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ABSTRACT

The broad goal of this investigation was to examine the effectiveness

of the practical components in teacher education courses. In order to
achieve this goal, it was necessary to find possible solutions to the
major problem around which inquiries of this nature tend to revolve,
viz. What would be the features of a relevant, practical, democratically

- designed curriculum for Teaching Practice?

To reduce the complexity of the problem, it seemed realistic to Tink
the research to a particular case. Consequentiy, an in-depth analysis
was made of the Teaching Practice curriculum in use at the University

of Durban-Westville.

The research consisted of seven phases :

1. A literary study of trends in Teaching Practice, Didactics, and
Curriculum Development.
2. An examination of historical and current developments of the
Teaching Practice course offered at the University of Durban-Westville.
3. A survey of Teaching Practice curricula currently in use at 52
teacher training institutions inside South Africa and abroad.
4, A survey of the views of 65 school authorities regarding Teaching
Practice curricula.
5. A survey of the views of 170 final-year student teachers regarding

Teaching Practice curricula.
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b. A survey of the views of 35 lecturers involved in teacher
education regarding Teaching Practice curricula.
7. The design of an effective Teaching Practice curriculum based

on a fusion of the data obtained.

The preliminary findings of the investigation centred upon the identi-
fication of deep conflicts that exist among various groups involved

in teacher education. During the institutional survey, for instance,
it was found that marked differences exist between the practical
components of curricula offered at différent institutions. Whereas
some 1nstitutiqns lay heavy emphasis on the development of practical
teaching skills on campus, most of them apparently concentrate only on
theoretical aspects in their campus-based courses. Teaching Practice
is mostly seen as that part of the course that takes place at schools.
This could obviously cause serious discrepancies between what students
are taught on campus and at schools. In similar vein divergent trends
were identified in the expressed needs of school authorities, students,
and teacher educators. Each group seems to have a different set of
expectations regarding teacher education in general, and Teaching

Practice in particular.

These findings led to the realization that the most important characteristic
of an effective Teaching Practice curriculum is that it should be based

on a scientific model theory of teaching which both tutors and students
should put into practice. The persistent propagation of inconsistent,
contradictory theories of teaching was identified as a crippling weakness

in many Teaching Practice courses.



(ii1)

The study culminated in the presentation of a proposed Teaching Practice
curriculum. This curriculum rests on the claim that it is relevant to
modern trends in Didactics as well as in teacher education. The expressed
views of school authorities, students, and tutors have been incorporated.
[t promises to have a strong theoretical foundation and seems to be

rooted in real classroom practices. The proposals are accompanied by
general guidelines for implementation. One might conclude, therefore,

that viable solutions to the research problem have been found.

And what of the future? The present crisis in education in South Africa
must be considered when embarking on the development, and changing of
such a curriculum. Are planners really aware of the impact that pupil
unrest will be bound to have on school curricula and thus necessarily

upon teacher education? I hope so.
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CHAPTER ONE

STATEMENT OF PROBLEM AND RESEARCH METHODOLOGY

1. INTRODUCTION

To an educationist the question, "What is wrong with teacher education?"
might be like the question, "What is wrong with you?" It automatically
puts one on the defensive. On the other hand, if the opposite version
of the question - "What is right in teacher education?" - is asked,

the reaction is likely to be even more emotional. This point serves

to illustrate that across the spectrum of problems involving fprma]
education, teacher training is one of the most sensitive and contro-

versial issues.

At Teast two socio-philosophical sets of reasons can be put forward
to explain this tension. First, there would be those who hold that
the sensitivity stems from man's natural resistance to change - a

view eloquently expressed by the poet, W. H. Auden :

"We would rather be ruined than changed,
We would rather die in our dread
Than climb the cross of the moment

And let our illusions die."

Yet, however true this may be of some people, it would be rather
cynical to ascribe this characteristic to the whole of mankind.
Undoubtedly the history of civilization has proved man to be one of
the most adaptable creatures, constantly changing himself and his
environment to ensure his own survival - often at the expense of the

immediate environment and its inhabitants.



The second set of reasons seems more plausible. According to this
school of thought sensitivity results when “so much happens so fast"
that man cannot keep up with the number of changes demanded of him.1)
The process triggers off feelings of insecurity and vulnerability
which manifest themseives in defensive, hostile attitudes towards

2)

interference. Eventually mankind may find itself in what Frank]l

calls "an existential vacuum" in which meaningful change becomes

3)

increasingly difficult to accomplish. The sense of collective

helplessness that accompanies this condition is aptly described in

Emerson's words : "Things are in the saddle and ride mankind.“4)

A similar process may be developing in the sphere of teacher education.
Among the plethora of demands teacher educators have had to cope with
in recent times, are those of learning psychologists insisting on a
more vigorous application of cognitive learning theories; humanists
p]eading for more intensive instruction of the affective domain;
technologists pressing hard for an extensive use of instructional aids;
philosophers launching swinging attacks because 'vital values' are
being neglected; schcol-authorities bécoming ever more deeply entrenched
in bureaucratic practices; and naive students persistently clamouring
for simple, straight-forward, often sketchy teaching theories. All
these demands have to be catered for in the midst of the continuing
explosion of knowledge, and concomitantly meeting the immediate demands
of large numbers of students already in training. Small wonder that
teacher educators cringe when somebody asks : "What is wrong with

teacher education?”

This study stems from a suspicion that constant, conflicting demands



made on teacher educators are sapping the strength of teacher education
courses. Many well-formulated educational aims seem to have lost

their meaning. Others have become submerged in problematic relationships
existing between tutors, students, and school authorities due to clashing
theories and autocratic practices. Such dissidence could cause the
fragmentation of curricula because conflicting demands are made on
students. At its worst, each tutor and each school authority could

expect students to follow a different procedure.

The time seems to be ripe for a fundamental analysis of the general
training needs of teachers. Unfortunately such an enterprise is too
formidable a task for a single researcher. Hence it was decided to

Timit this investigation to a single vital component of teacher

education curricula at the University of Durban-Westville, namely

Teaching Practice. This area was chosen on the grounds of the possibility

of it being the most essential 1ink between theory and practice.

The extent to which the reservations expressed above are borne out
by evidence, will only be known at the end of the investigation.
Throughout this text, however, it will be useful to keep in mind the

following axiom from which all research of this nature springs :

"The quality of a nation depends upon the quality of its citizens.
The quality of its citizens depends - not exclusively, but in
critical measure - upon the quality of their education. The
quality of their education depends more than upon any factor,
upon the quality of their teachers ... The quality of the

teachers depends Targely upon the quality of their own education,



both that portion which precedes and which comes after their
entrance into the profession. It follows that the purpose
and effectiveness of teacher education must be matters of

5)

profound social concern.

The first chapter is a necessary preface to the rest of the text. A

presentation of the research probiem will be followed by an outline

of research procedure.

2. STATEMENT OF PROBLEM

The broad goal of this investigation is to examine the effectiveness

of the practical components in teacher education courses, and to draw
guidelines for their possible improvement. To help the reader to draw

a systematic view of the situation, a detailed formulation of the problem

is preceded below by :

a) a statement of the basic assumption, and
b) a brief sketch of pressing problems stemming from recent developments
in teacher education. The section is concluded by a delineation

of the proposed study field.

2.1 Statement of basic assumptions

This project is based on the assumption that there is much room for
improvement in the quality of teacher education courses. To substan-

tiate this claim at least three observations are relevant :



2.1.1 Cognitive aims of formal education are not adequately met :

Three examples from a myraid of research findings should suffice

to prove this point : Firstly, reading-test results disclosed in 1981

by the U.S. National Assessment of Educational Progress showed that
nroblem-solving ability among secondary school pupils had declined during
the 1970's. Secondly, research by the U.S. National Education
Association showed recently that scholars are at present less able

to understand complex reading passages than their counterparts of a
decade ear11er.6) Thirdly, in 1984 Chisholm showed evidence that

the educational standard of black schools in South Africa is consi-

7)Since

derably lower than the educational standard of white schools.
pupil achievement depends partly on teacher effectiveness, it seems
reasonable to suppose that a deterioration in this area is a resultant

action caused, among other things, by inferior teacher education.

2.1.2 Affective aims of formal education are not adequately met :

One example from a multitude of others that might suggest themselves
is demotivation among children. From the standpoint of teachers, this
has become a problem of major proportions. I1lich obviously
exaggerates when he states : "Pedagogical therapists drug their pupils
more in order to teach them better, and students drug themselves more
to gain relief from the pressures of teachers and the race for
certificates." (1979:54). VYet few teachers would deny that modern
youth tends to equate school with boredom, lassitude, and monotony.

By the time the pupils enter secondary school there is little evidence

of the "intrinsic interest in learning" and "essentially inquiring



8) Jhereas much blame for

nature" children are supposed to possess.
this tragic situation could be laid on the doorstep of a rigid educa-
tional system, it would be unrealistic to exempt teacher educators
from all responsibility. Moreover, teacher education - being the
essential link between research findings and bureaucratic practices -

has a vital role to fulfil in the <mprovement of affective factors

in the classroom.

2.1.3 Teacher education is in crisis

Since this point needs further elaboration, it is discussed in greater
detail below. Suffice to note that a crisis might, by definition,

be considered to be a time of tension, suspense, and confusion. Whereas
improved competency and performance often result from a crisis, it is
virtually impossible for people to function effectively while the cerisis
is still in progress. 1t is therefore logical, at the moment, to expect

reduced efficiency in the sphere of teacher education.

2.2 Pressing problems stemming from recent dzvelopments in teacher

education

2.2.1 The problem of relevance

Until fairly recently few educationists have verbalized reservations
about the discrepancy that exists between academic teacher education
curricula and recular classroom practices. Even up to the present
moment the lack of research, coupled with a certain complacency

amongst some educationists, has prevented a fundamental analysis of



this vital issue. However, during the early 1970's several scholars

started to recognize the dichotomy. Thus Gage stated in 1972 :

"Teachers are expected to rediscover for themselves the
formulas that experienced and ingenious teachers have
acquired over the years. Each generation of teachers
benefits too little from the inventions of its predecessors.
Too little of the wisdom of the profession gets saved and

passed along for the benefit of the novice." (1972:195)

At about the same time a plea for a higher degree of professional
competence was made by various academics in the United Kingdom, where
teacher training was said to be "too diffuse, too superficial in its
coverage, insufficiently professional in its approaches, and too

9)

haphazard in its relation to teaching practice"

Important issues arose from criticism of this nature. In effect,
growing concern about the quality of teacher education was voiced in
the U.K., the U.S.A. and several other developed countries. As was
to be expected, this eventually led to a public debate during the
course of which a series of attacks on teacher training was launched.
It is not the place here to describe the details of this debate.
Enough to say that in Canada, for instance, it culminated in an inquiry
into "The Education and Training of Teachers in British Columbia",
which resulted in the McGregor Report, published in 1978, In this
report the committee recommended the establishment of a new Council
for the Education of Teachers which could recommend policy concerning

the preparation of teachers, monitor existing programmes, and approve



all new programmes. This Council would be composed of locally
elected trustees, members of the lay public, in-service teachers,
and a representative of the government, with the deans of the

universities being present, but having no vote.10)

These developments bring to the fore one of the most pressing problems
that needs to be examined in the present study, viz. The relevance

of teacher education curricula in South Africa. Although teacher
educators here have thus far been saved from the embarrassment of

a public debate, it is a plausible hypothesis that many of our teacher

education courses have the same deficiencies as courses elsewhere.

Research with the intent to investigate such possible deficiencies

is urgently needed. Especially pertinent are questions of the following

nature :
1. How relevant are our teacher education curricula?
2. Is there a positive correlation between the Tearning material

offered in these courses and the knowledge and skills teachers
need for successful classroom practice?

3. Have teacher education courses kept pace with the developments
of modern society?

4. How relevant are these courses in the context of recent deve-
Topments in curriculum design, teacher education, learning
theories, and group psychology?

5. How can we better help students to prepare themselves for

the teaching profession?



Finding viable answers to these questions will obviously require a
major research project. To reduce the issue to manageable proportions,
only one aspect of teacher education courses in one particular
institution will be examined in this study. However, the problem of
of relevance, as set out above, forms the essential backdrop against

which the present investigation should be seen.

2.2.2 The problems inherent to practical teaching programmes

Perhaps the greatest shortcoming of teacher education courses is that
they have come to be too theoretical. It stands to reason that such
an approach results in frustration for both tutors and school
authorities, with student teachers suffering as the perplexed victims
of a system which fails to match their basic needs. The ultimate
result of this process is a pedagogical system characterized by sham.

Dow states the noticeable signs of such a system most appropriately :

"Many 'successful' students and pupils become adept at playing
intellectual games with ideas they can manipulate at will and
verbalize with great articulateness but from which they remain
nersonally detached. The worst example of this is the
slick usé of Jargon ... They have lost their commitment to
their ideas ... This is seen when the simple question floors
the 'wise' man and shows the emptiness of his abstractions".

(1979:27)

It is therefore hardly surprising that this area has recently been

singled out as the most pressing problem in teacher education.
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Accusations against teaching courses being too abstract in content

and presentation, is nothing new. Similar criticisms have been lodged
from time to time, it seems, ever since the conception of teacher
training, and many teacher educators have developed a kind of

immunity to them. For instance, it hardly created a stir when Flanders

in 1963 commented :

"It is a serious indictment of the profession to hear so many
education instructors say that their students will appreciate
what they are learning after they have had some practical
experience. With most present practices, the gorge between
theory and practice grows deeper and wider, excavated by the

1)

very individuals who are pledged to fill it.“1

More than a decade later isolated writers were still complaining about

the abstract content of curricula. Thus Wragg wrote in 1974 :

"At its worst it produces a lecture course saturated with
information about historical, psychological, sociological

and philosophical aspects of education, followed by an intensive
burst of teaching practice in which the student is too des-
perately immersed in the intoxicating task of survival to

stop and deliberate." (1974:VII)

But by this time the teacher education debate had begun, creating
a more congenial climate for criticism to be heard. A growing number
of educationists started to express their disquiet about teaching

the fundamental disciplines - "a potpourri of philosophy, sociology,
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and psychology" (Hencke, 1978:32) - rather than basing their instruction
on a curriculum centred upon practical teaching problems. At the

time, however, the majority still resisted reform. Instead of re-
structuring the existing curricula at grass-roots, the policy makers
latched on to the time constraints placed on teacher education courses.
They recommended an extension of the period of instruction. Hence

the B.Ed.-courses were emphasized, based on the assumption that Tengthier

courses would result in the improvement of <teaching standards.

In the atmosphere of heightened awareness caused by the ongoing

debate, it did not take critics of the system long to hold forth

that the introduced measures were both impractical and inappropriate.
Supporters of more teaching-centred curricula rightly pointed out

that the new B.Ed.-courses consisted merely of an extra year of aca-
demic study in depth, "creating an extraordinary situation whereby

the better qualified teacher spent the last eighteen months of his
course without setting foot in a school or seeing a child." (Hencke,
1978:33) The movement away from traditional course-content toward

an entire new curriculum, gained momentum. The need for a radical
restructuring of curricula was soon borne out by a number of empirical
research projects. One example of this was research done by Steltman
at the University of Bonn in 1979 which revealed that the vast majority
of student teachers experienced their pedagogical studies as "meaningless."
Moreover, 70,7% of criticism against these teacher training courses

12)

centred around the lack of practical involvement.

In retrospect these findings seem to have served as the proverbial

final straw. They perpetuated a crisis in teacher education which is
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noticeable throughout the developed world, although the forms of
influence vary from country to country. (Hencke, 1978; Bruner, 1930;
Bone, 1980). In some institutions it led to a complete overthrow of
traditional teacher education curricula and the establishment of new
core curricula firmly rooted in practice, (Dow, 1973; Ashton, 1983;
etc.). In others it caused a kind of panic, resulting in the deeper
entrenchment of traditional curricula. (Avenant, 1980; Van der
Stoep, 1984). And in the rest - which seems to be the majority - it
resulted in mere confusion, leaving teacher education, in the words

of an Australian research-team, "in the doldrums." (Turney, 1977:1)

The University of Durban-WHestville seems to belong to the latter group,
as will become apparent when its curricula are discussed later. In
this Faculty the members recognized the inadequacy of traditional
curricula as far back as 1980, when processes were initiated which
paved the way for the introduction of a campus-based Teaching Practice
programme in 1982. Paradoxically, however, this programme does not
seem to have had the impact its initiators hoped for. Despite inten-
sive discussions, imaginative arrangements, and excessive demands

made upon staff, its imnlementation is fraught with discontent amongst
tutors, school authorities, and students. The crisis has undoubtedly

lTeft its mark.

One can best interpret the problem by comparing it to the classical
example of a crisis, viz. the turning-point of a disease. In this
context the distinctive pattern is that a state of equilibrium (the
normal course of the disease) is unexpectedly disrupted (marked
deterioration of the patient's condition), leaving the bystanders

momentarily in an acute state of indecision. The second phase is



characterized by intense deliberaticn between the bystanders which,
among other measures, usually involves an appeal to authority (doctor).
In the event, however, of an authority not being available, there

is no other course to follow than to give symptomatic treatment and

wait for the crisis to resolve itself. The end of the crisis is reached
when the state of equilibruim is restored, albeit perhaps on a

different 1eve1.13)

Similarly, the problem of practical teaching programmes caused the
disruption of traditional teaching training programmes, leading teacher
educators through the phases of a crisis as described above. The
process has seemingly been brought to a standstill due to the absence

of an "authority", viz. a comprehensive and coherent scientific theory.
Such a theory can serve as a framework, round which a substantial number
of stimulating curricula for teacher training can be constructed - as,

for instance, in medical and law faculties.

In the absence of such an authoritative framework - which may or may

not be forthcoming in the next decade - there is little else for
teacher educators to do than to weather the storm as best they can.

This amounts to the continuing application of the time-tested principles

of scientific research.

The way in which teacher educators behave during this time will obviously
have an important effect on its outcome. To merely jump on the
band-wagon of innovation for the sake of innovation would be foolhardy.
Already many teacher educators are in a state of near-exhaustion

due to the demands made on them by radical reform. Already many others



are exasperated at being unable to fill the void left by a too

hasty rejection of "obsolete" curricula. Already too many innovations
rest on 1ittle but subjective assessments, vague descriptions, and
unsubstantiated assumptions. This is obviously no time for hasty
judgements. A more realistic and promising approach is one of calm
deliberation, based on.és much guaiitative and quantitive data as

is feasible.

Hence this investigation. The problem of practical teaching programmes

need to be examined from various perspectives, eg.

1. How effectively do practical teaching programmes bridge the

gap between theory and practice?

2. Which practical teaching skills should be taught?

3. Which areas deserve more intensive instruction than others?

4, What methods should be used in teaching them?

5. How can we ensure acquisition of relevant skills without becoming

too prescriptive?

6. How can we assist students in developing their own unique teaching
styles?
7. How should the curriculum process be organized in terms of staff

involvement and administrative requirements?

These questions and others are of vital concern at the present moment.
Even if only some of them can be answered with a reasonable degree

of certainty, the results would inevitably provide curriculum planners
with knowledge than can be utilized in the trend towards greater

professionalism.



15

2.2.3 The problem of democratically-designed curricula

Most of the discussion so far has dealti with problems stemming from
the diachronic development of teacher education. The final set of
problems revolves around the nature of the search for solutions,

and relates more directly to immediate needs : What should be the
structure of an effective Teaching Practice curriculum? What contri-
bution can the University of Durban-Westville, as an individual
institution make to help in the search for general solutions? How
can closer co-operation between practitioners (teachers, headmasters,
subject advisors, etc.) and lecturers be achieved? To what extent
should students' views be taken into account? How can internal

strife be overcome?

