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DEVELOPMENT OF A PROFESSIONAL STUDIES PROGRAMME
FOR CAPE TOWN TEACHERS' COLLEGE
WITH PARTICULAR EMPHASIS ON THE PROBLEM

OF INTEGRATING ASPECTS OF THEORY AND PRACTICE

PREFACE

At a time when existing social and educational structures are rightly
open to question and debaté, the White colleges cannot escape thé same
scrutiny and euaiuation. Such criticism must address not only the
morality of separate provision for student teachers ofAdifferent
races, but must also raise questions concerning the preservation of
the undergraduate routeufo the teaching profession and the
justification for the teacher education offered at institutions such
as the Cape Town Teachers! College (hereafter referred to as the

College).

This dissertation outlines the steps by which an enquiry which began
as a modest attempt to give greater coherence to the components of the
teacher education course developed into a deeper search to reconcile
educational theory, subject knowledge and professional skills in the
Professional Studies programme. Although many necessary and
well-received changes were effected, there was a growing conscilousness
of the eclectic and piécemeal nature of such innovations. While most
lecturers were united in their rejection of Christian National
Education (CNE) as an underlying philosophy, there was need for an
agreed matrix aor core of assumptions about the nature and purpose of
educational enterﬁrise to give conceptual coherence and meaniﬁgful

structure to the College task.  Such a perspective was required to




provide this basis and yet to retain sufficient width to preserve the
rich diversity of opinion and outlook which are themselves enriching
to an institution.

The writer has undertaken a literature survey of the paradigms
underlying various approaches to teacher education, and believes that
the 'enguiry perspective! identified by Zeichner (1983) offers a
valuable heuristic device for organizing discussion. His emphasi;
upon the need to reflect upon the connections between the classroom
and the wider educational, social, economic and political conditions
that impinge upon and shape classroom'practice, and his insistence

: upoé open-mindedneés; responsibility and mhole-héartedness as
gualities to be developed by the reflective teacher seem particularly

appropriate to the needs of the present. time.

Some suggestions have been extracted from the literature covering the
development of the professional camponents in teacher education in
England and Wales which seem relevant to the needs of the Professional
Studies programme at the College., These must be seen against the
background of the adoption of the 'enguiry perspective' referred to
above, but within the limits imposed by statutgry demands on the

course,

The final section of this dissertation draws attention to issues
related to the Professional Studies programme to which the College
should be giving thought in preparation for anticipated new

opportunities of equipping teachers to educate all the children of

this country.
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SECTIGON I

CHAPTER ONE

THE CONTEXT

Institutional aspects of control and administration in the College
have wide implications for the design and functioning of the
Proféssional Studies Programme. They are also a powerful reflection
of the philosophy and ideclogy of the College as an educational
institution in South Africa. A brief survey of the salient‘Features
of the College administration and functioning will be followed by a
critical assessment of the possibility of developing a professionaily
relevant and defensible teacher training programme within such a

context at this critical time in the history of this country.

CAPE TOWN TEACHERS' COLLEGE

The Cape Town Teachers' College is an institution provided and funded
by the Cape Provincial Administration (C.P.A.) to train White men and
women teachers for the Junior and Senior Pfimary‘phases of White

Primary Schools. (These coursés represent the first three, and next

four years of compulsory formal schooling respectively.)

In accordance with the provisions of the National Education Policy Act
(Na. 39 of 19689 : Section 1.A (3)) whereby the training of White
persons for Pre-Primary and Primary Schools should take place in clase

collaboration with a university, a memorandum of agreement was entered
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into between the Council of the University of Cape Town and the Cape
Provincial Administration. Theiinfluence of the Unigersity is
brought to bear on the College throQgh its representatives on the
College Council and Senate, and through the po@ers vested in it in
terms of the agreement; chief of these is the monitoring of academic
standards. The University also exercises influence through debate in
both Council and Senate and in its representation on sub-committees

and delegations,

The C.P.A. has nominated representatives on the Council, but its

command of the financial purse-strings places it in a position of such

" power that it has little need of spokesmen. It provides physical

amenities, subsidizes expenses and pays salaries. In the context of
safeqguarding the interests of children within its schools it retains
the right of compiling teacher fraining syllabuses for this, and
similar Colleges (in consultation with university and college
representatives) and of laying down certain criteria which must be met

by those nominated for appointments at colleges.

COURSES OFFERED

The College offers a four year concurrent Higher Diploma in Education
for either thevJunior or Senior Primary phases of the school. Its
diplomates are equipped specifically for the needs of children within
these areas of the school. For the purposes of this paper, the
investigation.mill refer to the provision of a Professional Studies
programme for the Higher Diploma in Education for Senior Primary

students.

College courses are accredited by the University of Cape Town but




within the structural framework laid down by the committee of Heads of

Education and published as Criteria for the Evaluation of South

African Qualifications for Employment in Education. \

(Interdepartmental Advisory Committee on the Qualifications and
Tra%ning of Teachers. I.A.C.0. 1979). The University exercises the
right to serve as external examiners for final College examinations,
but exerts greater influence through thé informal discussions of
problems and common interests on a one-to-one basis throughout the

year.

ENTRY QUALIFICATIONS

Entry ié restricted,by‘provincial Ordinance td white South African
citizens. UntilAJanQary’IQBS men were excluded on gfounds of sex,
but after a long struggle waged by various interested professional
bodies and the College Council, and with the support of a petition
from the white community of Cape Touwn, Bureaucratic sanction was given

to admit men students for a trial period of three years.

The minimum entrance qualification required is the Cape Senior
Certificate (or equivalent) in which both official languages are
offered on the Higher Grade (with one or both as first language) and
an additional Higher CGrade pass in a subject selected from a specified

list of classroom related subjects.

SELECTION PROCEDURE

Initial application is made to the Cape Provincial Education
Department's Selection Committee by means of the submission of an

application for selection and/or financial assistance (Form E.S50).




Confidential information on the candidate's suitability as perceived
by the appropriate school superintendent in an interview, a report
from the teacher psychologist, a rating by the Principal.on criteria
deemed relevant by those responsible for the compilation of the
instrument, a medical report and the inclusion of final Std. IX and
mid-year Std. X examination results constitute the basis on which the
Selection Committee sifts its applicants; The number selected by
this body each year is based on demographic projections of the number
of white Primary School teachers who will be needed four years hence.
The criteria are believed by the Provincial authorities to
discriminate in terms of the overall merit of the applicants, and one

may infer that they are also seen as holding predictive power in terms

of teacher suitability and competence.

Each White college in the Cape‘is granted a quota of students
annually, and it may only select its students from those who have been
'approved' by the Selection Committee and who have sought admission to
Cape Town Teachers' College. No candidate may be admitted who has
not been selected in this way, regardless of whether he/she is.
prepared to pay his/her way, and regardless of whether there are

facilities available.

