 A record of micro- or simulated environment-teaching done by the 
student. 

6.5 The observation assignment completed by the student, as set out in 
paragraph 3 above, controlled and signed by a college lecturer. 

6.6 A record of demonstrated lessons (see Appendix D). Although 
demonstration of lessons form part of the Subject Didactics 
syllabuses, copies of the lessons demonstrated, as well as the 
student's notes and comments on these lessons, should be incorporated 
in the Teaching Practice Journal. 

7. THE LESSON PLAN 

The exposition of lesson schemes (lesson plans) is not prescribed, 
and each college of education may develop its own pattern. The 
following minimum requirements must, however, be observed: 

(a) Basic information such as class and subject to be taught, 
duration of the lesson and specific topic to be dealt with 

(b) Aim and objective of the lesson 

(c) An introduction, conclusion and application of the lesson must 
be given 

(d) The subject content of the lesson should be given briefly with a 
clear indication of the teaching methodes) to be used, key 
questions to be asked and educational media to be used. Where 
applicable I a chalkboard sununary I practical work and wri t ten 
work for the pupils, must be given in more detail 

(e) Specific reference must be made to pages in textbooks or 
prescribed books of exercises to be dealt with during the less on 
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EVALUATION 

Teaching Practice is evaluated internally in all three years of the 
course and will be moderated externally at the end of the third year. 

1. FIRST YEAR OF STUDY 

1.1 Institute Practicum 

(a) Educational media 

(b) Chalkboard Work 

(c) Micro-teaching 

A test of 1 hour 

A practical test to demonstrate 
competency 

Minimum requirements for Teaching 
Practice Journal 

100 

* 100 

1.2 School Practicum 

Observation assignments 

Promotion r-lark 

100 

300. 
3 = % 

* The m1n1mum requirement to pass Chalkbo~rd Work is 65%. Should 
a student fail this sub-section of TeClching Pratice, such a 
student must practise in his/her OWl! time and presentations must 
be evaluated (even during the second and third years of_ study) 
until the student reaches the required level of competenc~ 

2. SECOND ~~ THIRD YEARS OF STUDY 

2.1 Institute Practi~um 

(a) Educational Media 

(b) Micro-teaching 

2.2 School Practicum 

An average of the marks for the 
required number of educational 
media made 

Hinimum requirements for 
Teaching Practice Journal 

The total of the lessons assessed by college 
lecturers 

2..3 Promotion mark 

100 

500. 

600 
6 = ! 

NB. Each student must 
syllabus before 
certification. 

comply ,,-ith all 
the promotion 

the minimum 
mark will 

requiremen ts of this 
be considered for 

164OE. 
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COLLEGE OF EDUCATION 

TEACHING PRACTICE RECORD-OF ASSESSED LESSONS 

Student's name: Course: -----

No Date Std Subject and Topic Mark _ Signature of 
section adjudicator 
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1 

-
2 

3 I 
I I 
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5 I 
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6 i I I I 

7 I 
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, 
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I 
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GRIFFITHS KXENGE COLLEGE OF EDUCATION 

EDUCATIONAL MEDIA 1 

Time 15hOO - 1600 

Date 

ANSWER ALL QUESTIONS 

Question 1 

Classify the following Media as follows : 
1a. Visual, Auditory and Audio-Visual Media. 
lb. Projecting and Non-Projecting Media 

1 Hour 

1 sept. 1993 

Overhead Projector, Models, Demonstrations, Drawings, 
Maps, Graphs, Field and study trips, Sound Films, Language 
Laboratory, Micro Projector, Printed materials with 
recorded sound. (11 X 2) 

2. Differentiate between Learning Media and Teaching 
Media. (6) 

3. A teacher has to understand how pupils learn, how they 
assign meanings to concepts. Having this in mind the 
teacher can be in a position to prepare every lesson such 
that the stu~cnl can get the best understanding. In the 
background of this paragraph please state the significance 
of perception in learning. (12) 