Before making any suggestions, I would like to refer the reader to
a few writers that have ventured to lay down practical guidelines

that are most 1ikely to Tead us out of the maze :

Bruner : "the task force ... must ‘go public', must do

something akin to 'consciousness raising'" (1980:28)

McIntyre : "we should identify much more with educational

practitioners, most obviously with teachers" (1980:229)

Nisbet : "to understand the educational process, to do any
effective research in education, one must see

it from the viewpoint of the learner" (1980:6)

Rowntree ; _‘“More and more, the team concept is being adopted

in post-secondary education" (1981:12)



Hopson and Scally : "it can be very important to any innovatory
schemes or methods to work for a broadly based
acceptance of them before they are launched."

(1981:105)

As can be seen from these statements, the critical requirement is to
move away from autocratic practices towards o genuine invcolvement of
all interested parties. The doctrine that a curriculum should be
designed by one or more people selected from a pampered élite, has
clearly outlived its usefulness. We may remember that even in 1966
Coleman et al. found that student achievement was more deeply affected
by the students' sense of powerlessness than by any other variable
{(Hopson & Scally, 1981:74). In similar vein, it is virtually impossible
for a course to run smoothly and effectively if the majority of tutors,
students, school authorities, teachers, and other interested parties
feel : "It doesn't make any difference what I say. There is no point

in trying because I won't get anywhere"(Ibid:74).

This feeling of helplessness is a direct result of the closed-shop
attitude of many curriculum designers. Hopson and Scally outline
the process succinctly: "professional groups develop initially to
provide a service, but often then become self-protective, their
priority being to maintain their privileged position, so ensuring
their own continuity by making people dependent on them." (Ibid:56)
This attitude obviously imposes severe constraints on other groups
involved in the course. Thus, to enhance the quality of practical
teaching programmes, curriculum developers should embark on a series

of democratic operations akin to 'constructive engagement. '
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This entails more than just giving a condescending nod in the direction
of students, school authorities, or colleaqgues. It means a deep
commitment to democratic principles, based on an acceptance of, for
instance, E.B. White's description of democracy : "Democracy is the
recurrent suspicion that more than half of the people are right more

«14) In practical terms it denotes the piecemeal

than half of the time.
process of making inquiries into diverse practices, gathering information
about conflicting views, conducting group discussions, reaching genuine

compromises, and adhering to formal procedures when decisions are taken.

The above argument Tleads tc a shift from the questions posed at the
beginning of this section, to a new set. For example, instead of asking,
"What should the structure of an effective Teaching Practice curriculum
be?", we should rather ask : What would be the structure of this curriculum

in the light of :

(a) curricula used in other teacher training institutions?
(b) curricula advocated by school authorities?

(c) curricula favoured by students?

(d) curricula envisaged by lecturers?, etc.

Only when we have accurate understandings of the views of other people
intimately involved in teacher education are we equipped to design

a model that will be more acceptable to all concerned. Similarly

all subsidiary questions should first be viewed from various perspectives

before realistic innovations can be recommended.
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To sum up : world trends indicate that teacher education courses are

often misdirected. This criticism raises questions regarding the
relevance, practicality and democratic design of curricula. Consequently,
models of Teaching Practice curricula need to be investigated. Such

an investigation would provide policy makers with essential background
knowledge to Taunch effective innovations. At the same time, it could
provide teacher training institutions with valuable data, and an

approach to teaching practice curricula that is both systematic and

flexible.

2.3 Formulation of Problem

The major problem around which this investigation would revolve,
emerges from the above discussion. In a nutshell it can be formulated
as : What would be the features of a relevant, practical, democratically-

designed curriculum for Teaching Practice?

In order to reduce the complexity of the problem, and still come up
viable answers, a case study will be made. Within such a frame of

reference the major problem can be stated in more specific terms, viz.

(a) What would be the features of a relevant, practical, democratically-
designed curriculum for the Teaching Practice course offered

at the University of Durban-Westville? and

(b) Which guidelines can be laid down for the implementation of

such a curriculum, given the existing constraints?

These specific problems, however, should be seen as being subordinate

to the general problem as formulated above. The rationale behind
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this arqument will become apparent when the validity of case studies

is discussed later on in the present chapter.

2.4 Delineation of Study Field

While it is true that the quality of teacher education as a whole was

a primary motive behind the present research, this investigation will
concentrate more on the area of practical teaching programmes. Occa-
sional references to theoretical components will be clearly indicated.

The analysis of teacher training courses as a whole falls outside the

scope of this study. Consequently, the question of a radical restructuring

of teacher education curricula in total will not be considered.

The prime focus of interest here will be the Teaching Practice curriculum
in use at the University of Durban-Westville. Teaching Practice as a
subject is at present compulsory for student teachers wishing to qualify
for a B.Paed-degree as well as for the University Higher Education
Diploma (UHDE) at this university. In the B.Paed-course it consists

of three consecutive year-courses, and in the UHDE-course it constitutes
a single year-course. Each year-course is further divided into two
sections, viz. School-based and Campus-based Teaching Practice. This
brings to eight the total number of programmes that will be examined

in this study. The study field is further restricted by the five

perspectives from which the curriculum will be viewed.

First, a historical-developmental point of view, which entails scru-
tinizing the diachronic development of Teaching Practice at the University

of Durban-Westville since its inception in 1965, up to the end of 1984.

~y
S
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Second, the curricula of a number of teacher training institutions in
South Africa and abroad will be examined with the purpose of obtaining

a overview of organizational patterns and current practices.

Third, the expectations of a representative sample of S.A. Indian school
authorities will be explored to provide the research with an adequate
grasp of conflict areas and gaps that exist between classroom experiences

and instructional programmes.

Fourth, the needs and opinions of all final year students will be
brought into the orbit of the investigation. This will lead to the
identification of problem areas in Teaching Practice as perceived

by students.

Finally, the expertise of teacher educators at the University of
Durban-Westville will be utilized when their conceptions of suitable
curriculum structures will enable the researcher to construct a

course—team view of Teaching Practice.

It may be objected that these perspectives are insufficient to warrant

the claim of a democratically-designed curriculum. Indeed, the project
would have carried greater weight if, for instance, the ideas of practising
teachers were also taken into account. But an equally valid argument

could be made out for including the views of subject specialists,
educational planners, parents, and politicians - not to mention the
scholars who would be the chief beneficiaries of a well-constructed
curriculum. The main reason why these perspectives are being disregarded

is obviously that they would make the study field unmanageable. As
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it is, the dimensions of the project are perhaps already too corpulent
to do justice to quality. It is therefore necessary to choose between
setsof priorities and decide on a cut-off point. The perspectives
outlined above are considered to be the most suitable for the purposes

of this investigation.

The classification of the study field into different areas is not meant
to suggest that the curriculum process can be divided into sections
as a log is cut into Tengths of wood. Obviously such a view would

imply that curriculum development is a mechanical process.

This runs counter to the humanistic approach adopted in this investigation,
where curriculum development is seen as an exploratory and evolutionary
series of actions in which the human element is of paramount importance.
The dynamic nature of the various perspectives brings about complex
interactional patterns which, as the process continues, makes catego-
rization seem increasingly inept and futile. So the divisions

should be seen merely as a convenient way of classifying data. Their
interpolation will become evident during the latter part of the

text when the data are drawn together to form an integrated whole.

3. RESEARCH METHODOLOGY

In this section three aspects of the research methodology used in

the present project will be briefly outlined : aims, research metho-

dological orientation, and data collection procedure. Finally, a

rationale for the research design will be presented.
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3.1 Aims of the Research

The broad aim of this investigation naturally has to be defined in
terms of the research problem : to establish the features of a relevant,

practical, democratically-designed curriculum for Teaching Practice.

Simitarly, its specific objectives relate to the specific problems

previously formulated :

(a) To describe the features of a relevant, practical, democratically-
designed curriculum for the Teaching Practice course offered

at the Unijversity of Durban-Westville.

(b) To set guidelines for the implementation of such a curriculum,

given the existing constraints.

3.2 Research Methodological Orientation

The research methodological orientation of this research is that of
triangulation, as defined by Denzin : "the combination of methodology

5)

in the study of the same phenomenon.“1 In essence it consists of
quantitative-qualitative Tinkages which allows one to discover a cer-

tain amount of deep structure without detracting unduly from the
systematic procedures of traditional research methodology. (Triangulation

will be discussed in greater detail in section 3.4.1).

Within this orientation the framework can be characterized by :

(a)  4etion research as described by McIntyre, i.e. research
concerned with the difficulties involved in following new

approaches and with the distinctive consequences of
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attempting these approaches. (1980:301)

(b) Hypotheses—generating research, i.e. an interpretive study
that precedes any theorising and thus acts as the source of

hypotheses.16)

The specific method applied is that of case study. The meaning of
case study is here seen as advocated by Walker : the examination of
an instance in action which captures and portrays those elements of
a situation that give it meaning. (1980:33) (This method will be

discussed in greater detail in section 3.4.4).

3.3 Data collection

The data were collected from three sources, viz. documentary sources,

direct observation, and indirect observation

3.3.1 Documentary sources

3.3.1.1 Literature that describes and theorizes about teacher
education, the acquisition of skills, and curriculum
design was used to provide the researcher with background
knowledge of recent developments and global forces that

shape the structures of teacher education curricula.

3.3.1.2 Primary documentary sources such as the minutes of senate
meetings, circulars, and student guides, enabled the researcher
to trace the diachronic development and synchronic nature

of the curriculum being investigated.
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3.3.2 Direct observation

While this source has been structured to prevent personal bias from
dominating the research, it did play a role. The fact that the researcher
is a staff member at the said institution, and therefore actively

invoived in the implementation of Teaching Practice programmes,

inevitably led to data collection stemming from informai direct cbservation.

3.3.3 Indirect Observation

This has been the most important source of data collection employed

in the investigation. The methods used were three-fold:

3.3.3.1 Questionnaires

Four sets of questionnaires were distributed :

Questionnaire I was submitted to 200 teacher training institutions
in August, 1984 - 100 in the R.S.A. and 100 in countries outside the

R.S.A.

Questionnaire II was submitted to + 109 school authorities in October,

1984 - 98 headmasters and 11 inspectors.

Questionnaire III was submitted in October, 1984, to 43 members of
the Jecturing staff from the Faculty of Education at the University

of Durban-Westville.

Questionnaire IV was submitted to 170 final year student teachers

at the University of Durban-Westville.
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Copies of the questionnaires appear in ‘the Appendices. As can be seen,
they were constructed in a manner that would yield both quantitative
and qualitative data. Since provision was made for structured as

well as open-ended responses, the data could be coded and interpreted
convergently or divergently, as the case may be. Convergent analysis
was further aided by the fact that scme of the same questions were
posed across the spectrum of all the questionnaires. Other questions
were different in each questionnaire, to cater for particular interests

of the respective groups, and thus allowed for more divergent analysis.

Recognition was given to principles of effective questionnaire design

7)

as spelt out by leading scho]ars.1 The significance of these prin-
ciples will be reported on when the questionnaires are more pertinently

discussed in later chapters.

4 fair amount of inaccurate question-wording was identified and eliminated
during pilot studies which were conducted before the distribution of

each set of questionnaires.

3.3.3.2  Structured group-discussions

To supplement the responses of Questionnaire III, seven small-group
discussions were held with 25 members of the lecturing staff. The
members - two to six per group - were encouraged to air their views
about some of the major conflict areas that were identified when
responses to Questionnaire III were scrutinized. These discussions
took place in October/November 1984, and the resultant tape-recordings

yielded much qualitative data that would not otherwise have been obtained.
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Although the results are formally discussed in Chapter 6, many ideas

generated by the discussions reverberate throughout this text.

3.3.3.3 Interviews

Several members of the Tecturing staff were, for a variety of reasons,
unable to participate in the group discussicns. To ensure that their
ideas are incorporated into the investigation, they were personally
interviewed. The interviews were conducted on the same lines as the

group-discussions.

3.4 Rationale for Research Methodology

3.4.1 Triangulation

[t is common in research to link the term "quantitative" to the
positivistic approach, i.e. attempts to apply the methods and principles
of the natural sciences to the human sciences. The success of this
movement can be attributed to its strengths : it provides data that

is easily quantifiable, based on reasonably objective evidence which

in turn lends itself to rigorous analysis. The very fact that these
norms caused the positivistic approach to practically hold a monopoly

on social research during the greater part of the twentieth century,
proves their efficacy and tenacity. Thus it would be unwise to reject

quantitative methodology outright.18)

On the other hand, the weaknesses of positivism undoubtedly restricts
its credibility. Probably the greatest impediment to its credibility
is the mechanistic image of man it implies. One important manifesta-

tion of this is that research procedures have become ritualized.
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Predeveloped instruments are used which may not suit the particular
situation. The results are a depreciation of man's unique ability
to interpret his experiences, and a negation of the vital rofe that

personality and intuition play in research. To combat such weaknesses

qualitative methods need to be emp]oyed.19)

Qualitative researchers base their methodology on a belief that direct

description of observed behaviour (field work) is vitally important

20)

before a grounded theory can be developed. This means "being open

n21)

to what the site has to tell us. The analysis of field data revolve

around two concepts :

(a) “detective work", viz. the tracking down of patterns, and
(b) “the creative leap", viz. breaking away from the expected to
22)

describe something new.

Since data are weighted mainly on the bases of intuition and personal

preferences, the determination is Tikely to be subjective.23)

However,
exponents of this approach would counteract such criticism by rejecting
the subject-object parameters of discourse. Notwithstanding a constant
stream of objections from researchers preoccupied with statistical
analysis and objectivity, this methodology has been remarkably

successful and is continuously gaining momentum.24)

The drawbacks of qualitative methods are obvious. Collecting and coding

qualitative data are highly Tabour-intensive operations?5) their

analysis is "a mysterious, half-formulated art”;26)

w27)

the final product

is often "news rather than science, etc. Superimposed on the
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handicaps wrought by these obvious drawbacks, are social psychological
complications. One study by Miles, for instance, was characterized

by the fact that in three of the six sites the researchers were
threatened with law suits by one person or another (1983:128). Such
impediments cause many researchers to label pure qualitative methodology

as being primitive and unmanageable in any rational sense.28)

At present most researchers, regardless of their theoretical persuasion,
would agree that social research calls for a combination of quantitative

29)

and qualitative methodology. Merton and Kendall state the case

clearly

"Social scientists have come to abandon the spurious choice
between qualitative and quantitative data; they are
concerned rather with that combination of both which make
use of the most valuable features of each. The problem
becomes one of determining at which points they should

adopt the one, and which the other, approach.”30)

The above arguments summarize the main reason for adopting a "triangu-
lation" approach in the present investigation. Our main field here

is the area of curriculum development - an area which occupies a
middle position between theory and practice. The researcher needs

to draw on surveys as well as on theories, experimental work as

31)

well as open-ended inquiries.

Finally, viable answers must emerge from quantitative as well as

qualitative interpretations.
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3.4.2 Action research

Varjous researchers point out that action research is the approach
par excellence to be used to resolve the calamity of the gap between
research and 1nnovation.32) Nisbet asserts that without action
research the gap is seldom bridged : "There is innovation without
research - new ideas based on hunches, never tested objectively; and
then there is research without innovations - academic studies which
make no impact and are unintelligible except to other researchers"
(1980:5-6). This is exactly the kind of stalemate which the present
project attempts to prevent. To embark on out-dated distinctions such as
pure or applied research would not make sense because the research

is aimed at immediate application and not directly towards the
development of a general theory. It has placed its emphasis on a
problem, here and now, in a local setting. Its purpose is to improve
school practices and, at the same time, to improve those who try to

33)

improve the practices. These are the terms used to describe

action research, and they clearly fit the aims of this investigation.

3.4.3 Hypothesis - generating research

There are three reasons why a hypothesis does not form the basis of
this research. Firstly, it is not clear why the systematic and
scholarly application of research should revolve around a hypothesis.
After all, much valuable research has taken place without hypotheses.
For example, none of the major educational reports - Crowther, Newson,
Robbins, Plowden, De Lange - have been accompanied by "a conjectural
’statement of the relation between two or more variables," and are

34)

much the better for it. This is not to deny, of course, that
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much equally valid research was conducted cn the basis of a hypothesis.
But to simply plug a hypothesis into a research project because some
other researchers, investigating some other phenomena, found such

a strategy useful, defies logic. As Cronbach says : "There are more

things in heaven and earth than are dreamt of in our hypotheses.“35)

Secondly, to base this particular investigation on a hypothesis would

be 1ike researching a reality which we already understand. For instance,
the hypothesis could be formulated as : The Teaching Practice curriculum
currently in use at this university is too irrelevant, impractical,

and autocratically~designed to be optimally effective. Yet this would
be tantamount to a situation described by Somerset Maughan : "“She

plunged into a sea of platitutes and with the powerful breast stroke

of a channel swimmer made her confident way toward the whitecliffs
436)

of the obvious. What would be achieved by "proving" the "validity
of the above hypothesis? At the end the research world would still
be Teft with a recommendation that further research be conducted on

the lines of the present project.

Thirdly a hypothesis would arbitrarily restrict the study field.
Whereas hypothesis-based research compels a researcher to look

at the problem from one particular angle, this investigation requires
that it be looked at from various angles. Instead of establishing
relations, researchers in curriculum development are forced to
investigate whole organizational patterns that have an alterable

and fluid character to them. Mintzberg (1983:110) illustrates the
difference adroitly : Imagine an organization to be like a kind of

marble cake. Along comes a hypothesis- orientated research with
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a machine much like those used to slice bread. In goes the organization
and out comes the cross-sectional stices. The researcher then holds
up one of them, shown to the right of Figure 1, and tries to figure

out what it is he is seeing :

FIGURE 1 : SLICING UP THE ORGANIZATION37)

This strategy has, in the past, led to the enthusiastic propagation

of facile, single solutions to the multiple problems of curriculum
design.38) For this reason it is incompatible with our present purposes.
In curriculum development researchers who focus on two variables at

a time seem to cloud issues more than they clarify them. As

Mintzberg states : "We shall never have closure so long as we pretend

that other things can be held constant" (1983:114).

In the Tight of this evidence the statement of a hypothesis would be
premature. Once the investigation is complete, of course, one or more
hypotheses should emerge which might serve as a Taunching_pad for some other

applied research  to be conducted on empirical or whatever lines.
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3.4.4 The case study method

In Education the case study generally has a low status as a research
method. Yet recent writings by researcners indicate that we are wit-

nessing a change in attitude.39)

If the unsuccessful quest for a common intellectual framework for
teacher education curricula has taught us anything, it was that we
need to re-examine our methods of inquiry. It was Nisbet (1930:6)
who pointed out that grounded theory is buiit up from observation,
and that reported case studies offer unique opportunities for other
educational researchers to identify patterns which could lead to the
formulation of a general tenable theory. These remarks gain in
significance when one recollects that many other professional training
curricula are solidly built on case studies. Law students have

their court-cases, medical students their diagnostic programmes,

and anthropologic studies are unthinkable without intensive inquiries

40) Why, then, is this research method neg-

into ethnographic cases.
lected in education? And why should researchers have to justify its

use?

However, since it is still too unorthodox a method to be generally
acceptable in educational research, some of the arguments for and

against are discussed below.