IMPLICATIONS FOR THE COLLEGE

Lack of Autonomy

One of the most striking features is the lack of autonomy of this
tertiary institution. The restraints within which it functions could
give credence to the cynical view that it is an extended high school
offering Standards Eleven to Fourteen. Frustrating though these

constraints may be at an administrative level, it is the restriction




of autonomy at an academic level that is the most problematic.

In the matter of who shall teach, for instance, the College Council

may make nominations for vacant posts, but these require confirmation
by the C.P.A.  An excellent candidate in terms<of the College's needs
may be disqualified on grounds other than those of academic and
professional fitness for the task. The Department stipulates, for
instance, that in order to qualify for permanent appointment, the
candidate should be a white South African citizen; have had a minimum
period of expeyience in white state-aided schools within the Republic,
should hold bilingual qualification in English and Afrikaans, énd,
.until fairly recently, had to be single in the case of a woman (but

not of a man).

The above example serves to illustrate theApOMEr ratio in the triadic
relationship described, the different perceptions of priorities in
educational matters exercised by each, and the parochial, stultifying
effects in the long term on an institution committed to employing

home-grown products.

In addressing the guestion of who may be taught, the College's lack of

autonomy is further illustrated by the Departmental Selection process.
All representations to permit the College to select its own candidates
have fallen on deaf ears. In this respect, Departmental Colleges

have less autonomy than schools.

With regard to wider issues, the ideological commitment to the
principle of white teachers for white pupils has led the C.P.A. into
their present dilemma of fearing the production of too many white

teachers in the light of a declining white birth rate. An attendant
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problem is the fate of the half-empty white colleges, of which there
are no fewer than eight under the administration of the C.P.A. It
would seem only charitable to assumé that theif being p;rmitted to
continue to function so wastefully in tefms of provision and personnel
(albeit that two are being converted to Colleges of Further Education

with responsibility in the main for In-Service and correspondence

courses) can only be in preparation for long overdue rationalization.

For those who hold no allegiance to the narrow view of education
propounded by Christian National Education exponents, a more logical
and challenging alternative would seem to lie in opening the colleges
to those capable of benefiting from them regardless of race. It is
the writer's belief that if such an opportunity were offered to the
Cape Town Teachers' College the consensus of professional and public
opinion would favour such a step. The folly of being unprebared when
such an opportunity offered would be exceeded only by the crime of not
accepting the challenge. Instead of finding itself in a reactive
situation to such an eventuality, the College should be engaged in

pre-active preparation,

It is in the area of what may be taught that the College has derived

the greatest benefit from its association with the University. In
one-to-one discussicn and in consultations with external examiners new
perspectives have emerged and new approaches tried. It is to the
credit of the individuals concerned that mutual respect and openness
characterize most contacts, allowing issues to be debated frankly and
without defensiveness. It may be argued that the possibility to
venture and to experiment has always been available, but the support

and stimulation of discussing new ventures with a supportive oppaosite




number has goaded lecturers to exerc1se the degree of freedom which is
theirs. It is in this sphere that C.P.A. Departmental structures are
least pervasive, and where the University has played a leading role in
supporting change. While applauding these ventures a salutory
warning against too much rejoicing in higher academic standards at the
expense of the professional commitment of the College is provided by
the experiences of colleges in England and Wales in the 1960's and
early 1970's., This is‘perhaps particularly true of cases where
external examiners are drawn from outside the University's Educafion

Faculty.

Discrimination

A second significant feature of the college context is evidence of
educational decisions based on discriminatory practice. . Overt
discrimination has already been identified in appointments where
factors other than merit may operate, and in selection procedures,
where race, nationality and sometimes marital status or sex disqualify
a candidate. lhether overtly or covertly, such discriminatory

practice has influenced every aspect of the College.

Just as significant, but less obvious, are other practices with regard
to selection which militate against the inclusion of certain groups

and individuals,

Although committed to the principle of mother tongue instruction in
the Primary Schools, the Provincial Education Department's demographic
projections are used with the sole purpose of determining the total
number of white teachers needed in the future, without regard to the

numbers required by each language group. This contention that

10
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'merit' (as perceived by ratings on the E,50 instrument) should be the
only criterion fegardless of the needs of groups militates against the
selection of English-speaking candidates for reasons which will be
discussed hereafter.

It is commonly believed that the English are more concerned with
well-remunerated business and professional enterprises than with
so-called vocational or community-serving careers which afe less
financially rewarding, and that this accounts for their alleged
reluctance to enter teaching if they have the ability to do better for
themselves, This simplistic caricature does not take account of
other factors which may be nearer the truth. Rejection of the
ideological basis of state-fuﬁded education and an unwillingness to
become part of the institutionalizedrprocess which perpetuates the
system may deter youhg people of both language groups, but the
cultural and social ethos of the English reinforces the preponderance

of this view in their community.

Of those who are sufficiently strong-willed, independent in their
thinking, and are able to perceive entry into the system as a personal
challenge to contribute to its change, it is doubtful whether many
survive the instruments and process of selection. The writer
believes that if the personalities who pass through its filter have
characteristics in comman, then in gengral one may identify those who
have been conformers, the 'ideal'! pupils who were well-régarded by
those in authority, who 'gave no trouble', and whose academic results
reflect success in meeting the demands of a largely content-based
examination., Without detracting from the personal qualities of warmth,

gentleness and concern for children which are manifest the products of
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this selection system, one wonders whether a selection process whicn
placed a higher premium on evidence of a critical and~indapendent
mind, breadth-of vision and personal autonomy, and a measure of
emotional and mental toughness would not be a salutory innovation.
Cape Town Teachers' College has always valued the contribution made to
the corporate life of the institution by those of its students who are
Afrikaans-speaking, but who find themselves at home in the fairly
broad and tolerant ethos of the College. A regrettable feature: of
contraction in numbers is the loss of the Afrikaans First Language
course, and with its demise, the Afrikaans home language students.
With their loss the College is poorer to an extent greater than their

numbers would suggest .

Lack of Consultation

A third Featufe of College life is the fact that it often finds itself
expected to accommodate changea without having been granted the
opportunity to make a professional contribution to the discussions
concerning the practicality or desirability of such change. The
transfer of the College's voluntarily undertaken responsibility for
Teletuition to another College without consultation with the College
Council, and the proposed merger of this institution with Barkly House
Teachers' College provide two examples of this kind of action. In
the latter case, althaugh the move was termed 'rationalization' the
incorporation of two unlike and highly specialized institutions
without loss of staff (other than a Rector) and with the maintenance
of the same facilities and courses could hardly be conceptualized as
rationalization. This type of decision-making, for which no

prafessionally supported argument was sought or given, reflects the
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often apparently high-handed and bureaucratic functioning of the

C.P.A.