4. Discuss briefly the reasons why teaching media should 
be used in teaching. (15) 

5. Explain how you would use a model, real object or a 
specimen and a picture, drawing or the chalkboard when you 
present a lesson. Base your explanation on an example that 
is extracted from any of your major SUbjects. (20) 

6. Why is it important to ensure that the media that 
corresponds with the objectives of the lesson is prepared 
beforehand? (5) 

7. Describe the use of the overhead projector in the 
classroom. (10) 

8. Distinguish between: 
8.1 a chart and a diagram (5) 
8.2 a picture and a photograph (5) 
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X:'t ober 1 991 : 

Lnswerall questions 
~UESTION I 

'ill in the miissing ward(s) 

.. . . ... 
, __ . :' w 

. - .- .... .. ' . 
. ' _ .... "'. ' . -~ ' - -- . 

.1 

.2 

.3 

.4-

~he aiIl of education is '.:, ".- .~:........ . (1 J ::, ," 
rae use of •••••• help in making the less ()~ _·meaningf~J.,· ., ';(-1 ~', 
elassl"oom situation is also knoWl'l as tae .. : •.• .-.... .. . . . (1 :,: ' 
The Ill' inc iple of •• T • , •• inc lud.es learning ! ... thr eugh the 

.5 

.6 

.7 

.6 

.9 

.10 

five senses. 
~~~~~t~o~.y~~e~ p1ace in one of lhe three forms ••••• , 

(1 ) .' 

(; ) 
The use of teaching aids is essential te ceu~le words 
wi th reali'iJy in order to av oid ••••••••• • (1 ) 
Teacaing aids are classified inr.e three main categariers 
•• • • • • •• t •••••••• , •••••••• • (j) 
••••••••• are the toois of the teac,er which make t~chin1 
easy, interesting and effective. 1) 
Television is used in schools fer ••••• & ..... • 2) 
•••••••• is an establishment fo~ the aetive creation 
of me~ia collection. (1 ) 

,'U3STION 2 

• 1 

.2 

.3 

.4 

.5 

• 6 

Which principle gives you a background to the use of 
~udio - visual materials ? 
Too m~ny medi~ should not be usea ~ in a lesson, Why? 
Which is the oldest teaching .. iii ? 
What do audio and visual mean ? 
You have an interestin but small ~i~ture to show to your 
class. Which apparatus would you need? Mention four • 
Name three subjects you can think of wher~ maps are 
necesSlry. 

/15 / 

UES~ION 3 
a~ch the statement in column B wit~ column A. 
o not wri~e the whole sentence only the number is reqUired. 

A B 

gl g 
(4 ) 

(3 ) 

lldi 0 tape 
=-ame 
imulations 

3.1 
3.2 
3.3 
3.4 
3.5 ,.6 

The angle at which a light beam is projected. 
Long rod maqe of plastic. 

:-oj ec ti on angle 
&bel strip 
iXbon paper 
irker 
:-estik 
''P L 
)inter 

3.7 
3.8 
3.9 
3.10 

It is used between she~ts to make copies. 
Instructie~al prejeeted medium. 
Awhite pliable pl.stie ,dheSive. 
An enclosing border. 
Replication of re~l life situations. 
Felt - tip pen. 
Magnetie t .. re for :-ecordipg sound 
Ast=ip of ea=d used to name an item. 

/ 10 I 



L3 

.... 

Why do ,.,e use teaching aids ? 
Distinguish between teaching and 
examples in each case. 
'{/hat rules should be kept in mind 

.Of;eaching and learning aids? 

/ 30 / 

le-rning aids~ Give two 

in th~ choic~ and use 

~UESTI ON ....2. 

, . 2 
'X 

• .1 

Describe the ~ole of the teacher during a lesBon. 

laj before the lesson 
e during t~e lesson 