Apart from case study material being a powerful stimulus for theory-
building, it is closely linked to practice. Thus it prevents the

research from becoming so abstract and removed from reality that



33

its findings are rendered impotent by sterile discription and far-
fetched theorizing. Case studies enable the researcher to get "beneath
the skin" of a situation, instead of studying it in a detacned way.41)
They help us to get beyond form and structure to the realities of
human life, or to use Malinowski's term, they "put flesh and blood

II42)

on the skeleton. In similar vein Smith says that case studies

have a quality of undeniability. "That is somebody is actually doing

43)

something; it is not hypothetical." It forces a researcher to

back off from his rationalisations and to confront the basic choices

and dilemmas underlying conflicting values.44)

From a researchperspective, Walker argues that the case study method
offers researchers an effective way to cope with the double-bind
situation prevalent in educational research : simultaneous demands
by sponsors for in-depth-studies on the one hand, and rapid reporting
on the other. (1980:31) Certainly, the present study could have
been approached from a general point of view. The opinions of
representative samples from various sections of society could have
been used to design a Teaching Practice curriculum that could be
implemented by all teacher training institutions throughout the
country. But such a project, if done effectively, would take a
research team at Teast five years to complete - by which time the
original data might be outdated. Compared to this a case study is

far more realistic.

This brings us to the problem of generaliseability. Two questions

are frequently posed by critics of the case study method : First,
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how can the findings of a case study be of general use? And second,
how can objectivity in the report be ensured? Standing for nothing
so much as a genuine desire to maintain high scientific standards,

these two questions warrant thorough consideration.

The problem of general validity stems from the age-old dissidence
between deductive and inductive approaches. Arguments which theorists
have advanced to justify their preference for one or the other of

these approaches are exceedincly difficult to either verify or
disprove, and no attempt to do so will be made here. Suffice to

say that case study methodologists subscribe to the inductive approach.
It is the job of the researcher to abstract from the particular to

the general, instead of starting with a particular viewpoint and looking

for an opportunity to apply 1t.46)

Theory building requires rich description, the richness that comes

47)

from a small sampling of detailed case studies. In such a context
the systematic collection of specific data cbtained from "poking around
in relevant places,” plus a good dose of creativity, overrides the

48) Mintzberg et al, having found that

importance of sample size.
simpler, more direct methodologies yield more useful results, query

the whole concept of sampling : "What ... is wrong with samples of

one? Why should researchers have to apclogize for them? Should Piaget
apologize for ctudying his own children, a physicist for splitting

only one atom?“49)

Walker underscores this point. Since small samples have often proved

to be superior, any well-conducted case study could make a critical

45)
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contribution to the formulation of a general theory. If only one
instance is studied, that instance is likely to be as typical and

as atypical as another : “The problem of generalising ceases to
become a problem for the author. It is the reader who has to ask,
what is there in this study that I can apply to my own situation,

and what clearly does not apply?" (1980:34) And this is, of course,

what all researchers should be doing with all studies, anyway.

A leading educational researcher - Cronbach - sums up the argument
neatly : “The theorist performs a dramatists function : if a plot
with a few characters will tell the story, it is more satisfying than

one with a crowded stage.“SO)

The last point also serves to illustrate the peculiar objectivity

found in curriculum case study research. Like a dramatist, the

researcher writes for his product to be "staged“. The whole success

of the project depends on the researcher's ability to be so well-informed,
objective, and impartial that the final recommendations will be

approved by the majority of the Faculty. He simply cannot afford to

be too subjective or prejudiced.

This demonstrates the axiom that curricula are not fabricated, but
negotiated. Shaw confirms this view when he says that curriculum
decisions do not result from pre-specified aims but from a quasi-political
process which allows policy to be discovered, (1976:54). It places

the researcher in a position of having to blend and integrate

clashing belief systems. Under conditions characterized by tension,

even hostility (because jobs and careers could be affected), conflicting
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opinions need to be recognized and integrated into a curriculum
model where most get most of what they want. Under such stringent
control measures, autocratic evaluation by a researcher would be

akin to digging his own grave.

Admittedly, some subjective judgements do creep in through the structuring
of questions, participant observation, and the interpretation of data,

but we have already expounded the counter argument (see page 27).

But this does not detract from the fact that a high degree of objec-
tivity has to be maintained. Democratic procedures counteract the

smuggling in of own, single values.

This concludes the rationale for research methods used in the present
study. More specific factors that promote or jeopardize the validity
of findings will be discussed at relevant points throughout the

text as the investigation unfolds.

4. SUMMARY AND CONCLUSION

It is to be hoped, and I have attempted to demonstrate above, that
the quality of teacher education courses is likely to improve if
Teaching Practice curricula are more relevant, practical, and
democratically-designed. The general problem was seen to be a need
for more knowledge regarding the views of other groups directly or
indirectly, involved in teacher training. To reduce the complexity
of the research problem it was decided to make a case study of the
Teaching Practice curriculum of the University of Durban-Westville.

Adopting an exploratory approach, data obtained from documentary
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sources, direct, and indirect observation, will be analysed. Using

the results of this analysis as a basis, four models of a Teaching
Practice curriculum will be constructed. Finally, comparative studies
between the models will enable the researcher to recommend a curriculum
that should be more acceptable to the various sub-groups invoived

in the study.

In the next chapter the first set of data -~ those extracted from

documentary sources - will be examined.
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CHAPTER 2

THEORETICAL ~ BACKGROUND

1. INTRODUCTION

Teaching Practice has been defined as "that body of professional
experience during which the student applies, tests and reconstructs
the theory which he is evolving, and during which he further

W51) [t follows from this

develops his competence as a teacher.
that there are as many teaching theories as there are teachers.
To select sets of priorities in classroom practices typified
by "stray thoughts, sudden insights, meandering digressions,

52)

jrrelevant asides, and other unpredicted events,” is therefore

the task of each individual teacher.

A similar situation obviously exists in research on teacher education.
The large number of theories about prefessional training, teaching
practices, and curriculum development, compels a researcher to choose
which ones he/she considers to be most important. This chapter will
thus be devoted to the submission of certain theoretical principles
which will be used as "anchorages" for propositions in the present
study. Since these principles constitute the fundamental framework
around which Tater analyses revolve, they will be stated in terms of

criteria.

In this regard the research problem demands a closer definition
of three sets of criteria : relevance, practicality, and democratic

design.
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2. CRITERIA FOR RELEVANCE

In our present frame of reference the word ‘relevant' indicates;
pertinent to contemporary beliefs and practices. Contrary to the
tendency of some educationists to base their theorizing on a

53) this investigation is embedded

particular school of thought,
in the concept of eclecticism. Thus the term 'relevant' as used
here indicates a convergence of various major sub-theories which

are often thought to be in opposition to one another.

The main appeal of an eclectic approach is that it encourages
comprehensiveness of outlook. Adherence to one particular school

of thought tends to Tock one in, which in turn may cause a kind of
unintentional dishonesty to creep in. Issues of crucial importance
may be ignored. In the face of this, an eclectic approach - based on
a recognition of different value systems and a genuine attempt

to reconcile such differences - seems to be educational common sense.

In attempting to settle questions of relevance, eclecticism therefore
figures prominently in the proposals of criteria below. These
criteria concern the major study fields which meet in this investi-

gation, namely professional training, didactics, and curriculum

development.

2.1 RELEVANCE AND PROFESSIONAL TEACHER EDUCATION THEORIES

One of the most critical problems in teacher education is that of
reaching agreement concerning the broad approach that should be

adopted towards Teaching Practice courses. Unfortunately there
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seems to be great disparity among educationists about this matter.
During the past two decades, however, two main approaches have
developed and at present many course development teams at individual
institutions appear to opt for either one or the other. These
approaches are outlined below under the headings Competency-Based
Teacher Education and The Humanistic Approach. In addition, a brief
sketch is given of a third school of thought - the IT-INSET approach

- which has more recently been devised and seems to be gaining momentum.

2.1.1  Competency-Based Teacher Education (CBTE)

Competency-Based Teacher Education, also known as Performance-
Based Teacher Education (PBTE), has had a remarkable growth since

54)

jts inception in the late 1960's" Although the movement originated

in the United States, it has been supported by a Targe number of

55) Among the many

teacher educators throughout the developed world.
definitions of this approach that have been forwarded, Cooper's appears
to be most generally acceptable : a CBTE programme is one which
"specifies the competencies to be demonstrated by the student, makes
explicit the criteria to be applied in assessing student's competencies,

and holds the student accountable for meeting those criteria.”56)

Techniques

The techniques applied in this approach are strikingly similar to
those found in behaviour modification. This is evident in the
characteristics of PTBE as listed by the American Association

of Colleges for Teacher Education, viz :-
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1. instruction is individualized and personalized;

2. learning is guided by feedback;

3. the overall programme is systematic;

4, emphasis is on exit, not on entrance requirements;
5. instruction is modularized; and

6. the student is held accountable for performance.57)

Ir. practical terms this means that the tutor or course-team selects
only one specific target skill - eg. chalkboard writing - at a time.
The target could be either (a) adecelaration target, i.e. wanting to
see less of certain specified behaviours, eg. spelling incorrectly,
writing illegibly, and forming crooked 1ines on the chalkboard, or

(b) an acceleration target, i.e. wanting to see a student doing
something else, eg. spelling correctly, writing clearly, and forming
straight lines. The target that has been selected is then translated
into specific observable behaviours, which are communicated to the
student. With these behavioural objectives in mind the student, under
the guidance of a tutor, practices the sub-skills individually. Finally
each student performs a competency test to ensure that the target has

been reached before the next target is se]ected.bB)

Positive aspects

CBTE has had considerable success. 0ne survey indicated that of

783 teacher training institutions which responded to a questionnaire,

59)

491 reported involvement in CBTE. Another survey found that at

least 20 states in the U.S.A. had made, or were contemplating to make,

60)

the implementation of CBTE mandatory. In the Targe volume of Titera-

ture that has been devoted to CBTE, its advocates claim that tutors
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reveal a high degree of satisfaction with CBTE programmes. Students
working through the programmes reportedly find them strongly
motivational. Another worthwhile feature is said to be the assurance
which teacher education institutions can give employers that

student graduates have reached an adequate ievel of mastery in

tHe sbecified‘competencies.61) In South Africa both Gresse (1975)
and Maarschalk (1978) found that CBTE observation instruments used

in evaiuating students' teaching ability had positive resu]ts.62)
A1l in all, proponents of CBTE consider the specificity and systematic
structure built into this approach to be a great improvement on the
unstructurad, haphazard practices often found in traditional! teaching
practice programmes. They find it rewarding, as Goodwin and Coates
state, "shifting from a program that runs because students have
Tearned to go through the motions to one that functions because

they are experiencing the excitement that accompanies real growth

and 1ndependence.”63)

Negative Aspects

Many of the difficulties surrounding CBTE cluster around the arbitrary
nature of its theoretical foundations. Especially pertinent are
objections from didacticians about the concept of teaching that

CBTE projects, viz. that the teaching act is the sum of the perfor-

64)

mances into which it is analysed. In the words of Broudy : "This

is a notoriously inadequate description of any human action, let
alone one so complex as teaching." (1972:3) On these grounds

65)

many educationists regard CBTE as toa mechanistic. What they

find particularly aggravating is the industrial metaphor CBTE supporters
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employ to describe the operation, referring to such things as input,

66)

products, performance skills, modules, and feedback. Humanistic

educationists are repelled by such language.

Another important point of criticism is the lack of research. Even
proponents of CBTE concede the inadequacy of empirical evaluation
of total CBTE programmes.67) Although a Targe number of such
evaluations had been completed they were lacking in objectivity

and penetration.68)

Apart from these two major points of criticism, there are minor
objections to the effect that students who are Tearning skills in
jsolation may be unable to synthesize them on a higher Tevel; that
CBTE programmes do not motivate weaker students; and that teacher
educators find it difficult to agree on the particular teaching

69)

competencies which should be taught. These objections are

considered to be less valid because they have not been substantiated

by empirical evidence.70)

Appraisal

In the final analysis it seems reasonable to agree with Turney when

he states : "During its brief history CBTE has become the centre of a
considerable amount of controversy. Probably no other development

in teacher education has had at the one time so many staunch advocates
and strong critics.” (1977:17) On the other hand, it seems equally
reasonable to resist taking an extreme stand for or against CBTE. The

approach does have some commendable features. Even teacher educators



44

who find the natural scientific view of teaching unacceptable could
benefit from partial and/or modified implementation of CBTE techniques.
After all, most of these techniques incorporate important ideas which
teacher educators have supported over the years in one form or

72)

another. Under these circumstances partial acceptance of CBTE
is seen, in this investigation, as being an essential prerequisite to

warrant claims of relevance in a Teaching Practice programme.

The crucial issue will be not whether CBTE techniques should be
applied, but what wetghting they should be given in the curriculum -
and this would obviously be a course-team decision. At this point

it is sufficient to note that even if a course-team should approve

the introduction of as little as one per cent of CBTE in their
curricula, it can be accepted that the criterion of relevance has

been met. By the same token, if CBTE is rejected outright by a
course-team, the resultant curriculum might be considered by proponents
as being irrelevant, i.e. out of touch with modern trends in teacher

education.

2.1.2  The Humanistic Approach

71)

The Humanistic approach developed as an alternative to the benhaviouristic

73)

impetus towards CBTE. Combs et al, the leading proponents of this

approach, object to the breaking up of Teaching Practice courses into

smaller units known as "competencies", "learning modules”, "micro

.74) Granting that the provision of

teaching", "stimulation”, etc
instruction in this fashion is an improvement on monolithic traditional

courses, they express concern about the fact that units are, more
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often than not, offered in a prescribed sequence according to a

75)

preconceived plan rather than in response to student need. The

programme they have developed is philosophically rooted in the

progressive movement in the 1930's, and stresses the importance

of the "self" of the teacher.76)

Techniques

One of the key features of the Humanistic approach is active involve-
ment in schools at every stage of the student's programme from

) . .
77, Field experience is used as a central means

beginning to end. '
of developing a sense of reality and discovery of oneself in teaching.
There is a continuous, often daily, involvement in schools for a
gradually increasing period of time and an increasingly responsibie
role in the classroom during each quarter. The graded levels of
involvement range from that of tutor, to teacher initiate, teacher-

assistant, teacher-associate, to intensive teaching.78)

The second type of experience provided for students is designed to
make available the resources of the community and the faculty for
exposing students to ideas. This involves "a wide variety of
experience aimed at providing information, stjmu]ating thinking,
airing controversies, confronting students with professional probiems,
demonstrating methods and techniques, or giving students opportunities
to see and hear persons with important things to say for educational

79)

thought and practice.” Some of these activities are required of

all students, but many are optional, and students are encouraged to

propose their own substitute activities if they wish.BD)
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To ensure that all students and staff members are informed as to
resources available, a calendar of events is provided and revised
weekly. Using this calendar, the student and his tutor determine

between them which events the student will be required to attend.81)

A group of 30 students is assigned to a tutor for the duration of
the two-year sequenceof professional education. 7The 30 students
operate in two sub-groups for discussion, two hours per week,
usually in an informal setting off-campus. The discussions focus
on the personal meaning and self-development aspects derived from

the students' field experiences.gz)

Lastly, the programme is characterized by systematic and continuous
evaluation procedures. Self-evaluation of progress and achievement
features prominently in this approach, to develop maturity as a
professional person. A mid-point evaluation is undertaken by the
seminar leader and a panel of staff members. A similar evaluation

process is undertaken prior to graduatﬂon.83)

Positive aspects

The overwhelming majority of writers on teacher education seem to
agree that the Humanistic approach was developed in a systematic
fashion rarely seen in curriculum development. Turney et al (1977:26)
list the impressive theoretical and empirical endeavours that pre-
ceded the introduction of the programme : (1) It began in twelve
years of basic research on the nature of good and poor teachers.

(2) These research results were then combined with recent developments
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in Rogerian perceptual-humanistic psychology, to formulate a theory

of teaching. (3) This theory was given practical expression in an
experimental programme designedand placed in operation side by side
with a traditional one. (4) A programme of research was then
instituted to provide information concerning thé relative effectiveness
of the programme. During this last stage Busby et al showed that
students in the humanistic programme were significantly more adaptable,

84)

secure, and sensitive as persons and as teachers. Only after

these findings were known, was the experimental programme adopted.

A follow-up study by Wass and Combs (1973) later affirmed the efficacy of

the programme.85)

The weight of this evidence indicates that the Humanistic approach

has a far stronger empirical - and therefore theoretical - basis than,
for example, CBTE. Thus it is hardly surprising that quite a number
of institutions have adopted modified versions of this approach.
Examples of such empathy-oriented (as opposed to skill-oriented)

programmes are the Personalized Teacher Education Program of the

86)

University of Texas (reported in 1974), the. preparation of

"human service educators" at Vermont (reported in 1975),87)

"human teacher education" at Indiana (reported in 1975)88).

and the

As an increasing proportion of teacher educators becomes familiar

with this ideology, its influence seems to grow. A number of recently-
designed programmes, such as the one advocated by Dow (1979) with its
stress on school-based training, curriculum enquiries, and depth

studies, have clearly been cast in the mould of the Humanistic

approach,
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What 1is conspicuously absent in a humanistic programme is the impersonal
role of tutors so often foundin other approaches. Instead, a heavy
emphasis is placed on the more personal, pastoral function of the

tutor, based on the belief that student teachers need to experience

for themselves the kind of teaching that it is hoped they in turn

will 1mp1ement.89)

As for the students' analyses of teaching acticns,
the humanists' rejection of mechanistic techniques has been welcomed
by many educators who feel that a very limited account of classroom
events is provided by categorizing them, counting their frequency,

90)

and examining sequences. From this point of view, the humanistic
methods of opening up real teaching situations in ways that liberate

the imagination certainly appear more meaningful.

Negative aspects

There seems to be a paucity of literature dealing with weaknesses in

91) At first glance, one might suppose this

the Humanistic approach.
to be due to a general acceptance of the approach. But then the
relatively Tow number of institutions that have fully implemented

it raises doubts as to its acceptabi]ity.gz)

Earlier it was established that a humanistic curriculum requires that
provision be made for active involvement in schools at every stage
of the student's programme. Few teacher educators would dispute,
however that such involvement is expensive in terms of money, time,
and energy. Administrative costs, especially, would be unusually
high, to arrange the placement of students "from beginning to end"

of their training. Even more important, the "theoretical" components
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of teacher education curricula is likely to suffer. From this stand-
point an implementation of the Humanistic approach might amount to
radical reform - something which staff members may be reluctant

to undertake.

Evern if we leave alone the muddy waters of how and when the programme
will be implemented, it seems certain that tutors will have to under-
go special training to adapt themselves to the role of "counsellor"

93)

as opposed to "lecturer." This could be the single most important
factor that would determine the success of the programme. It might
be objected that teacher educators are good counsellors anyway,

since their supervisory function at schools demands it of them. Yet
such a claim would be highly debatable. For one thing, students seem

94)

to disagree. [t is also well-known that there are strong covert
disagreements between teacher educators versus school authorities,
teacher educators versus teachers, and educationists versus method
Tecturers. These realities seem to indicate that many teacher educators
harbour a certain mistrust and unyielding attitude towards their fellow-

men.%)

The hard fact is that a large number of professional educators
have had 1ittle or no training in counselling techniques and humanistic
psychology. Without such training, the Humanistic approach could

turn out to be the "disintegrated approach." Would teacher educators
be willing to undergo such training? A reluctance to do so - for

whatever reason - may well be at the heart of a lukewarm attitude

towards humanistic programmes.

Other possible objections to the approach are perhaps of a more
trivial nature : Combs' rejection of micro-teaching and other modern

methods may make his approach unfashionable; the strong connotations
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between this ideology and open education - a theory that has recently

fallen into disrepute96)

- may inhibit its growth; and acquisition
of the necessary resources is obviously labour-intensive. Finally,
many educationists may disapprove of a programme that is basically
unsystematic. They may feel, as Gage does, that the freedom of non-
programmad teaching invariably turns out to be spurious : "Imprisoned
by their technical poverty, teachers tend to do the same thing, no

matter what or whom they are teaching, day after day and year after

year." (1972:201)

Apprarsal

As in the case of CBTE, the issue of whether the Humanistic approach
should or should not be incorporated into a Teaching Practice
curriculum is seen as being outside the scope of this study. I shall
content myself with the belief that this ideology is of sufficient
importance to make its partial implementation mandatory in a Teaching
Practice curriculum that claims to be relevant. The challenge to
overcome criticism aimed at both CBTE and the Humanistic approach
seems to demand a merger, with matters of weighting to be stipulated
by the course-team. If a researcher merely yields to one of these
approaches, the resultant discontent coming from the opposite faction -
be they students, staff members, or the educational community at

large - will necessitate autocratic measures that will be counter

to the objectives of this investigation.