Few could have a greater professional interest and contribution to
make to the Departmental Selection for Teacher Training than the
institutions themselves, yet it was only in 1983 that a token

representation of one member was granted to them on this body.

THE CASE FOR THE COLLEGE

In view of its lack of academic freedom, the discriminatory practices
to Lhich it is party, and‘its pefceived subservience to the dictates
of its master but not its mentor, the C.P.A., its existence in its
present form in the quise of a tertiary institution cannot be
Justified. It Has some redeeming features, but their impact is
vitiated by the strangleﬁold df bureaucracy, and much that it would
view as exciting and innovatory mould be regarded as subversive from

the opposing and alienating perspective of officialdom.,

And yet all is not gloom and darkness, forAthe potential exists far
the College to make a real cont;ibutinn in'thé field of Primary
Teacher Education. Its human 'capital! lies in the expertise of its
staff and their readiness to approach new problems, not as bearers of
the answers, but as qolléborators with any who may join them in

seeking for solutions.
It would appear réasonable to hope that when the role of the colleges
and their future is debated in the corridors of power, that not only

will representation be heard from the Colleges, but that they will be

13




able to contribute in some way to the debate. For those who cannot
or will not adapt to nmew circumstances, closure is the only rational
argument, but for others exciting possibilities could bé offered.
Possibly a strong plea could be made by Cape Town Teachers' College
for a status more in line with that of the Technicons, and with a

commensurate increase in autonomy.

Some would suggest that Teachers' Colleges have outliued their
usefulness, and that they should be phased out to make provision' far
an entirely graduate profession. Such a view is blinkered, for only
in countries where the benefit of education has been available to ali
who can profit from it would it be possible to contemplate such a
step, eg. the United Kingdom. Approval of such a move at this time
‘in this country would serve only to widen the disparity of provision )
which exists for different racial groups. However, a fertile area
for further negotiation and discussionvwith the University is that of
recognition of work done at College towards credit for the Bachelor of
Primary Education and even Bachelor of Education degrees for those
capable of benefiting from further study of this kind. It has long
been a sadness in the College that no reciprocity exists in this
respect with the University of Cape Touwn, whereas the University of
Stellenbosch is prepared to grant two years credit towards the
Bachelar of Primary Education to the holder of a three year diploma at

the College.

From another perspective, an important distinction can be made between
the purpose aof a university, which is concerned with the life of the
intellect and with building up a community of scholars and students

engaged in the task of seeking truth, and the unique character of a

14




college of education, where one of the objectives is to develop the
qualities of mind associated with a university, but in which both
studenté and staff are bound by a distinctive professional. commitment.
All academic study at a college should be considered within a
professional frame of'reference,>and not pursued for intrinsic reasons

alone. In this context, then, the role of the professional component

in drawing together and.integrating all aspects of the college course

becomes particularly important.




CHAPTER , TWO

. PROFESSIONAL STUDIES AND THE COLLEGES

THE IDENTIFICATION OF PROBLEMS

This chapter traces the stages by which consciousness was raised of
the shortcomings of the professional component of the Senior course.

These developments fall, historically, into three distinct phases.

PROFESSIONAL STUDIES COMPONENTS AND THEIR INTERRELATEDNESS

At a Senate meeting on 14 August 1980, a suggestion was made that a
Senate sub-committee should be appointed with the purpose of ordering
the College's'many isolated activities, excursions and visits into a
meaningful structure related to the Pfofessional Studies programme.
This would promote conceptual links with relevant parts of the oouﬁse
and there would be a strengthening of the struoture and coherence of
the teacher education programme as a whole. A sub-committee
consisting of College, University and S.A.T.A..representation was duly

appointed for this task.

In August 1882, on the initiative of a lecturer who voiced misgivings
shared by many colleagues, a meeting of interested parties was called
to discuss problems related to the Education, General Methodology and
Subject Methodology courses. At this meeting and subsequent ones the -

following areas of concern were identified :
¥ General Methodology formed a component of the Education

16



course ¢ by comparison with the time allocated to sub ject
study the provision for this component on the time-table was
disproportionately small. QOver three years the average time
for General Methodology was 2,5% of available lecture time, or
half an hour per week. Subject study (without subject
method) accounted for 50% of the time, or ten hours per week.
(Diagram I, p.81a)

* There was little general awareness on the part of Subject
Methodology lecturers of what was being done in Education and
General Methodology, and still less provision to co-ordinate
Education and General Methodology meaningfully.

# Discussion revealed misconceptions about courses, lack of
awareness of parallel content amongst lecturers of related
courses, discontinuities, unplanned repetitions and even stark
conflict. Each lecturer dealt independently with central
issues of methodology and related these to the particular
needs of the subject without reference to the General
Methodology course, ‘

Several workshops were arranged to grapple with these problems and to
structure the General Methodology course in such a way that it linked
coherently with the Education course. It was hoped that subject

lecturers in charge of Methodology would then familiarize themselves

with the General Course and link this subject method to it.

THE SEARCH FOR A BROAD CONCEPTUAL BASIS FOR TEACHER EDUCATION

A recurrent theme at College Departmental, Executive and sub-committee
meetings has been the need to identify a broadly-based conceptual
framework for Teaﬁher Education. This should be sufficiently wide to
accommodate a diversity of viewpoints, for exposure to these is
valuable in itself as part of the experience of the teacher in the
search for his own professional position. It should, however, be
sufficiently defined to give direction and coherence to the course as
a whole. The eno:mity of the task has resulted invthis probiem

sinking to the bottom of the basket after periodic airings.

17




SCHOOL EXPERIENCE

The reed to challenge and re-structure College policy in this respect
has formed part of an ongoing process of change over the last four
years., Lecturers and students were sharply critical of many features
of the enterprise, and although more diplomatic and less forthright in
their observations, it became evident that School Principals and staff
had good reason for reservations of their own. The problems |

identified will be dealt with in these three categories.

The Lecturers! Perspective

The following concerns have been derived from staff meetings,

discussion groups and written submissions from lecturers :

¥ Concern was expressed about the rigidity with which existing
practices had become enshrined without a coherent and

professionally defensible rationale to support them.

% The tendency to regard teaching practice as an interlude in
the important business of teachihg one's subject, and its
isplation from both the academic and the methodological

componenté of College theory was viewed with concern.

¥ The need for a gfaded and sequential approach to learning
how to teach was emphasized, particularly in connection with
the type of assistance given to students in planning their
lessons. It was felt that greater responsibility should be
assumed by third and fourth year‘gtudents with regard to the

content and structuring of their lessons. The underlying

18
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purpose of consultation about lessons should be to assist
the student to establish her independence as soon as

possible.