c after the lesson 

Hention five . advantages of the OHP . • 
Give four functions of' a media e:entre • 

/ ;0 / 

~ 1·0) 

$ (10) 

(10) 
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. proviL de ,,:. for~~these :people .. btl t it has not been possi b~e to ~ . 
prov.:L~dCi~1taa9her: ,; training ', f~o1;1~ti8s . in this areB for "tha . ~ 

' retu~'8 < frOUl,i,H~~ohelf (}le~/9-~y and Hewu pe.ople. . The. lack 
ot · a~! ~ra1l'i~g~~ohool in?? tlli~harea . is , an embarrassment. 
"f~.:. ' .;- ~,J . ~.~ :. :~. ~; .~. ~.). ~1 .~ ,~ ! ,. ,-=' (':, j ~: .... :.~ -;-, ' . . .. ~ 

It: thi-~1;'re8d:t':: lifoment ttt~re ' are··tQUr training sohoo!i!s in ,J 

' epe2:-$li:~ iht-tlie>~ Ciske1~~ wh11Bt'·: the '~ fifth one namely the 
.Leimox~ebe Teacher Training ' College for the J .S.T.C. will 

. ; )~kop~a.d nex.t1.year. ·~.,. •. It.is .. ~grettable to say . that all . 
·;;thes,e~~.,..wp.-o.ol.~ . . a~: . in::' the.: ::$ ·Out~em ! ~ortion of . the Ciekei. ., The 
Ji .~l:"tq~#.l·L01.k.~ 1s therefore without a teacher training 

. 8ohool~~ ;.; In the ' c1rcumstan.Jee . it is strongly recommended that 

. any 'teaoner :trairiing Bohool in the Ciakei should be built 
· ·intlle-':.;'Whittleaea area • . 'Itmuat be ~ent1oned that Whittleaea 

.is oriQ."~of the·:· towns which has been oonsolidated into the 
·01skeiand therefore a . teacher training school can be built 

. in or near the- t ·own. Should ' there be no si te at Whi tt1esea 
the possi bili ty -of f1riding a site in Sada twonship may be 
~~n81~'~~d. : · {",.Bacia is very near Wh1 ttlesea • 

.... 

. Whi ttlesea and Sada are about +-32 kilometres from Queens"to\m • 

. Whiteteaohers wouldeaaily find aooommodation in Queenstown 
· w~ile·t, : l.J;ao~ .. teao~erS " oan ·£ind · aooommodat1on in Sada -township. 

"TAlI) _sbh~ol { "~ld . serve:. the whole Whi ttleeea area together 
~th' ~il~·, ne.w ~ tes.ttltt.ment areas at Thornhill and Pavet. In 
fei.vourof a training school in the area is the regular bue 
servioe ' between Queenstown and the Whittlesea areas. 

A training Bohool inth1s area. would also serve the Cape White 
Areas well as 1 t would beaco8ssible to students from 
Queenst.om. Dordreoht. ·Al:l.wal. · North. Tarkastatl, Steynburg, 
Mol tenot Port E11zt}beth ·and · Cape ' Town. The future of this 
t~aohar. tra~ing . sohool ahouldbeconsidered in relation Vii th 

· the other teaoher trairiing oolleges in the Ciskei. It must 
·be · mentioned that the transfer ·bf the J. S. T. C~ from Lovedale 
will open more .room for H~P.T .. O .~ . ' .Bttidents at Lovedale. T6.is 

t \'\ seems to suggest that . the~~· ia a possibility of ovel'-production r I.. of H.P.T.C. teaohers if the ·number of H.p.T.e. studen.ts ia 

~ "\\ : \ ' 
; \\ 2/ •... 

\ \ 
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...... .. J:.. ~~ . ..• ~::, 

'. I .r .~ .... t ,'" 

\ \ ' . . . ~ ': .:;'.' ~ . . ~ . 

~ . -2 .. .. 

. ..... . - '0" .... . 
not limited to a reasonable- number at the newly proposed 
t.aoher.training .Bohoo1 atWhittlesea • . To avoid over­
prOdu.~8n of H.P.T.C. : teaohers it is recommended that the 
propo8~4:tra1n1ng sahool- sh~uldbe planned to accommodate . 