2.1.3  The IT-INSET Approach

One of the most exciting recent approaches to Teaching Practice is the

IT-INSET Approach. This approach brings together initial training
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(IT) and in-service education and training (INSET) in a school-
focused pattern.97) [t began with a teacher education project
based on the Open University and was funded by the U.K. Department
of Education and Science from 1978 to 1981. At present it is con-
tinuing in many colleges and departments of education throughout
the United Kingdom, and is co-ordinated through the Centre for
Education and Development in Teacher Education at the University

98)

of Leicester. Ashton, 1ts leading proponent, defines it as
"co-operative curriculum evaluation and development." (1983:17)
Her Majesty's Inspectorate, however, describes it more elaborately
as : "Al11 the strategies employed by trainers and teachers in
partnership to direct training programmes in such a way as to

raise the standards of teaching and learning in the c]assroom.“gg)

Techniques

The IT-INSET approach operates by the establishment of teams. Each
team consists of one or two teachers, a tutor, and 2-6 students. The
teacher in each team selects a problem-area in the curriculum, and
then the whole team works together regularly in the classroom,
evaluating and developing this aspect of the curricu]um.100) This
arrangement usually takes place in the second year of the students'
initial training course, one day per week, and continues for at

least one term.101>

In this way initial and in-service training
takes place simultaneously, with the teacher in the key role of
initiator to ensure that the programme focuses on the real needs

of practising professionals.
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The dynamics underlying this programme are evident in its principals,

formulated as follows :

"In order to improve the quality of education provided in schools,
teachers, students, and tutors need to engage systematically

and continuously in :

1. Analysing practice;

2. Applying theory;

3. Evaluating the curriculum;
4, Developing the curriculum;
5. Working as a team; and

102)
6. Involving other teachers in the school."

A number of case-studies have been published to illustrate how these

103) From these

principles are applied in practical situations.
it appears that teams tend to concentrate more specifically on only
ONE of these principles at a time, although progress is made on

104)

various fronts. This prevents the team from getting bogged

down by pursuing too many goals at the same time.

Appratsal

Important questions arise for us from a study of the IT-INSET approach.
One of the most vital ones is : How lasting will the influence of this
innovation be? The two approaches previously discussed have specifically
been chosen because they proved to have staying power and world-wide
influence. Since only time will tell whether similar considerations

apply to IT-INSET, it seems advisable to proceed with caution.
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Although tentative evaluations of IT-INSET have been pub]ished,105)

the programme as such has apparently not been empirically tested.

On the other hand, if its significance does prove to be more permanent,
institutions in South Africa which have adopted it at an early stage,
will be in a position to reap the benefits of it sooner. It certainly
has some refreshingly new features. If one accepts the view that
there must be stronger links between schools and training institutions,
as well as between initial and in-service training, this programme

may well provide the answer. It is also noteworthy that the impact
which an IT-INSET component on a traditional curriculum has 1is
probably not as drastic as, for instance, that of a Humanistic one.

In most cases, it seems, the IT-INSET programme only affects one
quarter of a year - a feature which may make it more attractive

to Faculty members.

At this stage, however, it seems premature to insist on an inclusion
of an IT-INSET component in a relevant curriculum. Leaving it optional
will probably have better effects on the development of harmonious
relations essential in curriculum design. Consequently a flexible
attitude towards IT-INSET will be adopted in this study. The decision
whether it should form part of the curriculum will be left to the
course-team. Although the final recommendaticns will make provision
for the optiona1 inclusion of such a component, the relevance of

a curriculum will not be considered to be dependent on it.

2.1.4 Professional relevance as criterion

From the foregoing description the first major criterion that will
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guide this research becomes evident, namely the criterion of

professional relevance. It can be formulated as follows :

Criterion 1 : Professional Relevance

The Teaching Practice curriculum should give expression to two
important recent trends in the professional training of teachers,

viz. C(BIE and the Humanistic Approach.

We have dealt at some length with the criterion of professional
relevance because it will figure prominently in the final stage of
the project. Criteria of relevance from the other two study fields
- didactics and curriculum development - will, however, be stated
more succinctly. This is not to imply that these two areas warrant
less consideration than the area of professional relevance, but
merely to suggest that they are better documented. It might be
considered presumptious were [ to disregard the research principle
of parsimony and elaborate here on themes that have been well covered
in contributions by more gifted members of the academic community.
They are stated here on the assumption that the reader is familiar
with the arguments for and against their acceptance. Thus, although
they are crucial to an understanding of the research basis, they

are accompanied by a limited amount of justification.

2.2 RELEVANCE AND DIDACTIC THEORIES

In our present context the general purpose of a didactic theory is

seen to be the construction of a framework of knowledge and ideas
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derived from sub-theories about one or more aspects of the teaching-
. . . 06
learning act that forms a logical, systematic, and consistent who1e.1 )

Such a framework naturally includes some elements that are more

107) Since our

descriptive and others that are more prescriptive.
main concern at the moment is to establish criteria for a Teaching
Practice course, we shall focus more pertinently on the latter group,
j.e., practical matters centring around the question : What should

teachers be able to do? Attempts to provide answers to this question

are based, as elsewhere in this text, on a study of a wide variety

of approaches.

A well-known categorization of sub-theories in didactics is that of
De Corte et al (1972). Using this categorization scheme, the complex
set of associated ideas about teaching on which this investigation
rests, are outlined below. In reality, of course, didactic concepts
are not nearly as classifiable and separable as this scheme suggests.
They are, as one writer explained, more like a litter of overlapping
papers on a desk than Tike a neat row of files. Although their
categorization provides us with a common frame of reference which

may help to order our thinking, any classification scheme is

necessarily arbitrary.

For teacher education to be didactically relevant, all these categories
should more or less be represented in the Didactics component of a
teacher education curriculum; they are aimed at providing the
prospective teacher with the basic didactic knowledge and experience
deemed to be desirable for a teacher. And since Teaching Practice is

the praxis-oriented extention of Didactics, these categories should
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in turn be represented in a Teaching Practice curriculum. As such
they form part and parcel of the course content. Therefore, in the
discussion below, themes that are seen to be essential in a Didactics
course are followed by statements in which the practical implications
of each category are highlighted. In addition, a few issues of a
controversial nature are briefly mentioned to clarify the stand-

points taken in this study.

2.2.1  The Purposes of Teaching

Didactic components

(a) The aims of formal education, eg. views advocated by Skinner
(1968), Van der Stoep (1979), Rogers (1969), Mursell (1954)

and Gagné (1973).

(b) Behavioural and non-behavioural objectives in teaching,
as described, for instance, by Skinner (1968), Hyman (1974),

Mager (1972), Cohen and Manion (1983) and Rowntree (1982).

Practical implications

Teachers should be able to state behavioural objectives for lessons

and courses they are likely to teach.

Controversy

The main difficulty which is often felt in this area arises from
questions regarding the desirability and/or feasibility of stating

behavioural objectives for all lessons. In this study the stand
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is taken that whereas it is feasible to state behavioural objectives

for most lessons, it is unwise to make it mandatory for all lessons.

2.2.2

The Entering Situation

Didactic components

The significance of :

(a)

Cultural and social contexts in which teaching takes place,
as expounded, for instance, by De Corte et al (1972), Ausube]

(1978), Van der Stoep (1979), and Duminy and Sohnge (1981).

The teaching triad, eg. views on this stated by Hyman (1974),
Duminy and Sdhnge (1981), Good and Brophy (1983) and Cohen

and Manion (1983).

Practical implications

(a) Teachers should be able to treat pupils with respect and
consideration, and demonstrate their sensitivity to the
human needs of each individual pupil.

(b) Teachers should be able to initiate and guide extra-mural
activities.

(c) Teachers should be able to organize and conduct educational
excursions,

Controversy

It is debatable whether it is part of the teacher's Job to become
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actively involved in the pupil's general social welfare, eg. intervene
when the pupil experiences problems in his/her personal or home 1ife.
The standpoint taken here is the one advocated by Good and Brophy,
viz. that teachers should confine their efforts to school behaviour,
and to aspects of the home environment that are closely related

to school behaviour. (1978:215) To go beyond this is to act the

role of an uninvited psychotherapist or social worker.

2.2.3 Learning content, selection and sequencing

Didactic components

(a) The selection and sequencing of learning content as suggested
by writers such as De Corte et al (1972), Gagné (1973), Van

der Stoep (1979), Rowntree (1982) and Cohen and Manion (1983).

(b) The Lesson Structure, eg. models proposed by Herbert,108)

Basson (1973), Gagné (1973), Hyman (1974), Van der Stoep (1979)

and Triimpelmann (1981).

Practical implications

(a) Teachers should be able to draw up Schemes of Work from

given syllabi.

(b) Teachers should be able to prepare and present effective

lessons.
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Controversies

(a) There seems to be general agreement that (factual) knowledge
and skills should be taught at schools, as well as that it is
inevitable to teach values implicitly. But the question of
whether values should be taught explicitly seems to evoke
diverse opinions. In our present context it is felt that
values should, to a limited extent, be taught explicitly,
provided that teachers are taught how to do it meaningfully,

in ways, for instance, advocated by Hyman (1974).

(b) The issue of which lesson preparation model to use or whether
to use one at all often provokes strong. reaction from Jec-
turers. The most critical requirement here is that a course-
team should agree on one particular model that is both flexible
and helpful. Once such an agreement has been reached, all
lecturers in Didactics, Subject-didactics, and Teaching
Practice in that institution should co-operate in helping
students to apply that particular model. This view is based
on the belief that vagueness and uncertainty about models
cause high anxiety amongst students which places an undesirable
strain on tutor-student relationships. It is also detrimental

to harmonious tutor-tutor relationships.

2.2.4 Didactic method

Didactic components

Teaching methods as described by writers such as Harley (1973),
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Hyman (1974), Gagné (1973), Trojcak (1977), Van der Stoep (1979),
Clark and Starr (1981), Steyn et al (1981), Duminy and SShnge (1981),
E1Tiot (1984) and Wheldall and Merrett (1984).

Practical implications

Teachers should be able to apply the following well-known teaching
methods effectively : There are of course, many more recognized,
and their use will depend upon the course being presented. They

will also often feature together.

i) Demonstration

ii) Classroom games

i11) Groupwork

iv) Guided discussion

v) Narration (The Telling Method)
vi) Programmed instruction

vii) Questioning

viii)  Role Play

Controversy

There still seems to be much disagreement about the resolution of
problems surrounding the issue of reception learning versus discovery
learning. While methods facilitating discovery learning are avidly
propogated by most educationists, extravagent syllabi continue to
necessitate methods that demand reception learning. The central

point is that teacher preparation needs to help teachers to facilitate



both kinds of learning. This would equip them to be versatile and

adaptable when they are faced with specific decisions in this area.

2.2.5 Media

Didactic components

Instructional media as set out, for instance, by Brown et al (1969),

Conradie (1979), Wittich and Schuller (1979), and Yule and Steyn

(1982).

Practical implications

Teachers should be able to produce and/or use the following instructional

media :

(a) Audio Tearning materials

(b) The chalkboard

(c) Models

(d) Overhead Projectors and transparencies
(e) Pictures and graphics

(f) Slides and slide-shows

(q) Textbooks

(h) Worksheets

In addition it is becoming ever more important that they are able to
apply two kinds of resource-based media : computer-assisted instruction

and television teaching.
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Controversy

Despite the pleadings of many educationists that the use of media in
the classroom should be determined by contextual factors, there still
appears to be teacher educators who either insist on the use of media
in all lessons, or totally discourage their use. In this study the
stand is taken that, although all student teachers should be skilful
in the use of media, their desirability in a particular lesson
depends entirely on contextual factors, especially the personality

of the teacher and the nature of the topic, as well as the ready

availability of such media.

2.2.6 Learning psychology in didactic perspective

Didactic components

Operant conditioning and Gestalt-field psychology in relation to
teaching, as described by writers like Moully (1968), Brigge (1976),
Ausubel (1978), Gagné (1973), Van der Stoep (1981), etc.

Practical implications

Teachers should be able to teach concepts meaningfully.

Controversy

Considering the fact that the behaviourist-versus-Gestalt debate
still rages, it seems obvious that the influence of these theories
on teaching should be presented to students as impartially as
possible. The extrinsic —versus-intrinsic-motivation issue

especially needs to be explained in an unbiased way to help students
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come to terms with their own opinions about the matter. When it comes
to the crunch, however, an eclectic view seems advisable, viz, that
teachers should avoid overdoing either extrinsic or intrinsic

motivation.109)

2.2.7 Group factors110)

Didactic components

Sub-theories about classroom management, eg. those of Johnson & Bany
(1970), Dreikurs et al (1971), Worell and Nelson (1974), Lemiech (1979),

Saunders (1979), and Good and Brophy (1983).

Practical implications

Teachers should be able to manage classrooms, eg. strike a balance

between rigid discipline and permissiveness.

Controversy

There can be little doubt that the problem of whether corporal punish-
ment is desirable or not, still elicits divergent views from teacher
educators. This study would generate the view that corporal punish-
ment should be used as a Tast resort by a teacher. The rich variety
of more hgmane methods to maintain discipline as, for instance,
expounded by Good and Brophy, should be thoroughly implemented

before this severe disciplinary technique is employed.
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2.2.8 Evaluation

(a) Product evaluation as presented by writers such as Blood and
Budd (1972), De Corte et al (1972), Green (1975),and Lorber
and Pierce (1983),

(b) Process evaluation, eg. ideas of Flanders (1970), De Corte

et al (1972), Hyman (1974), Combs et al (1974), De Jager (1979),

and Rowntree (1982).

Practical implications

(a) Teachers should be able to evaluate their pupils during or

after a period of instruction.

(b) Teachers should be able to evaluate their own and other

teachers' performances in the classroom.

Controversies

(a) The question of whether measurement (i.e. grading) or other
more interpretive methods should be used to evaluate the
products and/or processes of teaching, is a sensitive matter.
Although a combination of the two seems to be generally
acceptable, conflicts often arise when decisions need to
be taken regarding the weighting that should be given to
the respective types of evaluation. In our present frame
of reference it is recognized that grading is often demanded
by "the system”, but that interpretive measures are usually

more meaningful. It seems self-evident that as much grading
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as the system requires should be done. The amount of grading
needed to support and validate this "compulsary grading"

should be decided upon by the individuals concerned, using

democratic procedures.

The matter of objective versus subjective evaluation tech-
niques can be dealt with in a similar fashion as the

"measurement" issues above.

Didactic relevance as criterion

From the above framework a Tist of subcriteria for the evaluation of

didactic relevance as it applies to Teaching Practice emerges. Teachers

should be able to :

(a)

state behavioural objectives for Tessons and courses they

are likely to teach.

treat pupils with respect and consideration, and demonstrate
their sensitivity to the human needs of each individual pupil.
initiate and guide extra-mural activities.

organize and conduct educational excursions.

draw up Schemes of Work from given syllabi.

prepare and present effective lessons.

apply the following teaching methods: demonstration, classroom
games, groupwork, guided discussions, narration, programmed
instruction, questioning, and role play, and others deemed

fit.
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(h) produce and/or use the following instructional media :
audio learning materials, the chalkboard, models, over-
head projectors and transparencies, pictures and graphics,
slides and slide-shows, textbooks, and worksheets, as well

as any others which might become more generally available.

(1) teach concepts meaningfully.

(3) manage classrooms effectively.

(k) evaluate their pupils during and after a period of instruction.
(1) evaluate their own and other teachers' performances in the

classroom,
With these goals in mind, the content of a projected Teaching Practice
curriculum is brought into clearer focus. It enables us to state

the second major criterion of relevance :

Criterion 2 : Didactic Relevance

The Teaching Practice curriculum should make provision for students
to acquire the skills and values propagated by leading didacticians,

as set out in the relevant section of this text.

2.3 RELEVANCE AND CURRICULUM THEORIES

The third and last study field that yields criteria of relevance 1s
that of curriculum development. It is important to note that the term
Curviculum Development is used here in a different sense to that
advocated by, for instance, Ashton (1983), Crispps (1983), and Merritt
(1981). Although definitions by these writers could not be traced,

they seem to conceive of curriculum development as the study and
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1 If this notion is correct,

practice of teaching-learning actions.
it indicates that such writers use the term Curriculum Development
in a similar sense as the term Didactics 1S used in this text.

Thus the meaning of Curriculum Development within the context of this

study needs clarification.

In Didactics, curriculum development refers to the processes that

precede and accompany the design and modification of curricula. As
stated in the Glossary a curriculum is here seen as a document -

a plan inwhich projected teaching-learning actions are described -
curriculum theories are clearly subordinate to didactic theories.

Being an off-shoot of Didactics, there must necessarily be a strong
correlation between didactic categories and the features of a curriculum.
Nevertheless, it is obvious that not all didactic categories are of
interest to curriculum developers. (Only those dimensions that are
directly relevant to the design of a curriculum are therefore 1lifted

out, refined, and articulated. Thus, although there is a resemblance
between the key concepts used in curriculum development and in Didactics,

it would be an oversimplification to equate them with one another.

Under these circumstances it seems superfluous to clarify the significance
of each feature of the curriculum as set out below. They are as signi-
ficant as the didactic theories from which they sprang. We shall

content ourselves with an explanation why these specific features

have been chosen.

Let us look at the basic elements of curriculum design as viewed

by the four Teading theorists whose works have been consulted as
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background material for this investigation : viz. Tyler, Wheeler,

Beauchamp, and Rowntree.

2.3.1 Curriculum design as viewed by Tyler (1949)

This well-known rationale centres around four fundamental questions

which Tyler believes must be answered in developing any curriculum :

(a) What educational purpose should the school seek to attain?

(b) What educational experiences can be provided that are 11keTy
to attain these purposes?

(c) How can these educational experiences be organized?

(d) How can we determine whether these purposes are being

attained? (1949:1)

Although Tyler himself indicated that his rationale is but one view
of curriculum design, the Tyler formulation has, for many educationists,

crystallized to become the rationa]e.112)

It paved the way for the
establishment of four elements thought to be essential in a curriculum,
viz. a description of : (1) aims and objectives, (2} content, (3) method,

and (4) evaluation.

2.3.2  Curriculum design as viewed by Wheeler (1967)

In many respects Wheeler's text seems to be the forerunner of the

trend to view curriculum development as the total study and practice

of teaching (as previously explained). This is evident, for instance,
in his definition of the key term : "By ‘curriculum' we mean the planned

experiences offered to the learner under the guidance of the school”
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(1967:11). It is noteworthy that in this definition the curriculum is
not seen as a document, but as the "planned experiences" themselves.
Given this definition, it comes as no surprise that Wheeler's components
of curriculum design was found to be incompatitle to our present
purposes. His discussion revolves around children, school curricula,
and content. The "basic strands", for instance, which he considers
essential in a curriculum are : symbolic studies, basic sciences,
developmental studies, aesthetic studies, and moral problems (1967:68).
Thus, although his ideas are interesting from a general didactic

point of view, they do not contribute much to curriculum theory

as viewed in this study.