There was need to look critically at the factors which
separated the College from meaningful collaboration with the
schools. It was considered important to.explore means of

bridging the gap.

Subject lecturers should be able to see the implications of
their methodology in the classroom setting, and they should
be open to constructive criticism and revision of their

.approaches. Conversely, they should have the opportunity

of seeing theory put to the test and vindicated in the

classroom.

Organisation and Structure

*

A strong case was made for one extended period of practice
in the schools for each year group in place of the two

‘blocks of two weeks each.

.Most lecturers were sharply critical of the malpractices to
which the 'criticism lesson' gave rise. Because the
College operated on a carefully structured rota which
enabled four different lecturers to see every second and
third year student, students knew who would be visiting them
and for which lesson. This involved an upheavél of the
school's programme as lecturers called on their whistle-stop
tours, and gave rise to a considerable degree of impression

management with the collaboration of all concerned. Such a

18




system neither offered hope of continuity, nor time for the
supervisor to establish any rapport with the sFudent or

understanding of the classroom situation.

Some lecturers urged that greater care should be taken in

placing students in schools which were appropriate in terms

of their level of development and personal ,needs.

Neglect of first year students by lecturers in order to
meet the needs of the more senior students was not defensible
in terms of the significance of students! first encounters

with classrooms.

Supervision and evaluatian

#

The many roles that supervisors should be playing were all
subservient to that of evaluator. This resulted in a
preoccupation with the evaluative function and had the
effect of inhibiting effective dialogue between supervisors

and students on other important issues.

The lecturer was not able to discuss the, lesson with the
class teacher, since tradition decreed that she should leave
the room to see whether the student could maintain order on
her own., As a result, all three participants were the
poorer for not being able to share and discuss their

perceptions.

Time.schéduling was such that there were to be nao gaps
between the lecturers' visits from one student to another.

What discussions there were took place hastily in the

20



corridor as the lecturer hurried to the next class, or in a

brief conference before the lécturer left the school.

Completion of written reports and assessment schedules
was a distraction on occasion and hindered the development

or application of any other assessment devices.

Because of the haste and stress under which they were
compiled, written assessments tended to deal in

generalizations or pick out the minutiae.

Need to explore the whole concept of evaluation was
indicated. Some questioned the need for any judgment
beyond 'pass' or 'fail', whereas others argued the case for

a more confident allocation of numeric or symbolic rating.

The Students' Perception

On their return to College from School Experience in August‘lQBZ,

all second and third year students were given a period of one and

a half hours in which to write individual reports on their

perception of all aspects of the School Experience programme as

they had perceived it. These could be submitted anonymously

though few exercised this option. The co-ordinator analyzed the

reports, and found that there was considerable agreement in

identifying key issues. ‘The five most frequently occurring

criticisms are listed below @

Students wished the experience to be as 'real! as possible.
While the schools encouraged them in this respect, College

policy on staff visits and criticism léssons militated

21




against the achievement of this end. , Criticism lessons
were castigated as 'artificial!, 'unfair!, 'a farce'! and
'dishonest!, Some students pointed out that the College
had little understanding of the disruption and dislocation

the lecturers' visits caused nor of the effect upon the

children.

Third year students were particularly critical of the
arrangements and college requirements concerning
consultation time, ie. the week preceding block teaching.
They wrote of their frustration when lecturers, faced with
helping four or five students teaching the same lesson in
the same standard in different schools, interviewed them in
a group and outlined‘the lesson for them. So intense was
the pressure on lecturers who were required to sign the
lesson notes of every student for each lesson to be taught
that this survival technique resulted in a sterile and
éelf-defeating practice. Studenté asked to be 'allowed to
make their. own mistakes', 'teach their own lessons', and
'be given freedom to try their own ideas'.  Students also
complained of the time that was wasted when they had to

wait for lecturers who had run late.on appointments.

The evaluative procedure was eyed with distrust. Students
felt that some Lecturérs were impressed by gimmicks and
window dressing in the form of a great number of visual
aids. These sometimes served to disguise imcompetence or
inabiliﬁy to handle the deeper structures of the lesson.
Some wrote of their need to manipulate a situation to

satisfy the known idiosyncrasies of a lecturer, or of

22



Yhumouring' the lecturer by taking into account his/her
known likes and dislikes ~ this had become part of the
folklore of the College. -Students urged that the cfiteria
.to'be used in evaluating their lessons should be made
egplicit, and that the relative weighting of different
components be revealed. If a global impression were used
as the basis, some asked whether this could be anything
other than subjective. Concern was expressed as to
whether cognisance was being taken of the differing degrees

of difficulty in widely diverse situations.

A plea was made for really constructive criticism of
lessons. Some lecturers were perceived as unhelpful as
they gave no real guidance and took refuge in platitudes.
Students were concerned that written comments shielded them
from unpleasant truths as revealed by their actual teaching
marks, and asked that written reports should be more
indicative of the mark awarded.

% Students felt 'different'! from the teachers since the
College's definition of appropriate professional dreés
differed from that currently acceptable in some schools.
They asked that they should be permitted to conform to the
code which applied to the staff of the school in which they

were teaching.

The School's Perspective

The co-operating schools were very helpful to the College and
accommodated the requests made of them most generously. From

formal meetings where feedback from their perspective was sought,
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informal discussions and general matters raised under the
appropriate heading on the confidential assessment forms returned
to the College at the end of teaching practice, the following

concerns were identified most freguently :

’

Concern about some students' lack of background knowledge
beyond the narrow confines of the text book.

b4

¥ (Concern about poor spelling and language usage.

# The difficulty experienced by many students in pitching
their lessons at an appropriate level.

¥ The neglect of reinforcement and consolidation.
¥ Difficulties with class management.
% Poor voice control and speech production.

# The necessity to be acquainted with strategies for meeting
the needs of exceptional children in the classroom.

¥ The need to show proficiency in at least one of the

optional subjects such as Art, Music, Needlework and
Physical Education.
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CHAPTER THREE

MEETING THE CHALLENGES

IDENTIFICATION OF PROFESSIONAL STUDIES COMPONENTS AND THEIR.
INTERRELATEDNESS. |

In retrospect, the meeting of the small Senate sub-committee set up to
identify and relate the many activities and course components that
would fit cbmfortably within the conceptual framework of the
-Professional Studies component, marked the beginning of some

fascinating developments at College.