a··lal'ge~. numbe.r ··of J .S.T.~.s~dentB. Ij; must be :further 
ment1~4 that many students who wished to do the J .S.T.C. 

I at Lovedale oould not · gain acoommodation. The need for 
J .• S.T.G •. teaohers for our seoondary schools cannot be ovel'-

. 81ilpna81'aedlt .' ·The planned Senior Seoondary .:: Te8chsrst Course 
.. snould :&l.S"o be" taken into oonsideration when this new 

trainiiig sohool 1s planne d. . . 
. :' ~ : .' ~!' ..... : I l. . 0; ...... . . . , ' i '2 • • 

!h8re" a;;~ ' 4 ,1~rir ·· pr1~rY . ··SOh~OlS. three higher primary, one 
high~·sQhool and one seoondarJ.Bchool where praotice teaching 
oan .be ~ 4One. :. Not . very :. far from Whi ttlesea there 1s Shiloh 

l
·'~: '. ~ . TiUagl :, with a ' ooml)1ried ~ L.P./H.P. Sohool and KhanA'a Secondary 
. SOhool. : ;~;:; · It must be ment1o~ed~hat: eaoh primary school has 

...... 500 P1i'P11s ' whilst ' the high. school has about 600 pupils while 
l? . eaoh of .. ,.the S8con~ary So)10016 mentione d have about +-300 ' 
f. ... ~l.l!~~.~ !:.:';: ~e . ~~aot fi~re8 are attaohed. r . .~: . th~~ l"Oaaona .~a . teao he r tl'aining sohool shoul d be bU 11 t 
t in Wh1:ttleeea as suoh a Bchoo~ will benefi t the Wh1 te Areas 
I: an" · th6::0iskel. ~c 

.. .. . - '. ,' : " 
• 

'.:... .: ; . ~ ~ .. : ~ . 

. . -. ..... 
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I( B~JABATA 
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gHIEF E:wCATION PLANNER 

~~ i~ ··,~ ·5 MAR 1971 
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~~ r' ~Mr~ ~ ~N:Q. · 1lch~epers., .. ,;: ,." 
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1 7 MAY 1977 

~:~. MEMORANDUM'1fOR -A COMPENSATION TRAINING SCHOOL 
; ", . • ,, ' .~ ; . . ~'. .... . ~ . !~ .~ (" ':: " J ' I ; , ' • 

.... ": ' \ ... . .. .. , .. " I . ' ~ 'I ' . : . , t, • ':'. 

~ ' i:. ' . ",. ~ ~.~":~ . ~ • 

I ~ " ; Attaahed is"a :'memorandtim from the Honourable the Minister of 
Education (Ciskei) for your further attention please. 

· ... t·, ..... ,. . ~~ ;"tlr : ~ ~ ",>':" ' ~:' " .~ ' :' ~"' _ • . " ~ -.'" ~ . 

' or: I ',wish t.to ' sUpport tliis "request. 
~ - <: ~ . '" -'.~. ~"!, ~. ~ .- ~. ,. '.- .' 

" .... (~ , . . 'f ' 
f ,. 

" N~ 'G. s CHEEP E R S ," ' 
i'\ -<.. . : ~C·'·· I ' 

SECRETARY FOR EDUCATION 
r~ :- I ' 
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~~. :.: , :- ", j " .. - : to 
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The D8~ont.of . Balltu . A4m1ni$tration and DoveloJX!lent has made 
·i ;, ~Ofi01~)i(.1or the 8r8ct16h of: .~1mH17 sohools f1nd . seoondnX"Y' sohooo18 

. ' ':' :.toxt~tlie· people from. the:' districts ' of Hersohol and Glen Grny. 
r~.~ti8. cOIIJp.~naa~"n:,soho.ole have .. been :highly a.ppreciated by theo9 
res1~entdand bY tho Department of Eduoation. It must be 
mentioned, however, that these people require a teacher training 

. B~ol ~to .a ompensat a, them for: the .. lo~s 'of teacher training sChool 
~~'f~Ut1~fi "hl.c:=h :~ ,lost asa:~.result of the excision of the 'two 
. d1atriota: :tt'dm.. the: .. Cleke1. . ... ~- :: < " . ,-: ' . . 
.. . . I.: , ~ : ' .• \. ~ . . . .. : . 

!he people from Hersohel were served by th~ Beneonvnle Te~cher 