2.3.3  Curriculum design as viewed by Beauchamp (1981)

Beauchamp, in his critical analysis of curriculum theories, underscores
the point that the field suffers from a "severe definitional problem"
(1981:6). He establishes, inter alia, that the term "curriculum”

is used in three ways, viz. to indicate : (1) a written document,
depicting the scope and arrangement of a projecteda eaucational programme,
(2) the name of a system of schooling, and (3) the title of a field of
study, (1981:7 and 108). In building up a case for a curriculum to be
seen as a written document, he points out that the other definitions

are extremely vague, centring around the expression "planned experiences.“113
He is qufck to ask : What about unplanned experiences? To which study
field do they belong? If we delete the word "planned”, how are we

to distinguish between curriculum theories and instructional theories?
Anyway, what is meant by "experiences"? In the final analysis, the

"curriculum" becomes so wide that it covers the whole field of Education,

and subtheory building becomes impossible. (1981:112-114)
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Using this argument as a basis, Beauchamp suggests that a curriculum
should be seen as a written document. As such it needs to be
supported by a curriculum theory which is a sub-theory of educational
theory (1981:35). The first task of a curriculum planner is therefore
to form a curriculum theory, i.e. a set of related statements that
gives meaning to a curriculum by pointing up the relationships among
its elements (1981:60). Once clarification on this has been reached,

the curriculum is drawn up, using four "document features" :

1. An outline of the culture content to be taught.
2. A statement of goals and/or specific objectives.
3. A set of rules for implementation.

4. An appraisal scheme. (1981:115-116)

In this way the curriculum is seen as the finished product of a whole

curriculum theory - in truth it is but the tip of the iceberg.

2.3.4 Curriculum design as viewed by Rowntree

In his text Educational Technology in Curriculum Development Rowntree
is extremely vague about his conception of a curriculum. He merely
states : “curriculum may include anything from a five-year programme
of studies down to a forty-minute lesson or an even briefer period of
planned teaching." (1982:20) Nevertheless, the structure which

he proposes for the development of programmes is so versatile and
adaptable that it is useful for the solution of almost any teaching

problem - including curriculum development as seen in this study.
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The process is seen as being four-pronged : Establishing purposes,
designing the learning, evaluating the students, and <mproving
the course. These phases of course development are impeded and
determined by the constraints placed on the course.114) Within this
theoretical framework, the subsidiary actions that should take place
in each phase are spelled out. Although Rowntree emphasizes that
flowcharts always oversimplify processes, the one he presents is

useful to help readers grasp the broad flow of events as suggested

by Rowntree. (See Figure 3)

What we have here is, of course, a curriculum theory. It is dynamic and
interactive, and always leaves room for second thoughts. (1982:24)

It can apply to long-term planning of a course, or retrospectively when
a previous teaching experience is analysed. [t can be applied by an
individual preparing lessons, or by a group of teachers designing

a curriculum. (1982:25)

This last point leads Rowntree to emphasize the important role of
negotiations in the development of curricula. He pleads for a
recognition and synthesis of clashing belief systems. A1l teachers
and students tend to move to and fro over some middle ground between
two extremes : humanistic ideals pulling them one way and the

pressures for standardized qualifications and certification putling

them the other.

Through persuading and influencing one another, through trust and
compromise, participants should strike a balance between what

‘the system' requires, what the students want to learn, and what the

teachers feel capable of teaching. (1982:27)



72

OO
o O ser g PURPOSES
OO Analyse aims OO
Describe students
O Suggest objectives O
O Consider assessment/ 0O
O evaluation
O
O )
O |3 IMPROVEMENT / 2 DESIGN of LEARNING O
/ Analyse objectives O
O / consider subject matter O
O / content
Review Revise —*| dentify learning sequences O
© N Decide teaching strateqy
O N Select medio/ motericls O
\ \\ Prepare ‘experiences’ O
© O
O 3 EVALUATION O
O X O
Try out |1
OO Anglyse results OO
W
O Use O
O O Monitor results O O
O O

©000p00°

FIGURE 2 : ROWNTREE'S APPROACH TO CURRICULUM DEVEL.OPMENT (1982:21)

The teacher's or tutor's willingness to negotiate a curriculum must be
part of his professional world view, his pedagogic paradigm (1982:27).
Tutors who cannot open themselves up to other people's view, but in-
stead cling rigidly to their own, cannot facilitate growth in their
students. Moreover, they severely retard their own growth (1982:28).
Such an attitude may lead to an implicit or explicit refusal to take
part in dialogue : "When this dialogue is absent from a teaching/

Tearning system, the unresolved, and often unacknowledged, tension
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between manipulation and facilitation will produce conflict and incon-

sistency." It stands to reason that, under such circumstances, the

establishment of a viable curriculum is uniikely.

2.3.5 Curriculum development as seen in this investigation

2.3.5.1 The difference between a curriculum and a syllabus

Before discussing a relevant curriculum structure, i1t might be useful
to briefly discuss the difference between a curriculum and a syllabus.
The latter is seen here as being more compact. Usually only two
curriculum features are partially represented : (a) aims and
objectives, and (b) course content. Syllabi on their own are useful
in situations where the stress is either on factual knowledge, or on
basic skills (calculating, reading, essay-writing, etc.), or on
physical skills (typing, woodwork, etc.). For a course in which

a number of complex skills needs to be taught in an integrated way,

a syllabus is normally insufficient. As a rule tutors presenting
such a course need a network of back-up services, (such as those
found in medical schools, air pilot training institutions, and
television broadcasting companies). One back-up service seen here

as crucial to the success of this type of course is the provision of

a well-constructed curriculum.

In this text a syllabus is considered to be a prescriptive document.
[t's main function is to make explicit the purpose of a course. Obviously,
the more detailed the objectives in a syllabus are, the more prescriptive

the document becomes. Once these details have been approved by legally
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acceptable representatives of an educational institution, they are
legally binding. Because the syllabus then constitutes an important
part of the contractual agreement between student and institution,
the tutor - as representative of the institution - is obliged to help

the student achieve those objectives.

A curriculum on the other hand, is not prescriptive. The only

details in a curriculum that may be, or may become, prescriptive are
those that correlate with the details in a syllabus. The rest of

the curriculum, however, is viewed in this text as being part of an
academic support service. Tutors should be given a free choice

whether they wish to implement those parts of a curriculum not prescribed
by the syllabus, or whether they prefer designing their own programmes.
The only requirement, evidently, is that objectives stated in the

approved syllabus need to be achieved.

It may be objected that this view of the curriculum strips the document

of its importance. At least two counterarguments can be used against

this. Firstly, once a curriculum has been found worthy enough to

be recommended by the majority of a course-team, most tutors would

support its implementation. Gradually the rest may also come to accept

it - to avoid spending time and energy in designing a different curriculum,
to take advantage of back-up services, and to be accepted by other

members of the team. Secondly, the recommendation of a new curriculum
necessitates the simultaneous approval of a new syllabus - a matter of

critical importance, as pointed out earlier.
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2.3.5.2 Rationale behind the acceptance of the curriculum structure

I[f we put the three curriculum structures previously discussed

115)

in juxtaposition, the similarity of the components in each structure

becomes noticeable. (See Table 1)

—_—

TYLER BEAUCHAMP ROWNTREE

I

1. Purposes 2. Goals . Purposes : Consider

a) aims
b) students
c) objectives

d) assessment

2. Experiences 1. Content 2. Design of Learning :
3. Organization 3. Rules for

implementation

Decide on :

a) objectives

b) subject matter

c) learning/sequences
d) teaching strategies
e) media

and prepare experiences

4. Attainment - 4. Appraisal . Evaluation :

a) Try out the programme

b) Analyse results

c) Continue programme

d) Continue evaluation

. Improvement :

a) Review programme

b) Revise programme

TABLE 1 : COMPARISON OF THREE CURRICULUM STRUCTURES
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As can be seen from this table, the components of both Beauchamp and
Rowntree are clearly built on Tyler's rationale. Yet Rowntree's
structure differs in two important respects from the others : it is
more detailed, and it makes provision for one vital activity seemingly
ignored by the other two theorists, viz. improvement. These facts
illustrate why it was decided, in this study, to give preference

to Rowntree's structure.

However, to accept this structure unaltered would be to deviate from
sound principles previously outlined in this text. The reader will
recall that the problem being investigated (as formulated in Chapter 1,
page 18) necessitates the solution of TWO specific problems : one
requires the construction of a curriculum, and the other one the
statement of guidelines for the Zmplementation of such a curriculum.
Yet Rowntree treats these two problems as if they were one, thus

bringing into his theory elements of ambiguity and confusion.

From a scientific perspective the theoretical background to curriculum
development provided by Beauchamp seems superior to that of Rowntree.
Beauchamp defires his terms carefully and precisely; he succeeds in
demonstrating the critical links between a curriculum, a curriculum
theory, and a curriculum process; most important, he proves that

curriculum theory is intractibly rooted in educational theory.

We are thus faced with two curriculum theories : one built on a sound
theoretical basis, but weak in the structural guidelines emanating

from it; another weak in its theoretical basis, but providing excellent
structural guidelines for implementation. A synthesis of the two in which

the best elements of each are combined, seems an obvious solution.
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For the purposes of this investigation it is more realistic and Jess
problematic to make a distinction between the curriculum - a statement
of interest - and the curriculum process ~ a series of activities
preceding or accompanying the implementation of a curriculum. Together
they embody the concept curriculum development. In this way we can
take advantage of Beauchamp's theoretical groundwork. It also enables
us to attach a more precise meaning to the use of two important

subsidiary concepts, namely :

(a) elements of the curriculum process, i.e. the activity-centred
steps in a curriculum process, and
(b) features of the curriculum, i.e. those elements or products

of the process that need representation in the curriculum.

2.3.5.3 Elements of the curriculum process

As stated earlier, the whole attraction of Rowntree's structure is the
detailed description he gives of essential activities (internal and
external) that generates the process, and it's built-in strategies

for continuous improvement. If we couple this with the two other
arrangements he stresses - constraints and negotiations - it is

possible to identify eighteen elements :

Elements

A. Guidelines in planning the purposes

1. Analyse aims
2. Describe students
3. Suggest objectives

4. Consider assessment



10.

1.
12.
13.
14,

15.
16.

17.
18.

In our present context we can also accept Rowntree's view that these
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Analyse objectives -
Consider subject matter

Identify Tearning sequences

Decide teaching strategy

Select media

Prepare experiences

Try out the course
Analyse results
Carry on implementing the course

Continuously evaluate the students

Guidelines in planning improvements

Revise course by identifying and remedying weaknesses

Review course by adjusting it to constraints that have changed

Guidelines directing entire procedure

Accept the limitations imposed by constraints

Continuously negotiate with other parties ﬁnvoTved.116)

activities are really inseparable and do not necessarily occur in

a specific order.

Perpetually one needs to come back and redefine

or add to earlier steps after having worked through later steps

(1982:24). Furthermore, while chiefly addressing any particular

step, one almost inevitably keeps several of the others in mind

at the same time. (1982:25)
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These elements seem to be essential in a curriculum process. The
quality of the procedural elements inevitably determines the quality
of the product. Thus, to avoid as much as possible a superficial
curriculum, each of these steps needs to figure prominently in the
process - consecutively, intermittently, or continuously. Also,
should it be required that a curriculum be accompanied by guidelines
for implementation, as in this project, such guidelines need to

revolve around the above elements.

2.3.5.4 Features of the curriculum

The general purpose of a curriculum is to help members of a course team
to achieve the objectives identified by that team. The curriculum might

therefore be seen as a suggested plan of action. To be useful, it

needs to :
(a) be set out in a logical and systematic format, and
(b) give clear guidance to tutors as to when they can do what

and in which manner.

The features Tisted below are seen as essential constituents needed to
fulfil these two requirements. To put it in a different way : they
represent those products emanating from tne above elements that are

thought to be most helpful when one needs to present a course.

Features
1. Aims and objectives of course.

2. Course content.
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3. Learning sequences.
4. Teaching strategies and media.
5. Evaluation of students.

6. Strategies for improvement of the course.

2.3.6 Curriculum relevance as criterion

In the Tight of the above discussion of curriculum theories we can now
state the third major criterion which will be used to evaluate the

product(s) of this investigation :

Criterion 3 : Curricular Relevance

The Teaching Practice curriculum should emanate from an observance
of the elements of a curriculum process, and give account of the six

features of a curriculum, as stated in this text.

2.3.7 Conclusion

This brings to an end the rationale for the criteria of relevance that
will guide this research. In the next section the focus will be on

criteria of practicality.

3. CRITERIA OF PRACTICALITY

In this study the term “practical" is seen to mean directly aimed

at improving the observable performances of the student in real teaching
situations. A “practical™ curriculum *thus implies an activity-centred
course in which a minimum of reception Tearning occurs while maximum

provision is made for students to be engaged in discovery learning.
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Farlier it was established that lack of co-ordination between academic
courses and practical situations is seen by many educationists as the

7)

most pressing problem in teacher education. Since this 1is one
of the dominant motives behind the present project, the criteria

in this section do not seem to require much justification.

Three factors appear to require consideration to ensure practicality
in a Teaching Practice curriculum : linkage between campus - and school-
based experiences, recognition of constraints, and practicality within

the curriculum structure.

3.1 LINKAGE BETWEEN CAMPUS AND SCHOOL-BASED EXPERIENCES

In this study campus-based and school-based Teaching Practice are
treated as a single cohesive subject. In the 1ight of this, strong
connections should exist between activities on campus and those at
schools. Specific strategies should be built into the curriculum

to ensure that students experience the two programmes as ONE dynamic
course. To students the Tink between each unit presented on campus
and the real classroom situation should be obvious. Similarly,
previous campus-based experiences should be reinforced at school by
making provision for tutors to frequently refer back to them. Thus,
by making campus-school linkages as direct and explicit as possible,
tutors will be in a more favourable position to help students develop

a sense of commitment to teaching as a whole.

Criterion 4 : Linkage Between Campus and School

The Teaching Practice curriculum should make provision for an optimal

Zinkage between campus-based and school-based programmes.
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3.2 RECOGNITION OF CONSTRAINTS

To safequard a curriculum from becoming too idealistic and impractical,
the boundaries laid down by existing constraints need to be taken into
account. While it is true that many constraints may be overcome by
persistent efforts and sheer determination, such procedures can delay
or obstruct the implementation of a curriculum indefinitely. Therefore
in this study gonstraints will be treated as indispensable restrictions

placed on the course.

The term constraints obviously has a wide range of meanings. VYet in
our present context the overwhelming majority of constraints is regarded

as centring around the following areas :

(a) Time factors, i.e. the amount of time set aside for a presentation
of the course, the times when block sessions occur, etc.

(b) Staffing factors, i.e. the number of staff members available,
the academic background and specialities of tutors, administrative
assistants, etc.

(¢) Facilities, i.e. the existing lecture theatres, and other working

venues, resource centres, equipment available on campus and at

schools, supporting services, number of schools used for placement, etc.

(d) Finance, i.e. funds available for implementing the course.
(e) Imstitutional factors, i.e. the existing school system, university

requlations, bureaucratic necessities, etc.

Recognition of constraints markedly improves the practicality of a

curriculum. It prevents the course-team (and researcher) from getting
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entangled in abstractions and far-fetched schemes. Instead of using
constraints as a springboard for multiple complaints against "the
system”", they are recognized as hard realities. This is not to say
that recommendations for changes in these areas may not be forthcoming
from this project. It merely precludes the possibility of the entire
curriculum proposed at the end being underpinned by the compulsory

removal of a major constraint.

Criterion 5 : Recognition of Constraints

The Teaching Practice curriculum should take into account the constraints

placed on the course.

3.3 PRACTICALITY WITHIN THE CURRICULUM STRUCTURE

[t stands to reason that the degree of practicality found in the
curriculum will be determined by the curriculum content. Yet looking
at research about Teaching Practice, it seems as if the content of
these courses are all but practical. A Took at some findings may

serve to prove the point.

A survey by Griffiths and Moore (1967) revealed that the majority of
principals in their study thought that teacher tréining courses produced
“unrealistic teaching". Research by Tuckman and 0Tiver (1968) proved
that when student teachers receive feedback from pupils, it leads

to permanently improved teaching behaviour, whereas feedback from
supervisors had no permanent effect. Blumberg and Kusick (1970) found
that the interpersonal insights and skills possessed by many supervisors

were inadequate. Silberman (1971) claims that supervisors usually
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have only a vague conception of education. Cope (1971) observed that
some students refrain from approaching supervisors with real problems
because they wish to preserve their self-esteem, Stanton (1972) found
that supervisors differed markedly from classroom teachers in their
indication of strengths and weaknesses in student performances. And
Turney et al (1977) revealed that most supervisors had 1ittle or no

training for their task.118)

Without overlooking the fact that these research projects have been
conducted some time ago, we have to agree that they are rather dis-
turbing. It seems a piausible hypothesis that if similar investigations
were conducted today they would have yielded similar results. Consequently,
to ensure that the present project results in a curriculum that has

strong ties with the real classroom situation, practicality needs

to be built into each feature. Accomplishing such a task involves
continual and careful attention to the objectives of the caurse. Firstly,
to counteract vagueness and passivity, objectives should, as far as
feasible, be statec in behaviocural terms.. Secondly, the nature of

these desired behaviours should force students to exert themselves
mentally, emotionally, and physically, ins%ead of merely requiring

them to read, or write, or talk. Thirdly, care should be taken to

avoid making the 1ist of objectives either too long or too short. It

is well-known that a lengthy syllabus leads to an overuse of teacher-
centred techniques, while a scanty syllabus often Jeaves teachers

as well as students floundering; in the end both conditions seem to

be counterproductive to an activity-centred approach.
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The practical implications of didactic theories previously proposed
(page 65) would in this study be used as a draft Tist from which

objectives for the course can be compiled.

To enhance the practical value of the course content, similar strategies
might be adopted to those applicable to the statement of objectives.

In addition, course content needs to be carefu11y examined to eliminate
passivity and boredom as far as possible. Especially pertinent here

are matters of weighting. The amount of time spenton practising each
skill should match the Tength of time actually needed to acquire that
skill, since mismatching in this area could be a major cause of

frustration or boredom.

As far as learning sequences are concerned, practical propensity can
be ensured by placing a restriction on the percentage of time spent
on facilitating reception learning. Unfortunately the two concepts
"reception learning" and "discovery learning" resist being placed
into neat little boxes. In an attempt to overcome this difficulty,
it may be suggested that not more than, say, ten percent of the time
in each time-sequence should be spent on lecturing to students. This

strategy provides course developers with a guideline to plan units.

In the area of teaching strategies and media, practicality may be
promoted by making provision in the curriculum for teaching methods

that foster discovery learning. Recent developments in teacher education
have yielded a wide variety of such methods and media. The ones that

seem to be used most often are listed below :
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Simulation (Cohen and Manion, 1978:16)
Microteaching (Brown, 1975)

Interaction analysis (coding) (Flanders, 1970)
Making lesson transcripts (Turney et al, 1977:49)
Hypotheses-based teaching (McIntyre, 1980:304)
Using protocol materials (Orlosky, 1980:275)
Observation (Walker and Adelman, 1975)

Programned lecturing (Gage, 1972:196)

Case studies (Merritt, 1981:8)

Depth studies (Dow, 1979)

Teaching problem laboratory method (Turney et al, 1977:54)
Modelling (Ibid, page 58)

Diaries (Dow, 1979) and so on

The fifth curriculum feature - evaluation of students - is beset by
problems of practicality. As is evident from the research findings
quoted earlier, these problems cluster round the criteria used for
assessing students. This area is so tightly interwoven with value
systems, that the only suggestions that will be ventured at this

stage, are that more attention should be given to the needs of students,

co-operating teachers, and school authorities.