- The Sub-committee noted that Education and General Mchodology;mere
combined under the Education umbrella, and that responsibility for
lecturing in this area was entrusted to a single lecturer for the
three year duration of the course. Education was not offered as a
subject at fourth year level. Subject study and subjeﬁt methodology
were similarly linked, and with the exception of the languages, were
the sole responsibility of the subject lecturers concerned. While
applauding the greater freedom being exércised in curriculum
compilation, there appeared to be little effort on the part of the
subject method lecturers to relate what they were doing to the work
being covered in the Géneral Methodology course by the Education
lecturer, Tiresome repetitiueness was stil; a feature of such
fragmentation.» This important issue received greater attention from

1982,
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The new appointee to the Education post, in consultation with his
external examiner, broke free from the last vestiges of the 'mother
hen and mush'! tradition, and made an attempt to identify themes or
foci as a basis forvintegrating the four>education disciplines within
the course. The following broad outline is presently in operation,

but it is in the process of review and refinement. (See Appendix A)

Year One ¢+ The personal dimension of teaching.

This covers the teacher and child and the focus is‘upon
human relationships with self-concept as a starting
point.

. Year Tuwo :‘ The child dimension.

Here the focus is upon concepts such as intelligence,
motivation, learning, developmental theories and their
implications for methodology.

Year Three : The social dimension

' This explores questions such as curriculum, equality,
the school and role theory.

Year Four ¢ The values dimension

Among issues discussed are human values in modern
education, major systems of educational philosophy, and
conflicting ideologies in education.

(Fisher, 1985)

General Methodology remains coupled with the Education Course, and as
yet there has been no increase in time provision made on the
time-table. Over the three years that Education/General Methodology
is a compulsory subject, only 12,5% of the total lecturing time is

allocated to this subject.

Each subject lecturer is now aware of the scope and design of the

Education course, and is acquainted with the appropriate points at
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which each will be handled. In practicé, however, the extent to
'mhich this kind of co-operation is really functioning is open to
doubt, partly because of the over-crowded nature of the Education
programme, and partly as a result of the neglect in co-ordinating
General and Subject Methodolaogy. Furtﬁer, it appears that little
progress has been made in integrating Subject Methodology meaningfully
with General Methodology because of paor planning and lack of

consultation,

In tackling the praoblem of the many iéolated but professionally
enriching activities, the sub-committee made a survey of the visits,

. visitors and excursions over the previous year, and called for further
suggestions from colleagues and students. These were seen to fall.
into four fairly large groups, with considerable overlapping and
linking among them. 0One group which related directly to academic
subjects and were useful for enlarging on a particular area were
easily identified. A second group developed an entity of their own as

Outdoor Education. As the name suggested, it encouraged interest in

environmental/ecological matters. Beginning with the city and urban
areas, it moved.outmards to rural areas and agriculture, then examines
industrial growth before turning to mildernesé areas. Recent
activities have included a three-day study visit to de Hoop, which was
organized and arranged largely by the students themselves as an
appropriate alternative at College level to School in the Wilds. A
third cluster of disparate but educationally valuable activities was
grouped together as the Enrichment programme. Students have the
choice on two separate days of each year to visit educational |
institutions such as Qasis, Vista Nova, the Eros school, etc., or of

going to Koeberg Nuclear plant, Steenbras Dam, Klein Plasie in
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lorcester, the meteorological station at D.F. Malan and others. The
final group includes lectures and activities which may be grouped
together as relating to personal growth. It may be argued that the
persgnal dimension of a Primary School teacher is particularly
significant, and this jﬁstification lay behind a proposal that these
and related topics should form the basis of the first year General
Methods course., Although not implemented in this context, much of
the spirit of the programme finds expression in the Orientation Week
designed for first years, and related topics have also been covered in
the introductory programme for other students at the beginning of eacﬁ
academic year. The proceSs of renewal and revision continues and
the;e is presently negotiation under way to regroup the Outdoor

Education activities under a more comprehensive ecological umbrella.

THE SEARCH FOR A BROAD CONCEPTUAL BASIS FOR TEACHER EDUCATION

Very little progress has been made in finding an explicit agreed basis
from uﬁich to proceed. Although some suggestions have been 6ffered,
these have generally been too closely linked with a particular
perépective to accommodate the great‘variety of thought and approach

represented in the College.

TEACHING

In reponse to the many problems identified, some fairly radical
changes have’been made in a piecemeal fashion. The College has been
fortunate in that there has been a growing awareness that this area is
not the preserve of the co-ordinator, but the responsibility of all

who are involved in the Teacher Education programme. Further, a lack,
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of defensiveness as well as an innovatory spirit and willingness to
tolerate a measure of uncertainty has eased the management of change.
Though spear-headed by individuals, there has been much constructive

debate from many quarters.

LECTURERS' PERSPECTIVE

As a result of the changes discussed below, the structure of the
school experience programme has become more flexible and responsive to

need.

Lacking an explicit conceptual framework for the course as a whole,

the lecturers decided to tackle the problem of an agreed basis from

another perspective, At a staff meeting each lecturer was asked to
identify priorities which should be served by the school experience

programme. The following five items were the most frequent in a

tally of responses :

% The development of greater understanding of children.

* The provision of as realistic an experience of teaching as
possible.

* The building up of confidence through the experience of
success.

#* The opportunity to try out educational theory in practical
situations, and to profit from mistakes.

¥ The entry into appropriate professional relationships with
school teachers and parents.

A similar survey of students' priorities yielded a very close
correspondence with those of the staff, except that the need to

acquire confidence was.the most frequently occurring item, and concern
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about initiation into administrative chores and procedures replaced

the last point made by lecturers.

From 1985 the weekly teaching by third year students in the
Demonstration Room has Beeh replaced by school-based experience
orgaéized in teaching subject groups. OGrowing awareness of the need
to link the students' knowledge of academic subjects with appropriate
teaching expertise in that area ha§ resulted in the appropriate
special subject/method lecturers being allocated to various schools
for one morning of each week. The class teacher suggests a topic for
the group to handle, and is invited to join the lecturer and students
in discussing the structuring of a series of lessons, the strategies
to Sé employed, possible areas of difficulty and activities to be
used. Each lesson then becomes the responsibility of one of the
group (lecturer and teacher included) or a shared or team-teaching
approach within the group. There is opportunity to experiment and
opportunity at the end of each session to examine Critically what has
been achieved with the view to preparing the way for the next week's
lesson. After the appropriate period of residence at a school has
expired (generally six weeks to tuwo monthé) the students regqroup and
accompany another of their special subject/method lecturers to another
school, It is possible to accommodate four résidencies of this sort
for third year students. Because of the numbers involved this system
has not been extended to secand yéar students, for whom the weekly

demonstration room teaching remains the standard procedure.

In response to a need felt by lecturers to renew their own experience

in the schools (and which is enjoying attention in the literature eg.