Training Institution Whilst those from Glen Grey were served by 
the Mount Arthur Training school. It is relevant to mention 
a1; this stage that since these sohools have ff'·llen to the 
TranSke1 the refugees~m these areas can no 10n~er senn their 
ohildren to them for teacher trnin1ng as the Tranakei i::1 rafusin~ 
to adm11 them. On the other hand the Ciskei has only four 
:teacher' ··training BchOdls Whioh serve: th~ Ciskci and the Vihi to 

· ·Area!h - -- "It is, ,}therefora .. Ul.!Rr that a lar6a number of the ohildren 
. from Tbornhill: and .. Bushl.y Park are not lik~1y to get accoMmodation 

in the existing Ciskeian Teaoher Training Schools. 

The problem is further ,agBravatcd by tho f80t thnt w\ the tW'-
Northern Ciskei there 1s not a single tOGchcr trs~ini:,;g ~Chool~1 nre 
81 tuated in the Southern Cioke! i. e. Lovnc1.Cllc , ,'It. f'lat "hews, 
Mdantaane and Zwe11 tsha. This means th!l t t11(1se who aro fortunatl1 
to gain admission hl!Ve to pay a lot of monc;,{ travellinG \"7hich 
faa tor imposes E\ hardship on the purents who h; '~ ve no employment 
at the moment. 

~n the light of the demand and need for a t08cher trn.ininr: school 
in the area an appo3.l is humbly made to the Honourable Commis!':1ioner 
General to draw the attention of the Dopnrtf'1cnt of Bantu llc.lministrn­
tion and Development to the urgent need of a teacher trnir~ng school 
in this are~ to meet the needs of the people from Herschel and 
Glen Grey who are now settJ~d in the Ciokei. The Honourable 
Commissioner General is flu-ther requested to une his influenoe over 
this Department" take up the mntter with the Department of Bantu 
Eduoation "'Wh!ch1e qui~ conversant with the problem of t1 teaoher 
training school in thi e ares. 

It must further be mentioned th~t this tr~inin{'~ sohool should be 
erected at the Whittlessa oomrnonage' whioh i:J linneru~o(1. TT.:!V1.fl.r, 
this school in this area will have the school ncar thp. electrical 
and wator supply. It will be convenient for ',?hi te tcachors ",,110 

reside in Queenstown to travel to Whi ttlesCll (~ .· ... ilY' an thc'!r \'ViII 
Oover a distance of 64~ both ways daily. n13ck teachc~~ can 
find ./iccommodation in Sada tOWll!Jhip. The 'l'r :inine :'; cho ol wou_ld 
alao serve the Hewu people who have been crvin.n; for R terrc'lr.r 
training sohool for years. . . -

The Department of Bantu Administration nnd r:ducation shoulcl be 
advised of the a.dvantages \"ihich arp. 1ik,,1.,.,. +" 'h~ ;J __ ~ __ _ -" , 
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~ , Cape Urbai:1 ,AreaB it such (1 trnining sohool could bo built a8 it 
; would usC). })ravide for' ehl1d.r~n from Quoenotown, Dol'rccht, ' 
, Aliwal north, Tart~tnd. st~g; Molteno nnd ntormberg. 

t Tlii', Urgin~" .ot 'tbtJ ~ttor ' mUetbrf 'utr(!dsed and Invcetig.'ltions ! Bhcnil4 be ~ Mdo &8 to tho poeaibil1ty of buildi~ six t(!mporary 
, claaero0m8j' :an office and ,administrative block thin yenr BO that 
f the" t1rgt~up Of-P.T.C. I shoUld ,be able to st':trt next yenr • . , 

In View ot , theurgoncy of the In...'lttor it has been felt thnt the 
. matter ,8hOUl.d bet ,taken up with you 80 thnt1ha urgeney of tho 