Finally, practicality needs special consideration when strategies for
improvement are laid down. Provisions should be built into the curri-
culum to ensure that future modifications of the curriculum do not
Tead to the course lapsing into becoming too abstract and removed

from practical teaching situations.
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Criterion 6 : Practicality within the curriculum structure

The Teaching Practice curriculum should have a practical prospensity

in each of its features

3.4 CONCLUSION

It has been shown above that there are three criteria which can be
applied when degrees of practicality in a Teaching Practice curriculum

need to be evaluated.

The only remaining criteria to be established - criteria of democratic

design - are discussed below.

4, CRITERIA OF DEMOCRATIC DESIGN

It was K.E. Shaw who characterized educational enterprises as "organized
anarchies" (1975:56). If this is true of school systems, it is probably
even more applicable to tertiary institutions. Because the degree of
bureaucratic constraint on the individual is much lower at the

tertiary level, tutors are usually more free from interference than
school teachers. However, the price which tutors pay for their freedom
is the time they spend on discussing and negotiating co-ordinated

po]icies.119)

One of the crucial factors in determining the policy of an institution
or faculty is obviously the approval of curricula. Such approval
usually involves change, and since any situation of change offers
threats and opportunity differentially to the participants, curriculum

negotiation is generally accompanied by tension.120)
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[t is at this point that democratic principles become of critical
importance. Academics evidently baulk at plans imposed on them

without prior consultation, proving the truth of the adage :

“If ere convinced against his will

He's of the same opinion still."

Thus autocratic measures often set into motion attitudes of feigned

lethargy, increasing pettiness, and passive resistance, which in turn
leads to progressive polarization amongst participants. It seems as
if the only way to prevent or overcome such a situation is to adhere
to democratic procedure. Although democracy cbvicusly has its dis-

advantages, it still seems the only ideology known to man that offers
hope for the maintenance of harmonious and co-operative relationships

among peonle.

In this text democratic procedure is seen as a configuration of concepts
such as division of power, free elections, freedom of expression, freedom
of choice, and systematic decision-making. Thus concepts broadly
manifest themselves in two structural developments : design of the

product, and design of the process.

4.1 DEMOCRATIC DESIGM OF THE PRODUCT

At least two democratic principles should be evident in the curriculum
recommended at the end of this investigation : division of power,

and freedom of choice.
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4.1 Division of Power

The ideas drawn from four groups of people - teacher educators at
other institutions, school authorities, students, and tutors-must
figure prominently in the product emanating from this research.

The fact that curriculum models have an alterable and fluid character
to them, makes it impossible to stipulate the exact weighting that
should be given to the needs of each group. Suffice to note that

the final curriculum will be regarded as undemocratically designed
if the needs of any one group should be persistently incorporated

or ignored.

0f the four groups involved, the views of the course team will be
considered as being the most significant. They are, after all, the
individuals who will have to approve and implement the curriculum.
Placed in the role of leaders, they are here seen as being obliged
to protect the rights of "minority groups” and to make decisions

that will be in the interest of all four groups.

4.1.2 Freedom of Choice

To provide opportunities for the application of democracy, the outcome
of this investigation should offer tutors choices. This could take
the form of choosing between curricula or modules, as well as choices

in methods.

Criterion 7 : Democratic Design of Product

The Teaching Practice curriculum should reveal that it :
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(a) has been designed according to the principle of division
of power and

(b) makes provision for freedom of choice.

4.2 DEMOCRATIC DESIGN OF THE PROCESS

ATl the principles of democracy previously mentioned should clearly
be given recognition in the guidelines for implementation that

accompany the recommended curriculum.

4,21 Division of Power

It will be taken for granted that all the existing rules and regulations
of the University will be part and parcel of the implementation process.
In particular, the relevant curriculum will be presented for approval

to representative bodies in the regqular sequence, viz :-

(i) the Course-team committee,
(i) the Teaching Practice committee,
(iii)  the Board of the Faculty of Education, and

(iv) the Senate of the University

In the Tight of the distinction previously drawn between curriculum
and syllabus, it will be evident that the whole curriculum will not be
presented to the Senate for approval - only those details in the

curriculum which the Board identifies as being "“the syllabus."”
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4,2.2 Free elections

According to the present structure of the Faculty of Education at
UD-W, decisions about Teaching Practice curricula are taken by the
Teaching Practice Committee with the Head of the Department of
Applied Didactics acting as Chairman. The standpoint taken 1in this
study is that, whereas the Chairman is appointed by the Senate,

the rest of the committee should perhaps be elected by the course-
team. It might be a good idea for the course-team to decide (a) what
should be the size of the Teaching Practice Committee, (b) what its
powers are, and (c) who should serve on it. However, in the final
analysis the rules of the Faculty as Taid down in its constitution
should serve as a guideline for determining who should serve on this

important standing committee.

4.2.3 Freedom of expression

[t stands to reason that all members of the course-team should be given

the opportunity to make their opinions known before and during meetings.

Because of the delegation of powers to the Teaching Practice committee,
members of the course-team should be free to request this committee
to embark on certain actions, and to insist on an official report-
back. Regular progress reports in meetings and through circulars
would keep the course-team informed and involved - while the curriculum

is being negotiated, and during its implementation.
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4,2.4 Freedom of choice

21)

This matter has already been discussed.1 Each individual member
of the course-team should be given a full choice regarding the

implementation of the curriculum, or any of its units.

4.2.5 Systematic procedure

The present project is based on the assumption that formal meeting
procedure will be adhered to at all levels, and throughout the
curriculum process. Especially pertinent is that each feature,

down to the last unit, should be decided upon by majority vote. Since
the success of such a procedure is mainly determined by how well-
informed members are, early notification of meetings and provision

of supporting documents are seen as being of extreme importance.

Criterion 8 : Democratic Design of Process

The Teaching Practice curyiculum should be accompanied by guidelines
that would ensure an observance of democratic procedures as outlined

in the relevant section of this text.

5. SUMMARY AND CONCLUSION

We have traced the underlying justification of eight criteria which
will guide this research. O0On the basis of these supporting arguments
the Teaching Practice curriculum that emerges from the present

investigation should :

1. Give expression to two important recent trends in the professional

training of teachers, viz. CBTE and the Humanistic Approach.
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2. Make provision for students to acquire the skills and values
propagated by leading didacticians, as set out in the relevant
section of this text.

3. Emanate from an observance of the elements of a curriculum process,
and give account of six features of a curriculum, as stated in
this text.

4. Make provision for an optimal linkage between campus-based and
school-based programmes.

5. Take into account the constraints placed on the course.

6. Have a practical propensity in each of its features.

7. Reveal that it
(a) has been designed according to the principle of division of

power, and
(b) makes provision for freedom of choice.

8. Be accompanied by guidelines that would ensure an observance of

democratic procedures as outlined in the relevant section of this

text.

As was stated in the opening paragraphs of this chapter, these

theoretical principles will be used as anchoring ideas throughout
this study. If their role in the next five chapters appear to be
rather subdued, it would be largely due to the nature of the data

being presented.

Their significance will become more apparent in the concluding chapters

of the text.

In the next chapter an outline of the development and structure of the
Teaching Practice course at the University of Durban-Westville will be

presented.
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CHAPTER 3

DEVELOPMENT AND STRUCTURE OF THE TEACHING PRACTICE CURRICULUM AT THE

UNIVERSITY OF DURBAN-WESTVILLE

1. INTRODUCTION

Knowledge of the historical background of the Teaching Practice course
at the University of Durban-Westville (UD-W) would enable one to
obtain an insight into the current structure of the course. This
chapter is an attempt to provide such an insight. It aims at giving
an outline of the developments of the course, and at describing its
present structure. The dominant objective is to place the research
problem into a specific organizational context, thus converting it

into something more tangible and realistic.

We shall go about this task by looking at the history of the two
critical components of the course : School-based and campus-based

12z) Having considered these developments, we shall

Teaching Practice.
shift our attention to the present situation by focusing on three
facets : the constraints on the course, its present structure, and
a tentative evaluation of the course. However, to provide the
reader with a broad background against which these realities may be

seen, the chapter will commence with a general exposition of the role

and place of Teaching Practice at UD-W.

2. ROLE AND PLACE OF TEACHING PRACTICE AT UD-W

2.1 The University of Durban-Westville

The University College for Indians was established in November 1960 at
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Salisbury Island in the Durban Bay area. The purpose behind its
establishment was to give Indian South Africans the opportunity "to
imprint their own unique contribution on the cultural economic and
technological 1ife" of South Africa.123) For the first ten years
it was placed academically under the 'guardianship' of the University
of South Africa, but became academically autonomous in 1971. A year
later the campus was moved to its present site in Westville, and the

institution was renamed the University of Durban—Westv111e.124)

During the next decade the University remained mainly a government-
sponsored endeavour, but in 1984 it became autonomous, i.e. operating
under the same financial formula as the older universities in South

Africa. 129)

Because of recognized shortcomings in the political system from which
the University originated, a large proportion of the Indian community

126) This

has adopted a policy of non-cooperation with the University.
has led to a refusal by most students to become involved in sport and
other recreational activities on campus. Further tension is caused by
the fact that over 90% of stucents, but only 43% of the academic staff,
are Indians., Cutting across these sensitivities is the religious
polarization among Indians into two main groups, Muslims and Hindus.
Such realities inevitably leave their mark on campus relationships,
creating a hidden strain between students and students, students and

staff members, and academics and academics themselves, between students

and administration, and academics and administration.



The university has eight faculties. Throughout the 25 years of its
existence, a sustained growth has been maintained on all levels, as

is evident in the steady increase of students and staff members shown

in Table II.
1961 ) 197UJ 1975 1580 1985
i —
|
Full-time students 103 | 10090 2217 3817 5198
Part-time students 11 | 400 431 1014 1184
|
Academic staff 20 | 172 265 340 360
Non-Academic staff 68 136 351 565 697
TOTAL 202 1708 3264 5736 7439
1 |

TABLE I : NUMBERS OF STUDENTS AND STAFF WEMBERS AT UD-W, 1961-1985'%7)

2.2 Faculty of Education

In 1965 the former Department of Education was converted into a fully-
fledged Faculty of Education. During the period up to 1970 the faculty
offered six diploma-courses to help students to qualify as primary

and secondary school teachers.128)

From 1971 the faculty evolved its
own teacher training courses. One of the most impoftant developments
was the launching of a four-year integrated degree-course for student

teachers, known as the BPaed-degree course.129)

A second significant change occurred in 1978 when a drastic restructuring
of the B.Ed - degree course took place. The course became academically
more rigorous and made provision for students to obtain a high Tevel of

specialization in a specific area of Education.13o)
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A third major development was the re-adjustment of the departmental
structure operative within the faculty, which took place in 1983, This

led to the establishment of five departments :

(a) Foundations of Education, represented by six permanent

academic staff members.

(b) Psychology of £ducation, represented by ten permanent

academic staff members.

(c) General Didactics, represented by fifteen permanent academic

staff members,.

(d) Applied Didactics, represented by five permanent academic

staff members.

(e) Physical Education, represented by five permanent academic

staff members.

The responsibility for policy decisions is in the hands of members
of the Board of the Faculty of Education. At present the Board is

constituted in the following manner :

Dean (Chairman)

4 Professors

2 Associate Professors
10 Senior Lecturers

1 Professor from each of the other seven faculties

1 Representative from the Department of Education and Culture
4 Lecturers elected by Faculty members

1 Junior Lecturer acting as Secretary
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2.3 Initial teacher education courses presently offered by the

Faculty of Education

The University offers five initial teacher education courses, four

being degree-courses and one a diploma-course.

2.3.1 Degree-Courses

A11 four of these courses are aimed at assisting students to obtain
the degree of Bachelor of Paedagogics (BPaed). In specific terms

they are :

BPaed (Arts)
BPaed (Commerce)
BPaed (Primary Education) and

BPaed (Science)

[t is not the place here to give a detailed description of these courses.
Suffice to note that all of them are four-year full-time degree-courses
with a high Educational input. The BPaed (Prim Educ) - course is aimed
at the primary school Tevel, while the other three are directed at

training secondary school teachers,

2.3.2 Diploma-Course

This course, which prepares students for the University Higher Diploma
in Education (UHDE), is a one-vear post-graduate course. It nrovides
training for students wishing to teach either at primary or secondary
school level. Only candidates whose bachelor's degree-curriculum in-
cluded a set number of approved teaching subjects are admitted to the

course.
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2.4 Description of students

The minimum entrance requirement for a BPaed-degree course is
matriculation with university exemption. This qualification, how-
ever, does not automatically entitle a student to enrol for the
course; an appointed panel interviews and selects all UHDE and first-
year BPaed-students. A fair idea of the number of students that
annually enrol for BPaed-degree and UHDE-courses can be obtained

from TABLE III.

1982 . 1983 1984 1985
BPaed 1 210 336 329 126
BPaed II 129 206 273 259
BPaed III 144 141 185 252
BPaed IV 106 115 106 152
UHDE 81 129 154 123
TOTAL 670 927 1047 912

TABLE IIT : NUMBER OF STUDENTS THAT ENROLLED FOR INITIAL TEACHER
131)

EDUCATION COURSES - 1982-1985

If we compare the number of first-year BPaed-enrolments in 1982 to
that of the fourth-years in 1985, there appears to have been a drop-

out rate of approximately 28% of students.

Table III ,also shows the sharp drop of the first-year BPaed student

numbers that occurred in 1985. According to information released by
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the Department of Education and Culture this 1is the result of a service

cut in the number of bursaries allocated to student teachers, and

is only the beginning of a new trend necessitated by a saturated

market for Indian teachers.

a similar pattern.

The UHDE-figures show, to a Tesser extent,

This policy will inevitably have a marked effect

on future developments of teacher training at UD-W, as it did when

similar situations arose in countries abroad.

While there is a wide variety of subject-combinations which students

may choose from, their choices are chiefly determined by the specific

course to which they are admitted.

Table IV shows the manner in

which the total number of first-year and fourth-year BPaed-students

have been distributed among the courses during the past four years.

132)

1982 1983 1984 1985 TOTAL % *1
7 | BP I «
BP I | BP IV|BP I | BP IV|BP BP IV 8P L)BP IV
BPaed (Arts) 87 45 115 63 156 | 44 56 72J 638 b4
(BP d (Comm) 30 11 55 18 33 } 13 6 | 1 180
aed (Comm J ( A 12 |
(BPaed (Pr Ed) 53 35 95 18 91 33 35 53 413 28
BPaed (Sc) 39 13 68 14 48 9 29 1344J 233 16
TOTAL 209 104|333 113 | 328 90 | 126 | 152 (1464 100
TABLE IV : DISTRIBUTION OF 1st YEAR AND 4th YEAR BPAED STUDENTS,
1982-1985'°")
/S NERS/
3 }c:\




The highest intake of students occurred in the BPaed (Arts) and

BPaed (Prim Educ) courses; for the past four years approximately 72%
of the students enrolled for these two courses. The beginning of 1985
saw a slight shift in the direction of higher enrolment for the BPaed
(Science) course (23%) @ situation brought about by the demand

for more Science teachers. Whether this will alleviate the shortage
is questionable, since this course also has the highest drop-out rate
(f67%); this could in time lead to a progressively heavier enrolment

of science students.

Among UHDE -students  the subject bias is mofe difficult to determine
because students can opt to specialize in teaching subjects from two
or more different fields of study, for example one from Arts and one
from Commerce. Even if one should present a breakdown of the various
Method-courses for which these students enrolled, the picture would
still be hazy because each student enrols for two or three different
Method - courses. To give a true account of the situation would
require that much space be devoted to a relatively insignificant
issue. We would therefore content ourselves by noting that UHDE-
students are unequally distributed across a spectrum of approximately

23 Method-courses.

The ratio between the sexes of students taking these courses is

indicated in Table V.

P.T.0./page 102



1982 1983 1984 1985
M F M F M F M F
BPaed 271 318 378 420 378 515 | 307 482
UHDE 70 11 65 b4 | 75 79 54 69
TOTAL 341 329 443 484 | 453 594 | 361 551 B

TABLE V : RATIO BETWEEN SEXES OF STUDENT Teackers 31

These figures clearly illustrate the prevailing tendency of increasing
numbers of female students becoming attracted to the teaching profession.
The percentage of male students has shrunk from 51% in 1982 to 40% in
1985. The ratio between staff members of the faculty is the reverse -
+60% male and +40% female. To what extent this influences the attitudes

of students towards courses is uncertain.

2.5 Description of Staff

As might be expected from a faculty in which many diverse subject-
areas meet, the staffing situation in the Faculty of Education is
complex. At the time of writing this text in 1985, the academic
staff comprised 47 full-time and 16 part-time members. Due to the
divergent nature of Education courses, there is obviously an immense
variety of specialization areas in which these members lecture. In
practice, 12 of the full-time, and 7 of the part-time academics are
not involved in lecturing to students taking initial teacher training
courses. The influence which these members of staff have on initial
teacher education is only felt indirectly if they are members of the
Board. This brings the number of academics directly responsible for

initial teacher education at this university to 35 full-time and 9 part-

time lecturers.
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Of special importance for teacher training are the academic qualifications
of staff members. The Faculty has been fortunate in securing the

appointment of a large number of academics with advanced qualifications,

as 1s apparent in Table VI.

NUMBER OF STAFF MEMBERS

HIGHEST QUALIFICATION
v ¢ DEd | DPhil [MEd |OTHER | BEd | BEd |BHon OTHERWTOTAL

M +
DEGREE | BHon

CATEGORY A

Full-time staff members directly
involved in initial teaching 11 5 3 2 2 9 2 1 35
training

CATEGORY B

Part-time staff members directly
involved in initial teacher
training 1 1 2 5 9

CATEGORY C

Full-time staff NOT directly
involved in initial teacher 2 2 2 2 2 1 1 12
training )

CATEGORY D

Part-time staff NOT at all
involved in initial teacher 2 1 1 3 7
training L

L

TOTAL 13 |10 5 6 b4 11 5 9 63

TABLE VI : CATEGORIZATION OF THE QUALIFICATIONS OF ACADEMIC STAFF

MEMBERS IN THE FACULTY OF EDUCATION




In the 1ight of the fact that over 40% of the full-time staff members
have doctor's degrees,133) it is understandable why the Faculty displays
a marked attitude of concern about the continuous improvement of
teacher education. Since two-thirds of the full-time academics134)
have sucessfully completed post-graduate degree-courses in Education,

it is a rather obvious connection that they would stress the importance

of Education as a subject, and the professionalism of teachers.

This still leaves, however, a relatively large percentage of lecturers
who have not obtained any degree in Education as such. Although most

of these academics have completed diploma-courses, it does seem somewhat
alarming that of the total number of 63 members who lecture in the
Faculty of Education, only 35 (56%) have formal qualifications in

35)

Education.1 Yet let us hasten to add that these figures obviously
present a slightly distorted picture. Part-time lecturers, for
instance, lecture only to a small number of students, and have less
contact with their students than full-time Tecturers have with the
same students. Thus, to obtain a more accurate understanding of the
true situation, it is better to focus attention only on the full-time
staff members directly involved in initial teacher training. But even
here it is perhaps disturbing to note that 26% of the academics who
present courses in the field of Education, do not have any higher

qualifications in this field themselves. 136)

In addition, none of
the part-time Tecturers directly involved in initial teacher training
have degrees in Education, while five of them (56%) hold only one

primary degree in another field.

In the face of these facts it seems probable that a large number of staff



members find lecturing to student teachers a frustrating and energy-
sapping process, due to the disparity between their qualifications
and their students' expectations. If we add to this the normal
tensions that exist between educationists from different schools of
thought, negative transfer of educational concepts from one subject
to the next seems a foregone conclusion. To spur curriculum growth
and minimize superficiality, strong academic support programmes

seem essential.