Vi

~ bore, 13813 DES, 1984) the Principals of schools used for the School
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Experience programme were asked to permit resident lecturers to teach,
and were invited to call on them tolreplace teachers who were ill,
In some cases the experiment was regarded as very benefiﬁial by
lecturers, but.the idea has not developed any further in this form
because of fairly strong and persuasive criticism. Some students
were resentful of the fact that lecturers' teaching coincided with
their own lessons, and‘they were déprived of their supervisor during
this time. .Dthers saw lecturers competing with them for the extra
opportunities to teach. It was reported that some teachers felt
threatened by the lecturer teaching in the context of School
Experience, when the advantage of adequate time to prepare a single
lesson made the lecturer's performance.show up the teacher's lessons

in the eyes of the student.

An interesting development has been that of private arrangements being
made between. lecturers and the Principals of schools (sanctioned by
the School Superintendent) whereby the lecturers assume responsibility
for a particular subject for a class for a period of six months or a
year, This has proved very beneficial to those who have been able ta
accommodate it in their time-tables.,

There has been a growing awareness of the College's reéponsibility to
ﬁontrihute to the continuing education of in-service teachers. One
way in which this dialogue has been opened has been by means of the
College booklet 'Eolléague', a modest and privately circulated
biennial publication dealihg with issues of significance in the
Primary Schdoi.. Another opportunity for an interchange of ideas and
collaborative venture is provided by the revision of the Schaol

Experience programme to accommodate resident lecturers in each school.
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From 1885 brief biographies of each of these lecturers and
indications of their partibular,interests and competencies have been
posted to the relevanf schools, together with all the oéher School
Experience correspondence. The Pfincipal is acquainted with the
lectlrer's particular interest in certain aspects of the school, and
with the lecturer's desire to learn what he/she can. The lecturer's
services are offered for seminars or Professional Growth meetings of
the staff if the school wishes to use the person in this way. It is
also hoped to develop this means of contact to provide the_schoo;s
with greater insight into approaches being tried at the Colleée, and
to secure for the College the rea;tion of teachers to such ideas. In
turn, lecturers and studeﬁts are asked to submit the names of teachers
whom they found particularly helpful or stimuiating to the
co~-ordinator of the School Experience brogramme. It is hoped to

involve many of these more actively in the College programme.

Increasing use is being made of the Principals and appropriate members
of staff of school in an advisory capacity to the College Executive in
planning and developing courses. As exémpleé one may quote the
valuable assistance given by male Principals on issues of importance
in meeting the educational needs of men students in what has been a
predominantly women's institution, or the advice given in planning an
extension of the extra-curricular programme. In all these ways
efforts are being made to bridge the gap between College and School,

though much lies ahead.
In the context of drawing on available resources and perspectives,

reference must be made to the increasing contribution being made by

the students themselves in reminding decision-makers of their needs.
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At present the following approaches are open to students in connection

with the professional component of their training :

* Direct access to the co-ordinator of the school experience
programme, who interviews each student on receipt of the
school's confidential report,

* Written representation by means of the report submitted by
~each student to the co-ordinator, in which problems,
questions or dissatisfaction may be expressed.

#* Representations to the S.R.C. who debate issues and decide "
upon referral to the College Executive Committee.

ORGANISATION AND STRUCTURE

- All.year groups have a month in schools Fof the School Experience
programme at the beginning‘of the third term. Although there
aré disadvantages,'tﬁese are otheighed by the benefits of |
continuity, better acquaintance with class and teacher, and the
opportunity to gain in experience and confidence in the same
setting. From the school's point of Qiew it appears to be less

disruptive.

R tutor system was introduced for f;rst year étudents in 1981
which was aimed at assisting those students wHo might be
experiencing difficulties in achieving the transition from school
to college. It was intendéd to provide the student with a
counsellor if needed,‘and placed particular responsibility on the
tutor for the studeht's school experience. Each lecturer
assumes responsibility in this capacity for about four first year
students, and the degree of contact is determined by the student.
In some cases it is ngminal, whereas in others the tutor has

served an important role as a focus and guide for a bewildered
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student. The purpose is to make the student independent asA
quickly as possible. The tutor assumes responsibility for
visiting tutees (who are placed ét éhe lecturer's schooluof
residency or fairly nearby) at least three times in the schools,
not with the purpose of formal assessment, but to keep a watching

brief and to show an interest in the student's progress.

Contraction in numbers has assisted meaning%ul change in the
first year programme, This group in particular has benefited
from greater access to lecturers which smaller groups permit.,
Three goals have been envisaged for them; It is hoped that the
'Schoal Experience programme will confirm students in their choice
of career, or cause those who aré having doubts to make
better-informed decisions for withdrawing»from the course. The
particular importance of observation in learning about teaching
and the sequencing of the introduction to teaching through
encounters of increasing difficulty constitute the remaining two

goals, and will be addressed in the discussion which follows.

In order to guide the student's observation a. booklet was
compiled directing the focus of salient aspecté of classroom life
iand points of interest ffom a Subject Method viewpoint. (See
Appendix B). Though valuable, it was somewhat lengthy and so
wide in its scope that students seemedbto lose direction. It
has been replaced this year by a task which seeks to relate thé
theme of values dealt with in Education to the classroom
experience of fhe student by means of an ethnographic approach.
(See Appendix C). It is hoped that tHis will challenge the

student to observe more critically against the focus of a value
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system.

In order to presént a‘graded and seduential approach ové} the
four years, the number and complexity of lessons taught is
gradually increased for students in subsequent years of their
training, This is accompanied by a corresponding reduction in

the amount of assistance offered at the lesson planning stage.

From 1985 third yeér students have been required to teach, as
part of their quota of lessons, a series of nine lessons
reflecting a grasp of a minimum of three different teaching

- models and spanning at least three subject areas. (5ee Appendix

- D). Accompanying the lessons must be a document justifying the
choice of model in each césé, a clear'indication of the major
theorist of the modei used and the main thrust of his ideas, and
an evaluation of the usefulness of each of the models. Finally,
feedback is required regarding the effectiveness of the lessons
in the form of peer evaluation, resident lecturer evaluation and

pupil response.

The fourth year teaching programme remains a neglected area.
Students are not visited by lecturers, but are sent to schools
with the request that they should serve an internship for a
teacher and should assume as many of the teaching and
administrative dutiesAas the co-bperating teacher can delegate.
This is an area which requires re-structuring, particularly since
the students"intereét in subject study at this level makes them

reluctant to return to the classroom.
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Attention is being given to the placement of students in schools with
greater cognizance being taken of their specific needs, but the

organizational issues involved make this a complicated matter.

’

SUPERVISION AND EVALUATION

Thé 'criticism lesson!, which was a lesson carefully prepared for
assessment by a particular lecturer at an appointed time during School
Experience, has been abolished. Students supply the lecturer, who
has been drafted to a particular school for a residency of two weeks,
with their weekly time-tables; and the lecturer is free to allaocate
‘her/his time most appropriately. This flexibility has many pdsitiue
aspects apart from countering the ﬁegative features of criticism
lessons. The,lecturef has time to establish rapport with the
students and the classes, time to listen to the student before she
teaches and time to give her attention afterwards. There is also
time to include the class teacher in discussiaons. Under this system
lecturers have even had the unusual experience of being invited by
students to return to their classrooms, for certainly much of the

stress is removed.