!. matter should be appreoiated by the two dep:l. rtments. 
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APPENDIX S 

Stipulations for number of 

teaching posts and classrooms 

for Masibulele College of 

Education. 
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A O~68/~ . 
"' 

, 

2363 , K.W.T. 
~ .,, " j 

:. 

Mr. Mzalazo.la 

The . Secretary for the Chief Miriister 
and of r"'innnca (Treasury) 

Privute Bag X 516 
Z~71i:1I~'SHA . .. 
5600 

0' AUG 1971 

.: " ESTABLISIDfF:NT OF Mneibulele Training School 
,- ' 

·).; l~ After1nvestil!ntlons b,Y profe~nionnl o LU.cinlo of t h irl 
Department i t hac~-be ; . n Sf:cp,r tain~c1 tha t t. hr. ! ' ~ is 3 neE):1 for :.1. 
Training f>c'too1 1n the \(;hi ttlesen Magiotpri ' l ! District 

2. The following fnc ts hnve baEm cs tRb1.i.! ; h~(l:-

(a) :A Behool ~-) ito \'Jill be np[Jlied f or il~ the :·; a ~ln. 
To\"mGhip of tbe '~!hittlesetl diA t l 'ict in the vlei:1it(l 
of f:.hlotahana iligh School. 

(b) There itl no ncnool of the sal,I e t y : c i :: t; hi'~ vicini ty 

( c) The school will bt::! con tl'o11e!i !l iI ' l",(: t ly fro l~ t hi!1 () r ;· ice. 

(d) The Dcho01 build inp;s will he er"c t rd tJ y the ~.~8 v 'Tn~(m t 
and .... ;111 be the liroverty 0 f t he Gov C' Imr,ent. 

( a) The Achool will be Ai tun t ~)d on '.fru . ' ~ k\ll~. 

(f) Permis~: ion to Oecu!JY the 8i te will b :' :tr pli0.rl Ln' 

(g) The Rntlciyated enrolment will be ~ 2U~ 

(h) The ini tiol number of t e nchin rr pDn t o '.vill u r~ 12 

n J 
~ / ...... . 
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(1) The number of classroomo to be erecte~ 12 

(j) Clasoes nre to be provid.e:) for i.. T. C. J , ~, 11 

(k) The': anticipa. ted cln tel :~of coomencemt>n t () f the school will 
be 1 J onun.ry 1978 •. 

(i) . The" ~ school is one whore .Depar tlnen t~..' .l !;~~vl3nue ... lill I :not bo 
collected. 

I ', : ~ . 

(m) Departmenta~ Equipmen t will be ke.J.: t n 't t,~\e ochoal. 

(n) The ' pontal address of the :school will be:-

" .. 

.. . " : 0/0 ' 'l'he Inopector of Education 
. !: ' .Privata Bag 

ft'HITTLES BA 
5360 

In 1 terms of Section 3 (1) of the C1ake1 T~dllC ~ I . tion hct, 1;)74; flct 
• 6 of 1974, Trennur;y Approval for tho rCf':(-?~l tr~~ tion ') r tllio !1chool 
l .. be appreciated. 

w. BUOm\S 

m ';TARY FOR f~DUO ArION 
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60 Whittlesea 

Mr. J. L. Gugushe 

The Secretary for Education 
Private Bag X 511 
Z1f.ELITSHA 
5608 

[': '/~ 338 Private u<!g • 

WHITTLESEA 

APPI,ICATION FOR INST1.LLATION OF ELECTRICITY AT THE ABOVE 
MENTIONED COLLEGE 

5360 

The Governing 60uncil of the above mentioned College which met on 
the 17/09/81 decided that another application for the installa­
tion of electricity be made for the following reasons:-

1. It was difficult to proce~d with the development of the 
Colle6e due to the doubtful site for the College. Eut now 
that it has been confirmed in writing by the manager ,f - the 
Irrigation Scheme that there are no projects at the place 
where the buildings are situated. They will only remove the 
play grounds and place them above the school buildings. 