Another staffing factor adding to the complexity of teacher education
courses, is the excessive number of specialization areas needed -

a situation to which UD-W is no exception. If one considers that

the faculty offers about forty fully-fledged courses in ZnitiZal teacher
training alone, the immense task of utilizing existing staff optimally
becomes obvious. To assist the reader in gaining an insight into

the staff situation with regards to these demands, a breakdown of the
present situation is presented in Table VII. Note that these figures
only indicate the degree of staff involvement in the presentation

of courses to student teachers in their final year of study.

P.T.0./page 106



NO. OF FULL NO. OF PART NO. OF STUDENTS ESTIMATED

TIME STAFF TIME STAFF INVOLVED TUTOR :

INVOLVED INVOLVED STUDENT

RATIO
1. Education III 8 253 1:32
2. Principles of Education 7 104 1:15
3.  English Usage 4 182 1:46
4, Eng Usage in Pr. School 4 77 1:19
5. Afrikaans Usage 3 184 1:61
6. Afr Usage in Pr. School 3 79 1:26
7. Teaching Practice III 33 9 138 1:37
8. Teaching Practice UHD;:} 122 i:]
SPECIAL METHODS OF
9. Accounting 1 12 1:12
10. Afrikaans 3 20 1:7
11. Arabic 1 17 1:17
12. Art 1 13 1:13
13. Biology 2 19 1:10
14, Business Economics 1 24 1:24
15. Clothing and Textile 1 3 1:3
16. English 2 106 1:53
17. Food & Nutrition 1 3 1:3
18. Geography 1 41 1:41
19. Guidance 1 20 1:20
20. Gujerati 1 i 1:1
21. Hindi 1 1 1:1
22. History 2 101 1:51
23. History of Art 1 9 1:9
24. Mathematics 3 88 1:30
25. Music 2 5 1:3
26. Physical Education 2 5 1:3
27. Physical Science 2 92 1:46
28. Speech & Drama 2 8 1:4
29. Technical Drawing 1 1 1:1
30. Urdu 1 6 1:6
31. Zulu 1 ) 1:2
TABLE VII : DISTRIBUTION OF STAFF AND STUDENTS AMONG BPAED IV AND

UHDE COURSES, 1985'38)




Because all students and a considerable number of staff participate
in more than one course simultaneously, the figures contained in this
table do not lend themselves to comparison with data contained in
other tables. They are shown here mainly for the purpose of
demonstrating to what extent the diversity of courses contribute to

a scattering of staff resources.

This table also serves to illustrate the central position of Teaching
Practice in the Faculty. While all the other courses broadly resemble
a set of pigeon-holes in which academics can become engrossed in

their own domains, Teaching Practice compels them to converge. It

is in this area where conflicts are most lTikely to occur. [t is

also in this area where a new burst of creativity may be encouraged.

According to the SAPSE-formula operative at the university, the
overall tutor : student ratio should be 1:20. Assuming *hat the average
student takes three courses per year, this amounts to a tutor : student-

130) [f we apply this formula to all tutors,

course ratio of 1:60-70.
students, ard courses invoived in initial teacher training at UD-W,
the current tutor : student - ccurse ratio is approximately 1:67,
which tallies well with the SAPSE-formula. However, many tutors fear
that the reduction of student numbers which started in 1985 may
perpetuate a series of changes. It seems logical, for instance,

that if student numbers drop to 50% of the 1985 intake, half the
number of lecturing posts presently filled may be declared redundant.

This possibility has given rise to much anxiety amongst staff members,

which in turn may affect their attitude towards courses.
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2.6 Place of Teaching Practice in teacher education courses

The beginning of 1982 saw traditional Teaching Practice courses at
UD-W being supplanted by new ones, as will be explained later in this
chapter. It gave rise to the rule that three year-courses, namely
Teaching Practice I, Teaching Practice II, and Teaching Practice III,
are compulsory for all BPaed-students. A fourth year-course, simply
named Teaching Practice, was established at the same time to cater

for the needs of UHDE-students.

2.6.1 Place of Teaching Practice in BPaed-courses

A1l BPaed-students, regardless of their specific study field, follow the
came three Teaching Practice courses. The place of these courses in the
context of their degree studies is indicated in the example of a
student's degree-structure shown in Figure 3. The courses in question

are ringed to facilitate identification.

Partly because of minor differences between the various BPaed-courses,
and partly because of the personal preferences of students, this example
is neither typical nor atypical of BPaed-courses generaily. A large
number of different options are open to students on various levels.

Each deviation from this example may perpetuate a series of changes

in the overall pattern. Nevertheless, to describe the role of Teaching
Practice as economically and clearly as possible, this exampie seems

a useful basis on which to pin the rest of the picture.



( BPAED (ARTS) - DEGREE

|
T ] T |

]
lst YEAR—»| ENGLISH PSYCH HISTORY GEOG EDUC
|
I I I I I !
| | |
2nd YEAR » | HISTORY GEOG EDUC TEACHING
II 11 I1 PRAC I
[ I l
3rd YEAR # | HISTORY GEOG TEACHING
111 [il PRAC II
]
Gth YEAR ® | £DUC TEACHING[[HIST|| GEOG| | ENG | |AFRIK
ITT | YPRAC ITII|[METH| | METH||US.| USAGE

FIGURE 3 : EXAMPLE OF A BPAED-STUDENT'S DEGREE-STRUCTURE

Perhans the most practical way of identifying the place of Teaching
Practice in BPaed-courses is to examine the amount of contact hours
students have with staff members. I[f we take the normal, time-allocation
given to courses at UD-W - approximately four hours per course per week,
for an estimated number of 25 weeks per year - it is possible to make

a rough comparison between Teaching Practice and the other subjects.

In Teaching Practice contrary to the other courses, provision is made

for onlv two contact hours per week during the first two years. Keeping
these details in mind, we are able to gauge the weighting given to

Teaching Practice on the weekly time-table of the student in the example :



NUMBER OF LECTURE CON- NUMBER OF CONTACT HOURS TOTAL NUMBER OF
TACT HOURS IN IN TEACHING PRACTICE CONTACT HOURS
OTHER SUBJECTS
FIRST YEAR 20 HOURS (+ pracs) 0 HOURS 20 HOURS
SECOND YEAR 12 HOURS (+ pracs) | 2 HOURS 14 HOURS
THIRD YEAR 8 Hours (+ pracs) 2 HOURS 10 HOURS
|
FOURTH YEAR L 20 HOURs [+ pracs) | 43 HOURS 243 HOURS

One of the striking features in this schedule is the great disparity
that exists in the total number of contact hours between the third
and fourth years of study - a feature of the BPaed-course that seems

to need urgent attention.

This student's weekly time-table, however, presents us only with a
partial picture. In addition to the weekly contact hours with
Teaching Practice tutors, students are required to spend certain set
periods at schools. To obtain a more complete picture of the actual
contact time BPaed-students have with Teaching Practice, it is more
profitable to Took at the total time allocations given to the ten
subjects indicated in the example. The estimated amounts of contact
time which the student in the example is Tikely to experience
throughout his four years of training, transformed into a pie chart,

are shown in Figure 4.

[t needs to be re-emphasized that this is but a rough estimate of one
particular example of a BPaed-course. The actual percentages of contact
time vary from student to student according to circumstances. BPaed
(Prim Educ) - students for instance, take two additional year-courses

in their final year, bringing the total number of subjects for that

year to eight. Also, students taking the BPaed (Science) - course



are 1ikely to spend more contact hours in doing their majors, due to

the large amount of time they devote to nractical work. Conditions

such as these necessarily affect the percentage of time taken up

by Teaching Practice. 0On the other hand, the majority of BPaed-students
are likely to wind up with course-structures rather similar to the one in
the examp]e.142) Thus it seems as if Teaching Practice figures more

prominently in average BPaed-courses than any other subject. As illus-

trated below, approximately 25% of the contact time that these students

have with staff members in the course of their training is spent in
143)

the Teaching Practice area.

ENGLISH T 5%

PSYCH I 5%

TEACHING HISTORY I, II

/////,PRACTICE 26% é/<:j:j & IIT 16%

|
t AFRIK USAGE 4% J

GEOGRAPHY I, II

ENG USAGE 4% £ 111 16% /
o /
N /
Q\% \‘;\0
P EDUCATION I,
N I1 & I11 16% ,
o J
S S
& s

FIGURE 4 : TIME-ALLOCATION GIVEN TO TEACHING PRACTICE IN A BPAED-COURSE,
141)

IN RELATION TO OTHER SUBJECTS




2.6.2 Place of Teaching Practice in UHDE-course

UHDE-students can choose between two diploma-structures, referred to
in the Calendar as Curriculum A and Curriculum B. The first one is
directed at training teachers for secondary schools, and the latter
one at primary schools. Since both these structures make provision
for Teaching Practice in a similar fashion, only one will be used

here to illustrate the place of Teaching Practice in the average UHDE-

course.

If we break down the contact time of UHDE-students in the same way as we

did for the BPaed-course, the pie chart presented in Figure 5 emerges.

/ /|

TEACHING PRACTICE

45%
AN

FIGURE 5 : TIME-ALLOCATION GIVEN TO TEACHING PRACTICE IN A UHDE-COURSE

PRINCIPLES OF
EDUCATION 13%

METHOD I 104%

METHOD I 103%

ENGLISH
USAGE 103%

/
[ AFRIKAANS
USAGE 103%

(CURRICULUM A) IN RELATION TO OTHER SusJecTs!'44)




As in the case of BPaed-courses, these percentages will vary, but

most UHDE students' yearly contact time will broadly reflect a similar
pattern. One of the chief differences between the BPaed and UHDE
courses is evident : whereas 26% of the BPaed-course is devoted to
Teaching Practice, 45% of the UHDE-course is taken up by this subject.
The primary reason for this is that the latter one is only a one-year

course, compared to the four years taken up by BPaed-studies.

Within the context of total time spent on obtaining a primary degree
plus the one year devoted to UHDE studies, Teaching Practice takes up

approximately 19% of contact time.145)

In many respects Teaching Practice courses at UD-W are still in a
transitional stage. The main reason for this is that the campus-based
components have only been introduced four years ago. It took, for
instance, two years for the first group of Teaching Practice I students
to reach the Teaching Practice III level, which necessitated interim
arrangements for students who had enrclled for Teaching Practice Il

and Teaching Practice III during 1982 and 1983. The outcome of these

interim arrangements are illustrated in Table VIII.
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]
COURSES 1982 1983 1984 1985
BPaed 1I 129 206 273 259
Teaching Practice I 87 183 238 209
BPaed III 144 141 185 252
Teaching Practice II 93 83 179 203
BPaed IV 106 115 106 152
Teaching Practice III - ) - 76 138
UHDE 81 129 154 123
Teaching Practice 250 240 181 122

TABLE VIIT : NUMBERS OF STUDENTS ADMITTED TQ TEACHING PRACTICE 1982-1985,

COMPARED TO TOTAL ENROLMENT FIGURES IN COURSES

During 1982 and 1983 no students were admitted to Teaching Practice III,
but BPaed-students were offered practically the same course as the UHDE -
students. Although a distinction between the twc has, for registration
nurposes, been made during 1984 and 1985, the content of these two

courses 1s still essentially the same.

3.  DEVELOPMENT OF SCHOOL-BASED TEACHIMG PRACTIC:

Apparently school-based Teaching Practice was incorporated into all

initial teacher training courses soon after the University was

146)

established in 1961. As the curriculum took form, it was

increasingly regarded as "an integrated part of the total spectrum

of the preparation of the teacher as a professional person.“147)

Against
this general background the development of five key aspects of the
course took place. A brief sketch of each of these may facilitate

understanding of the present structure of this component.



3.1 Preparation of Students

The preparation of students developed around two needs : general

preparation and specific preparation.

3.1.1 General Preparation

Throughout the 1960‘s and 1970's the general preparation of students

for Teaching Practice was regarded in a serious [ight. Explicit rules

were laid down for staff and students about matters such as observation
activities, preparation books, self-criticism, schemes of work,

involvement in extra-mural activities, etc. These regulations necessitated
intensive preparation. In the area of lesson preparation, for instance,
students were expected to prepare four lessons daily, one of which had

to be accompanied by proof of extensive preparation intended "to help

the student to achieve ciearness, definiteness and fullness in his

148) These

teaching and to arm him with knowledge and self-confidence."
rules were issued to students in the form of a twenty-page document,
Practice Teaching Guide for Students, and all tutors were required to

. . . 149)
enforce its implementation.

From the late 1970's onwards this system seems to have disintegrated
slowly. By 1980, when the writer of this text became a member of the
Faculty, the above rules were considered to be out-dated. General
preparation for school-based Teaching Practice as previously done,

fell into disrepute. Planning for school experiences came to be centred
around specific preparation by specialist lecturers, creating a more
flexible system in which individual tutors prepare their own groups for

. ., 150
school-based Teaching Practice in whichever ways they see fit. )



3.1.2 Specific Preparation

sAs is the custom in most teacher education institutions, specific
preparation for Teaching Practice at UD-W has been Tleft to Method
Tecturers. During 1967 and 1968, for example, all Method lecturers and
students were required to assemble on the last day of their Easter-
vacation at the University to prepare the students intensively for

the two-week block session that was due to commence the following day.
In addition, lecturers were requested to discuss Teaching Practice
matters with students every Thursday throughout the year, since, at

that time, students had to teach in schools every Friday.151)

In 1972 and for a few years afterwards it was a faculty rule for lecturers
to prepare final year students immediately after their official enrol-
ment at the University for their observation session that followed

immediately after.152)

[t is not clear when this practice was discontinued.
Since 1980 there has been no signs of an equivalent programme for the

three groups of students - BPaed Il's, BPaed III's, and UHDE's - that are
at present expected to do two weeks observation before lectures commence.

They essentially go into the schools "raw", i.e. never having met their

future method lecturers.
It has already been pointed out that specific preparation of students
has in recent years come to be seen at UD-W as the most important form

of preparation for Teaching Practice.

3.2 Placement of Students

During the history of Teaching Practice at UD-W, two distinct patterns



for the placement of students at schools have developed :

3.2.1 Placement of students near their home areas

This arrangement was established in 1978 and is valid for all students
who are required to complete an observation session at a school before

153) Since students

lectures commence at the beginning of the year.
arrange these sessions themselves with relevant principals, the

University is not officially responsible for organizing the placements.

3.2.2 Placement of students during block sessions

As far as possible, the university places these students at local schools
to facilitate regular guidance by tutors. From 1969 onwards it became
the custom to keep students at one particular school for the duration

of their teaching practice, except under exceptional circumstances. The
laborious task of arrangina these placements has for many years been

done most effectively by two particular members of staff, and 1s one

of the few areas of Teaching Practice that has rarely been criticized.

The numbers of students and schools presently involved will be discussed

Tater in this chapter under the heading Constraints on the Course.

3.3 Times and duration of school experiences

The nature of school experiences has long been a bone of contention at
UD-W. Traditionally there were three typnes of school experiences :
intermittent Teaching Practice, observation sessions, and block

sessions.



3.3.1 Intermittent Teaching Practice

From the mid-1960's until 1980 it was customary to send final year
students to schools for one day per week from March until the end
of the first or second semester. Many difficulties seem to have
arisen from this system.154) Throughout its implementation period
the opinions of staff members appear to have been divided about its
value and desirability. During 1380 the practice was retained for

one term only, and then finally abo]ished.155)

3.3.2 Observation sessions

With the development of BPaed-courses during the early 1970's concern
was expressed about the lack of school-based experiences for BPaed-

156) A system evolved in which all BPaed-students (from

students.
first-years through to fourth-years) were required to do two weeks
unsupervised Teaching Practice, either in January/February or nNovember/

157) From 1981 onwards first-year and final-year

December of each year.
BPaed-students were excluded from these sessions and since 1983 a

similar observation module has been incorporated into the UHDE programme.

3.3.3 Block sessions

Many of the difficulties experienced during this time in the faculty
clustered around the times and duration of block sessions. At the
beginning there seems to have been two periods set aside for con-
tinuous Teaching Practice under the supervision of tutors : two weeks

during the second term and three weeks during the third term.158)

In
1967 the faculty was requested by both the Rector of the University

and the Director of Indian Education to change these periods. They’



favoured an approach in which certain groups would be placed at schools

for the entire first term, and other groups for the entire fourth term.159)
After many discussions and negotiations the Board finally approved in
1970 the placement of students at schools during the last quarter, 1in
addition to other specified periods earlier in the year.16o) However,

a year later Senate referred the matter back to the Board after complaints

were received about :

(a) clashes between Teaching Practice and the University examination
time-table, and
(b) the suitability of the fourth term for Teaching Practice due to the

amount of revision work and examinations then taking place at

schoo]s.161)

After a period of flux in which the times of block sessions changed
repeatedly the faculty in 1978 reverted back to a system similar to
the original arrangement : three weeks during the second term and

162) When intermittent Teaching Practice

two weeks during the third term.
came to a halt in 1980, the second block session was extended to three
weeks, bringing the total number of weeks spent on the two block
sessions to six per year. Thus it has remained up to the present

time.

3.4 Rules and Regulations

During the period 1971-1980 the rules and regulations for Teaching
Practice was set out in two Tengthy documents : Guide to Teaching
Practice - a 23-page booklet for the use of lecturers - and Practice
Teaching Guide to Students - a 20-page booklet for the use of students.

They were published in 1971 after two years of intensive preparation
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which entailed, inter alia, a visit by the head of Teaching Practice
to various teacher education institutions in the United Kingdom during

163) Both these

which he studied modern approaches to teacher training.
documents show proof of an in-depth study of Teaching Practice and
didactic principles; so much so that the writer, Prof J H Bekker,
received, after its publication, an official congratulation from
Senate.164) In addition to practical advice, it contains much theoretical

background aimed at assisting staff and students to Tink practical

school experiences to educational theories.

In retrospect it seems regrettable that these Guides were not kept up to
date, revised periodically, and retained for the use of students and

staff.

The "New" Guide to Teaching Practice, which appeared in 1982, contains
neither practical advice nor thecoretical background. It is a simple pres-
criptive document in which students are informed about the requirements
for Teaching Practice in an impersonal, official manner. Originally
compiled upon request from the Teaching Practice Committee by the

writer of this thesis, it has since been annually revised by the Committee.

The Teaching Practice Committee was declared a standing committee in 1972,
and at the time consisted of ten members : the head of Teaching Practice,
two senior Jecturers, five lecturers, and two student representatives.165)
It had an executive committee consisting of three members. Although
nowhere stated as such, it seems as if all committee members except the
student representatives were appointed, rather than elected. The
committee had wide powers, was well-structured, and its duties were

explicitly spelled out (See Figure 6).166)



In 1982 the structure of the committee underwent a rather drastic
change. The number of members were reduced to three : the head of
Teaching Practice, the head of school-based Teaching Practice, and

the head of campus-based Teaching Practice.

The present structure of the committee will be outlined in the section

on campus-based Teaching Practice.

3.5 Assessment of Students

Realising the close relationship between process and product evaluation,
faculty members have always endeavoured to improve their own assessment of
students. Regular post-practice symposia have become a tradition that

167)

is being upheld enthusiastically. In addition, pre-practice seminars

and courses take place annually to assist and prepare tutors for their

168) Care is taken to

difficult task of evaluating student teachers.
make these symposia and seminars as relevant to Teaching Practice as
possible. In February 1985, for instance, five speakers from diverse

specialization fields outside the faculty delivered papers and conducted

discussion on Evaluation of Teaching.