Because the lecturer is based at the school for the whole day, there
is npportunity'tu prepare for post-teaching conferences with the
students, and time to tailor these to the specific purposes agreed

upon by student and lecturer before the lesson.
Because of the changed function of supervision from an evaluative to a
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formative and supporting rdle,»lecturers have experienced the need to
examine some of the other dimensions embodied in the task. The
Supervisor Development Programme combiled by Sydney Univérsity
(Turney, 1982b) has been used for seminars and the tapes have been
made available for lecturers to view at their convenience. There is
a growing awareness aof the need to explore this area af teacher

education further.

The problems of evaluation have not been resolved and are ones on
which opinions remain divided. Some favour a pass/fail
categorization and others feel that it is possible to be more
»specific. The need to comply Qith C.D.ﬁ. Departmental reguirements
for the allocation of grades of pass has determined the College's
retention of an eight symbol range. It is hoped that when consensus
on this matter is reachéd after thorough exploration of all
alternatives that appropriate representation will be made to the
Senate to set in motion the negotiation necessary to bring about

change at C.P.A, level, if this is deemed necessary.

STUDENTS' PERSPECTIVE

It will be observed that in meeting the concerns of lecturers many of
the issues raised by the students have been met. There have been
frank discussions with students concerning the difficulties of
evaluation, be it global or piece-meal. The College has made use of
the University of Cape Town schedule for evaluating lessons with
appropriate modifiqations, but the approach within these parameters
remains global. Attempts have been made to direct the students!

attention to the more significant area of self-evaluation, and some




work has been done in negotiating symbols with the aid of the
co-operating teacher 'and student invglved. It is obvious that an
uneasiness accompanies this whole question which is not yet

satisfactorily addressed.

Of apparently little significance from the vantage point of loftier
matters, but of great importance to student morale has been the
negotiated agreement that students take their cue regarding dress from

the code of the school to which they are attached.

SCHOOLS! PERSPECTIVE

The weaknesses perceived by schools in the students' teaching are
focussed upon after each School Experience session. Appropriate
remediation is recomﬁended and often provided for those students with
voice projection and speech broblems. These areas of concern are of
great importance to the Coilege in that they provide feedback from

those actively involved in the classroom.

In the selection of thifd and fourth year subject specializations the
needs of the schools and their perception of ‘problem areas is drawn to
the aﬁtention of students. The College Executive is currently
devising a wide programme of non-statutory activities from which
students will be required to select at least one during each year of
the course. These will cover many inte;ests, ranging from the
teaching of chess and folk-dancing to mountaineering and the coaching
of different.school games. Succes;fulvcompletion of each will be
rewarded with the College's recognition of merit in that field and

will be valuable to the student in making application to schools for a
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post.e The assistance of school Principals in identifying appropriate
activities and in their willingness to offer opportunities for

practical experience is greatly appreciated.'
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SECTION I

CHAPTER FOUR

SEARCHING _THE LITERATURE

A survey of available literature has been undertaken to obtain
guidance and insight from developments elsewhere which may be
applicable at Cape Toun Teachers' College in meeting the problems to
_be addressed through the Professional Studies programme. An overview

of these findings is presehted in three broad sections.

Perspectives on Teacher Education &
# The search for a broad conceptual basis.
# Professional Studies components and their interrelatedness.

¥ Current developments in School Experience programmes.,

PERSPECTIVES ON TEACHER EDUCATION ¢

THE SEARCH FOR A BROAD, CONCEPTUAL BASIS

This aspect of the literature survey was undertaken to try to find a
model of teacher education uhich.would be sufficiently wide to
accommodate the valuable and enriching perspectives of a large number
of individuals, yet sufficiently definitive to provide a matrix of
assumptions about the nature and purpoées of teaching teachers, and
their education, to give shape to specific forms of practice in

teacher education which would still be generally acceptable.
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Threé useful surveys of teacher education models have been made by
scholérs such as Zeichner (1983), Hartnett and Naish (1980), and
Perlberg, Kremer and Lewis (1979).

Zeichné; identifies four paradigms of teacher education which
encompass the major recent traditions; namely the behaviouristic,
traditional craft, personalistic and enquiry-oriented. Borrowing the
terminology 'received' and ':eflective' from Eggleston (1977), he
classifies the approaches according to whether curriculum knowledge is
received as non-negotiable or socially constructed with the active
participation of the prospective teachers; and at the same time he

: expiores a second dimension of 'pfoblematic' or tcertain!' which refers
to the degree to which a system of teacher education views the
institutional form and social context of schooling as problematic.

He provides a helpful diagram which presents this classification

visually @

‘Problematic
Enquiry-oriénted'
Received Reflective
Behaviouristic Personalistic
Traditional Craft

Certain
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leichner compares and contrasts each, and finally proposes the
enquiry-oriented approach as that which stands the test of rational
scrutiny.

Hartnett and Naish (1980) offer a similar typology of teacher
education perspectives, labelling these as technological, craft,
ideological and critical. They distinguish each on grounds of the

answers provided to three categories of questions

* Fducational questions concerning the moral dimension of aims,
purposes and clients' interests, and the empirical complexity of

explaining human behaviour.

% Epistemological issues such as the theoretical and practical

knowledge base of each, and

% The arguments advanced for professional legitimization.

Hartnett and Naish (1980) believe thatfthe critical perspective, which

has a great deal in common with Zeichmer's enquiry model,

", ,.would appear to offer a sounder basis for
genuine legitimation than pseudo-knowledge and
ideology, than what might turn out, on ,
examination, to be pseudo-technology; and than
craft knowledge with its scotoma and conservative
tendencies. This is because it alone would
appear fully to acknowledge the moral and
empirical complexities inseparable from
educational issues. It is neither system serving
nor a defender of the status quo in that it raises
critical questions about the nature of the system,
its goals, its status, its distribution of power
and resources." (p.269) ' .
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Perlberg, Kremer and Lewis (19738) identify four major movements which
they describe as progressive, academic, personalistic and competency
models, They present a spirited argument in defence of a

competency-based approach to teacher education.

For reasons which will be defended later in thi§ dissertation, the
approach identified by Zeichner (1983) as enquiry-oriented, and which
has features in common with Hartnett and Naish's (1980) critical
model, approximates most closely to the position which the writef
believes could serve the College best as it seeks to move away from

the traditional craft perspective which has dominated it for so long.