2. Most of the teaching- aids donated by the firms to the 
college are lying unused in the storero.cm, as well as 
Departmental supplied electrical appliencies. 

3. Slides and overhead projectors cannot be used as teaching 
aids and students complete their course in complete 
ignorance. 

4. Wost students complete their course at this College without 
ha~ng seen a film show. 

For these reasons we feel that students produced from this 
College are not well trained. 

We hope that this application will be considered sympathetically 
by the Department and also request that at least by 1/1/82 this 
will be in operation. 

Yours faithfully 

r- .. ----,- ........ __ ___ .~ 

. . . . . . . . . . . . . . . . . . . . . . . . . 
Chairman Governing Council 



APPENDIX U 

Demands from the students of 

Masibulele College of 

Education. 



STUDENT'S DEMANDS 

We as concerned studen 4 
I; of Kathrada College of Education hay~ 

resolved to stage a IIS~'3ep-in lI ' protest in an attempt to reminu 
the authorities to meet uur demands. We undertake that the 
action will be as peaceful as posible. 

1. COURSE (111) CREDIT RESU'LTS 

Course (111)'s must see their credit results on Friday, the 
26th October 1990. 

. 2. HOSTELS 
.11' 

Hostels should be errected and that the foundation sho~ld be 
seen bei~g done before the end of this month, October 1990. 

\ 3. DEMOCRATICALLY ELLECTED P.T.S.A. 
\\ 
\ The existing governing council should disolve with immediate 

effect and be replaced by the democratically ellected P.T.S.A. 

4. ADMISSION OF STUDENTS 

There must be admission of students irrespective of the area 
they come from and irrespective of . their matriculation 
Agregate Symbols. 

5. REFUNDING OF INDEMNITY FEE AND BOOK FEE 

Course (111) students must be given ' their indemnity fee befor e 
the 29th October 1990 and that they must be refunded for the 
books they did not get. 

6. COURSE (111) COMPLETOR'S FUNCTION/FAREWELL 

Tile College must organise the completor's farewell and be held 
on Saturday, the 27th October 1990. 

7. RENAMING OF THE COLLEGE 

The students ,would like to rc:-nar.e-t·h~ 'Col1 ·e~le ~ 'd.Trerthe-"A": ·N:C" 
veter~n, AHMED KATHRADA. 

8. EXCLUSION ,AND ADMISSION 

The students should be involved in the admission and exclussion 
of the applicants. 

NOTE WELL: If the above mentioned demands are not positively met, 
the Rector should resign immediately. 
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NOTICE OF SUSPENSION OF CLASSES 

In view of the disobedience and unacceptable 
behaviour of the students of Masibulele College of 
Education I, the Minister of Education in the 
Republic of Ciskei have decided to suspend classes at 
the the above named college of education in terms of 
Schedule 1 regulation l(b) (c) (d) (h) of Government 
Notice No. 37 of 1986 for an indefinite period with c 
effect from Monday 26 March 1990. Nobody is therefore 
allowed to enter premises of the aforementioned 
College of Education. 

\ 1. 1. N '\' b1" 

MINISTER OF EDUCATION 
" ("' < . 
, f) "" "I '"l OAT E : (. I .! ~ r~ I ~.}:l (l 
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