P.T.0./FIGURE 6
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FIGURE 6 : STRUCTURE AND DIVISION OF DUTIES OF TEACHING PRACTICE COMMITTEE,

1971
Notwithstanding these efforts, the assessment of students presents
formidable problems. 0One such problem is achieving agreement about
the role of assessment during Teaching Practice. Already in 1967 pleas
went up from one group of tutors that the emphasis should be on guidance
rather than on assessment, while another group favoured the allocation

of percentages for each criticism ]esson.169)

Throughout the history

of Teaching Practice at UD-W the dispute stemming from these two clashing
belief-systems continued. A precarious compromise was reached in 1970

when the Board approved the allocation of symbols for criticism 1essons170)—

a rule that was valid until 1982. Emotions flared up in that year when

the university examination section demanded percentages instead of



symbols. It triggered off lengthy discussions between staff members.
One meeting about the role of assessment in Teaching Practice continued
for seven hours, and ended without agreement having been reached.
Equilibrium was eventually restored by the acceptance of another

uneasy compromise : individual Tessons would only be given percentages
during the second block session, but not during the first block session.
Although this rule still stands, many members of staff frequently

express discontentment about the arrangement.

Students seem to be as divided in their opinions about the use of
percentages as tutors. This fact is born out annually during post-
practice symposia when the matter evokes heated arguments with

unfailing regularity.

Another assessment issue that has shown itself to be a complication,

is disagreement about evaluation criteria. To which extent this was a
problem prior to 1980 is difficult to determine. Judging from documents
available-including verbatim discussions about Teaching Practice - the
problem hardiy existed. While this could have been due to a reluctance
by tutors to criticize the Teaching Practice committee openly, it is
also feasible to speculate that everybody was reasonably satisfied. In
both the tutor's and the student's guides the criteria for assessment

171 Uncertainties about particular

were spelled out in great detail.
courses of action could, theoretically, be alleviated simply by

consulting "the guide."

Whatever the situation may have been, it is significant that the moment
the compiler of these guides Tleft the University (at the end of 1979),

their content was rejected.
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As stated previously, the faculty has since opted for a more open system.
Considering that preparation of students at present revolves around
specific guidance by individual lecturers, it follows that assessment

is based on subjective criteria. For tutors the system functions well;
each tutor is, in effect, given carte blanche to apply his/her own
criteria in evaluating lessons. Students, however, complain bitterly
about the system. From 1981 they have never wavered in their denun-
ciation of it, and vagueness of criteria has been the most important
discussion theme in every post-practice symposium. VYearly the Teaching
Practice committee has the unenviable task of having to defend conflict-
ing standards. Given the strong resistenceshown by staff against any
suggestion of moving towards a more uniform approach, the committee has
thus far had little option but to turn a bland face and a deaf ear to

student calls for more explicit criteria.

4.  DEVELOPMENT OF CAMPUS-BASED TEACHING PRACTICE

4.1 Raison d'étre

Already in 1977 tentative suggestions were made by staff members for
the establishment of "afternoon-sessions" to allow for microteaching,
the production of teaching materials, and the practising of teaching

172)

methods. A year later funds were made available for the purchase

of micro-teaching equipment.173)

With the arrival of this equipment,
the incorporation of a micro-teaching programme into teacher training

courses came to be regarded as a necessity.

The original intention was to merely incorporate micro-teaching and

chalkboard components into the Educational Technology ~ course



which was, at the time, a compulsory subject for BPaed IV-students.
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174)

But as the new syllabus took form, the need for more far-reaching

changes became apparent. The net result of deliberations about

these and related matters was a series of modifications to a number

of courses. Of special interest for the purposes of this overview

were two particular changes :

(a)

The establishment of a Department of Didactics, aimed at making

75)

Education I, II and III - courses more praxis—oriented,1 and

the transformation of traditional Teaching Practice programmes
into four fully-fledged courses, each one encompassing a campus-

176)

based and a school-based programme.

The new structure of Teaching Practice-courses was proposed by the

head of the Education Resource Centre. His reasons for the proposed

introduction of campus-based programmes were :

to ensure the preparation and guidance of the student teacher

for teaching at a much earlier stage than had been done in the past;
to bridge the gap between theories of instruction and their imple-
mentation, i.e. to prevent theoretical components in teacher
education courses from “being only loosely bound to, or divorced

from, actual teaching situations";

(i11) to avoid situations in which students are suddenly confronted

with the classroom situation without adequate preparation.

The course itself was envisaged as taking place "in small group simulated

teaching situations, tutorials, observation classrooms, and micro-teaching
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contexts." It would include selected extra-mural activities, resource
centre activities, drama in Education, and relevant aspects of

Educational Technology.177)

4.2 Development of campus-based programmes

Early in 1981 a new committee - the Practical Didactics Planning
Committee - was created to plan the campus-based programmes that was
due to be tried out on final-year students that same year. This
committee, under the chairmanship of the head of the Resource Centre,
consisted of all tutors involved in school-based Teaching Practice.

For a variety of reasons, however, few of the Method-Tecturers attended
the meetings, causing the planning of modules to be done by a handful
of interested members. In addition to regular meetings, the committee
also had two Targe-group meetings with final-year students to discuss

the students' ideas about the syllabus for campus-based Teaching Practice.

Campus programmes were implemented on a full scale from the beginning
of 1982. During February of that year two visiting lecturers from
Stirling University in the U.K. presented a four-day course in micro-
teaching at UD-W. Faculty members reacted enthusiastically to the
course, paving the way forthe planning committee to incorporate a

variety of micro-teaching modules into the campus-based programmes.

Shortly after these events the "o0l1d" Teaching Practice committee was

178)

disbanded and a new one established, as previously explained. Whether it was

due to this change, or to the tutors being bogged down by the imple-

mentation of programmes, or other causes, the fact is that meetings



of the original planning committee became more irregular until,

towards the end of 1982, this committee fizzled out.

In a sense these developments completed the first phase of campus-
based Teaching Practice at UD-W. Early the next year a seminar was
held by visiting lecturers from Rhodes University in which micro-
teaching and other "mechanical" techniques were severely criticized.
This seminar led to a new approach to Teaching Practice which still
figures prominently in present programmes. In addition, the head
of the Resource Centre Teft the employment of the University early
in 1983, creating fertile ground for a complete renewal of Teaching

Practice courses.

Planning came to be the responsibility of the Teaching Practice

Committee, with the assistance of course co-ordinators.

4.3 Present structure of the Teaching Practice Committee

At present the Teaching Practice Committee consists of four members :

the head of Teaching Practice, two senior faculty members in charge

of school-based programmes, and one senior member in charge of
campus-based programmes. The head of campus-based programmes makes

use of the assistance of three co-ordinators : one for Teaching Practice I,
one for Teaching Practice II, and one for the combined course, Teaching
Practice III and Teaching Practice for U.H.D.E. Instruction in the

use of audio-visual equipment is done by a technical assistant from

the Resource Centre. A1l committee members and course co-ordinators

are appointed by the head of Teaching Practice. At infrequent periods -
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two or three times per year - meetings are held with tutors to inform

them which modules to implement and to orientate them for the course

programmes.

4.4 Implementation of programmes

Programmes are annually revised; previous modules are frequently dis-
carded and new ones designed. Although the proportion of time spent
on micro-teaching has been reduced to less than 5% of the course,179)
programme - designers have gone to great lengths to make the modules

as stimulating and meaningful as possible. A1l programmes are strongly
discussion-centred, and tutors are given much lTeeway to implement
modules in their own way. Their evaluation of students are accepted
unquestioningly and at no stage do course co-ordinators or members of
the committee interfere with, or "breathe down the neck" of, staff
members. Tutors are treated as free and responsible people, well able
to implement programmes without being spoon-fed. This policy has led

to smoothly running programmes with the minimum of open conflict

between tutors.

5. CONSTRAINTS OF THE COURSE

5.1 Time Factors

The amount of time set aside for the presentation of the course is

summarized below :

a) BPaed-course

i)  Teaching Practice I APPROX. NO. OF HOURS

School-based programme : two-weeks in

January/February of each year 60



i)

ii1)

APPROX. NO.

OF HOURS

Campus-based programme : one double period
of approximately 2 hours each, for 25 weeks

per year

Teaching Practice II

As for Teaching Practice I

Teaching Practice III

School~based programme : two block sessions
of three weeks each, one in the beginning
of the second school-term, and one at

the beginning of the third school-term

Campus—based programme :

a) Two double-periods of approx. 2 hours
each for 19 weeks per year

b) Ten hours of instruction in the use of

audio-visual equipment

U.H.D.E.-course

Sehool-based programme
i) Two weeks 1in January/February

i) Two block sessions as for Teaching

Practice III

Campus=based programme :
As for Teaching Practice III

TOTAL NUMBER OF HOURS

50

180

76

60

180



130

5.2 Staffing Factors

The staffing situation has already been outlined. All factors outlined
in that section can be considered constraints. Distribution of staff

members involved in Teaching Practice is shown in Table IX.

FULL-TIME | PART-TIME TOTAL
TUTORS TUTORS

SCHOOL-BASED TEACHING PRACTICE (_ 35 9

TOTAL 44

CAMPUS-BASED TEACHING PRACTICE

Teaching Practice 1 5 -

Teaching Practice II 11 -

Teaching Practice III 16 -

TOTAL .32

180)

TABLE IX : DISTRIBUTION OF STAFF AMONG TEACHING PRACTICE COURSES

For purposes of this study only the total numbers involved (44 and 32)
will be regarded as fixed constraints. As set out here, three of the
full-time staff members and none of the part-time anes are involved in
campus-based programmes. This, tcoo, will be considered as a fixed

constraint.

A staffing condition seen as being flexible - thus NOT a constraint -

is the division of staff among Teaching Practice I, Il and III. This

is essentially an internal arrangement, and brings about an unfortunate
situation in which only 16-18 tutors (involved in Teaching Practice III)

are actually in a position to help students 1ink their campus and school
experiences. Consequently, only the total number of tutors participating in

campus-based programmes (32) can be accepted as a fixed determinant.



Full-time tutors here indicate members of the faculty employed on

a full-time basis, and who are directly involved in Teaching Practice.
Part-time tutors are those full-time employed elsewhere - perhaps in

other faculties or institutions - who Tecture to student teachers on a
part-time basis. In actual fact, however, all Teaching Practice tutors
work on a part-time basis because they chiefly lecture in other specialized

areas within the faculty. This, too, is a serious constraint on the

course.

5.3 Facilities

The facilities available to put the course into practice are too many
to T1ist here. Theoretically all the facilities on campus- eg. lecture
theatres, libraries, offices, etc. - are at the disposal of course

developers. There seems to be Tittle point in 1isting them here.

As far as equipment is concerned, the Education Resource Centre provide
access to textbooks, slide shows, video-tapes, wall-charts, a photocopy
machine, and other kinds of material normally found in resource centres.
Furthermore the Resource Centre has the following equipment available

specifically for teacher training :

20 Chalkboard units

12 Overhead projectors

2 Record players
27 Tape recorders
6 Cameras

12 Slide projectors

2 Filmstrip projectors
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2 Motion film projectors
6 TV-monitors

6 TV-cameras

5 Video recorders

3 Computers

2 Portable video recorders
1 Spirit duplicator

1 Thermal copier

1 Scanner

1 Photographic Taboratory

11 Typewriters

The number of schools available for the placement of students change
slightly from year to year. There are at present 44 such schools put
at our disposal by the Department of Indian Education : 16 primary
schools and 28 secondary schools. Each school can accommodate an
average number of six students, although the number varies from school

to school.

5.4 Money

[t is virtually impossible to make a distinction between finances
available for Teaching Practice and those for the faculty as a whole.
Moreover, the amounts vary tremendously. Every year the Board of the
Faculty of Education submits a detailed budget of projected expenses to
Senate, and approval is preceeded by a meticulous examination of each
item. Approval is obviously influenced by the financial state of the
University as a whole. Thus it would be unrealistic to describe this

constraint here. Suffice to state that Senate is unlikely to approve a
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sudden sharp increase in expenditure, and recommendations flowing from

this research should take cognisance of such a restriction.

5.5 Institutional factors

Most institutional constraints have already been outlined, eg. enrolment
figures, regulations of the university, the existing school system, and

other bureaucratic necessities.

One fact that has not yet been mentioned concerns the size of the
student groups in campus-based Teaching Practice programmes. Apart
from the Teaching Practice I - students, all students are divided into
groups of approximately 15 students each. The first-year students,
however, are divided into three large groups of 40-100 students each,

placing severe stresses on this programme.

This brings to the fore ancther constraint : lecture loads cf staff
members. The present allocation of workshops to tutors has resulted
from a careful scrutiny by the Teaching Practice Committee of the
complete lecture loads of each tuter and must therefore be accepted
as a reasonable distribution of work among staff. It would be unfair
to increase these work-loads of individual tutors, and thus future
changes to campus-based programmes should take place within this

framework.,

There has, however, been a considerable drop in the numbers of students
who registered for BPaed courses in 1985. This is due to the fact that
fewer teachers are needed to man the Indian schools in South Africa, and

this fact will influence future campus- and school-based programmes.
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On the other hand, work-loads on staff during school-based programmes

do not seem to be unduly heavy. During block sessions, of course,

tutors work extremely hard. But the other two-week period when school-
based Teachina Practice takes place (January/February) occurs towards

the end of a two-month holiday for most tutors. This hardly seems

fair on the senior members serving on selection panels and other committees
whose holidays are usually cut short from the middle of January.

Moreover, this is an internal arrangement and in the past, as we have
previously noted, tutors did in fact prepare students for school-based
experiences during this time of year. For these reasons it does not

seem feasible to accept this arrangement as a fixed constraint on the course.

6.  PRESENT STRUCTURE OF THE TEACHING PRACTICE 'CURRICULUM

The curriculum outlined below should be seen against the dynamic back-
ground that characterizes all curriculum processes. It is as impossible
to describe the real events happening in a course as it is to capture the
experiences of a marathon athlete in a single photegraph. This is

as true of the Teachina Practice course presently operative at UD-W

as of courses elsewhere. The campus-based components especially are
constantly in a state of flux : many units are planned for the first
time shortly before they are presented; others are struck off when
unforeseen difficulties arise; some tutors deviate from the programme,
etc. Thus it must be admitted that the structure below is not accurate
in every detail. It is a conglomeration of what the courses entailed
during 1984 and/or 1985, and what could be gleaned from available
documents that have been circulated to staff and students during this
period. It is here preserted merely to provide a working basis and a

scheme of reference around which the rest of the investigation can be built.



CURRICULUM FOR TEACHING PRACTICE I, IT AND III

6.1 Aims and objectives

No trace could be found of a recent statement of aims for the course
in general. In the light of this, it seems safe to presume that the
aims are still the same as they were when campus-based programmes were

proposed 1in 1980.181)

Similarly, the general aims of school-based Teaching Practice do not
appear to have been communicated recently in writing to either staff

or students.

Gradually within each of the programmes statements of specific aims

have begun to appear. Below is a list of them :

Teaching Practice I - School-based

a) To understand the nature and purpose of a few of the routine tasks
of the teacher and to see these as meaningful in the context of the

82)

school in particular and Education in general.

Teaching Practice I - Campus-based

b)  To provide students with experiences relating to learning and teaching.

c) To familiarize students with important educational concepts and
principles.

d)  To enable students to analyse and evaluate learning and teaching.

e) To apply what they have learned to the teaching process.183)

Teaching Practice II - School-based

As for Teaching Practice I - School-based.
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Teaching Practice II - Campus—based

. . 184
£)  To involve students in learning some of the processes of teaching. )

Teaching Practice III and for UHDE - School-based

Not stated.

Teaching Practice III and for UHDE — Campus-based

The first part of this course (Units 32-36) is aimed at helping students

to :

g) Articulate their reasons, often unconscious, which underlie their
actions in the classroom and the school.

h)  Focus on the nature of schooling.

i) Provide a basis for self-awareness and self-evaluation.

j) See theory and practice as a unity.

k)  Work together in groups and thus learn something of the dynamics
of group work.

1) Plan, design, teach, evaluate and redesign a lesson.

m)  Focus on that special relationship between teacher and pup11.185)

The objectives of the course appear in Table X, at the end of this

chapter.

6.2 Learning sequences

As set out in Table X.

6.3 Course Content

As set out in Table X.

6.4 Teaching Strategies

As set out in Table X.

6.5 Evaluation of students

As set out in Table X.
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6.6 Strategies for improvement

The details of these strategies have already been given under the

heading Present structure of the Teaching Practice Committee.186)

Curriculum for Teaching Practice (U.H.D.E.)

This curriculum entails a selection of certain units from Teaching
Practice I, II and III. The following units are presented to U.H.D.E.-

students :

Units 1-9
Unit 16 and

Units 32-40

In addition, Units 14 and 15 appear in a slightly modified form. The
objectives and learning sequences of these units in the U.H.D.E.-curriculum

are
Unit 14

Prepare and teach four lessons with the assistance of the class teacher -

16 hours.
Unit 16

Observe ten lessons and write comments about some of them - 16 hours.

This brings the total number of hours devoted to the school-based
programme to 240 hours, and the campus-based programme to 76 hours -
in all, an estimated number of 316 hours for Teaching Practice (U.H.D.E.)

as a whole.
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EVALUATION OF THE CURRICULUM

Using the criteria laid down in Chapter 2, it is possible to speculate

about the relative strengths and weaknesses of the current curriculum.

7.

Professional relevance

Although there are no signs of CBTE techniques in the curriculum, some

characteristics of the Humanistic Approach are noticeable in Units 32

to 37. However, two factors are Tikely to hamper the beneficial

application of the Humanistic Approach in these units :

a)

Only two of the techniques of this approach - exposing the students

to ideas about teaching, and continuous assessment - figure in
these units. The other three fundamental requirements - active
involvement in schools at every stage of the programme, the
circulation of a weekly calendar of events to staff, and the
allocation of the same students to one particular tutor for the

duration of his/her teacher training - are not fulfilled.

There is not a parallel academic support programme to train
tutors for this approach. Only one of the eighteen tutors who
put these units into practice has qualifications in psychology.
As stated previously, the whole success of humanistic programmes
depends on the ability of tutors to apply Rogerian psychological

principles.

Considering these factors, as well as the fact that in approximately

90% of the curriculum neither CBTE nor the Humanistic Approach figures,

the curriculum seems to reveal a low level of professional relevance.
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7.2 Didactic relevance

Of the twelve didactically-relevant topics that warrant inclusion

in the curriculum, ten are partially represented. It could there-

fore be concluded that the curriculum reveals a medium level of didactic

relevance.

The topics and sub-topics that have been omitted are :

Stating behavioural objectives187)

Conducting excursions

Drawing up Schemes of Work

Applying the following teaching methods : demonstration, games,
groupwork, guided discussion, narration, programmed instruction,
questioning, and role play

Producing and/or using the following instructional media :

audio learning materials, the chalkboard, models, overhead
projectors, transparencies, pictures and graphics, slides and
slide-shows, textbooks, and worksheets

Teaching concepts meaningfully

Evaluating pupils

This aspect will be further discussed under the heading Practical

propensity.

7.3 Curricular relevance

If we use the developmental level or completeness of the various features

in each unit as a guide to determine curricular relevance, the following

points seem justifiable :



7.3.1 Aims and objectives

The failure to state general aims have resuited in specific aims being
vaque, repetitive and long-winded. Both general and specific aims
deserve closer attention. A clear distinction between the aims of
the various programmes could also be of great benefit in providing

participants with a stronger sense of direction.

[t stands to the credit of planners that more than half of the units
are accompanied by statements of objectives. Those units for which
objectives have not yet been stated - especially Units 17-22 - are

parts of the course that have only recently been introduced and are

still being developed.

7.3.2 Course content

This feature of the curriculum is well planned. Despite the many
difficulties encountered by course developers, they have succeeded in

planning a theme for each unit.

7.3.3 Teaching strategies

Out of the 40 units there are 33 for which teaching strategies have
been designed. Those for which strategies are still Tacking are mostly

the ones that have recently been incorporated into the curriculum.

7.3.4 tvaluation of students

As might be expected from the handicaps wrought by an incomplete statement
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