PROFESSIONAL STUDIES COMPONENTS AND THEIR INTERRELATEDNESS

The term 'Professional Study' has acquired a confusing range of uses
in the literature of teacher education. Alexander (1984, p.133)
identifies the main usages of the term as

", .. Narrow (that part of the course concerned

with the teaching of one's subject(s) - '

tcurriculum! studies/'method!); broad (that part

of the course other than subject study -

'education', plus 'curriculum'/'method' plus

school experience); and comprehensive (the whole

course)."
For the purposes of this discussion the broad sense of the term will

be used in viewing the growth of the professional component in teacher

education,
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R survey of the development of professional study in England and Wales
reveals a movement which has accelerated towards integration as a
focal point during the last decade. This applies not only to
academic integration, but also to'uelding relationships within
courses, between schools and institutions and between lecturers and

teachers. The steps by which this reconciliation between theory and

practice has been attempted occupy much of  the literature.

Professional Studies as a term related to that part of the Teacher
Education programme devoted to the development of the teacher's
curriculum-related knowledge and skills grew from the earlier term
'curriculum courses' and developed a life and shape of their ouwn.
From a position in which they had to be satisfied with

", .. what remain after the conceptually more

coherent and politically more powerful areas like

the main subject and Education theory have carved

up the time-table and assessment procedures

between them."

(Alexander, 1984, p.137)

Professional Studies emerged into a position of some prominence by the
early 1880's in England and Wales. Recent developments within the
B.Ed. degree in that country indicate a reconceptualization of the
professional component from a perspective of Subject Studies rather
than Professional Studies. This development could weaken the concept
of Professional Studies particularly in relation to the needs of
Primary School teachers and the whole curriculum problem which.is
attendant on the class teaching system. It emphasizes the needs not

yet addressed in that country to reconceptualize Primary School
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professional training.

of fungamental significance to the whole quesfion of Professional
Studies and underlying the debate is the theory/practice dilemma in
Teacher Education. A brief survey of the historic origins of this
issue in England and Wales provides an interesting perspective against

which to consider possible developments in fhis College.

THE THEORY/PRACTICE DILEMMA

Pricr to the introduction of the Robbins' style B.Ed. in 1964 (Lynch,
1879), Education, Curriculum Studies and teaching practice were
semi-autonomous and quite separaté components of Teacher Education
courses. As the four disciplines of education assumed greater
importance in courses, and as colleges strove to establish their
credentials a%d academic standing, the professional utility of courses
was overlooked, contributing still further to the gulf between theory
and practice. Curriculum courses.werernot part of the universities'

assessment schemes in accrediting courses.

Despite some attempts to relate theory to practice in the early 1970's
by identifying themes as the basis for integrating or 'meshing’
education courses with practice, it became clear that educatiocnal
study had acquired infellectual preoccupations in which the needs of
teachers played little part. The dichotomy between 'pure'
educational studies on one hand and applied professidnal'studies.on

the other made it obvious that there was little of direct relevance to
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practice to be derived from the former.

The dominant view of theory during this time was that it constituted
propositional knowledge about educational issues which was subject to
validation by the same methodology as the social sciences and in the
positivistic tradition. Theory was 'given' and had to be applied in
the same way as medicine or engineering derived and applied their
theory. The falseness of this analogy lay in believing that teaching
was analogous to these professions. Depending as it does on the
questionable status of social science as a guasi-science in this
tradition, and concerning the infinite variability of human beings who
are influenced by the value dimension which pervades all human action,
it is little wonder that it is less susceptible to treatment in this
research tradition. Increasingly it became clear that hope of
isolating a body of knowledge within this mould had not been
fulfilled.

"There is no clear idea in the literature of any

respectable, solidly based, and demonstratively

informative theory at all : some moderately

plausible pictures are given of this, but only at

the highest level of generalization;, nowhere is

it shown, either that any reputable theory exists,

or that such theory is clearly of value to

practising teachers."

(wilson, 1975, p.115)
(see also McIntyre, 1980, p.296)

In reaction to the realization that teaching appears to be minimally
amenable to scientific investigation there arose a movement to
discredit formal theory and to look to direct experience as a source

of learning about teaching., Lortie's (1975) often-quoted statement
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was used in support of .this attitude.

"Teachers say that their principal teacher has
been experience - they learnt to teach through
trial and error in the classroom." - (p.79)

’

Such advocates of school-centred training recommended that the
responsibility for teachers' professional training shouid be taken
from educational institutions and entrusted to those practitioners in
the schools able to assist them. The common view was that theory
would then arise from the.practice it'séught to explain, and that by
being made to think'deeply ab0u£ what he was doing and the underlying
assumptions, the student would achieve a higher level of understanding

and translate this into classroom activity.

Critics of this view countered by suggesting that although there is
much to commend being able to examine one's own practice critically,
it needs to be conceptualized in terms that permit common sharing of
meanings, and in ways that encourage analysis and reference to the
experience of others. Timely warnings were also issued that
indicated that such an approach could regress to an apprenticeship

model of teaching.

Writers such as MacNamara and Desforges (1978) argued that since
educational research had apparently so ;ittlg_to offer, and since much
successful practice ehanated froh teachers, an attempt should be made
to codify this craft knowledge and to use it as a basis for initial
teacher education. Commendable though this goal appears to have

been, teachers' inability to explain this thinking in terms deeper
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than 'tips for teachers' led to disappointment in the effectiveness of

this approach.

At'a»more superficial level, there were many who looked to an increase
in time in the schools as the solution to the problem of acquiring

appropriate skills. Stones (1984) described this as the practice of

"installing student teachers in classrooms in the
hope that they will catch the ability to teach
through exposure to possible carriers of the
condition." (p.133)

Wilson (1975) makes the telling observation that

"... the point is that the experience may be bad:

that is, instead of making the person more aware,

competent and so on, it may make him less so ..."

(p.132) ‘
He indicates that while educational theory has not yet yielded any
positive conclusions, it would be disastrous to feel that the answer
lies in

"... the severance of the practical skills from
any serious and sustained considerations of a more .
general kind: 1in particular, from questions about
what the teacher is trying to do at various times
and in various situations." (p.123)
Most of the responses to the'theory-practice problem which have been
~considered thus far have had one point'in common - the replacement of
one sort of given theory by another. Alexander (1984, p.145)
indicates that the core of an alternative notion to solving the

problem lies in viewing theory as an intellectual process rather than

as propositional knoMledge. Central to this view is McIntyre's
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(1980) perception that

"The core of teacher education should involve
students' gradual introduction to effective and
detailed debate between practising teachers and
those engaged in research and teaching from
various perspectives." (p,296)

Learning to teach should be a continual process of hypothesis testing
framed by detailed analysis of the values and constraints fundamental

to teaching. Naish and Hartnett (1975) put it in this way 3

"The application of theory to practice is the
bringing to bear of critical intelligence upon
practical tasks rather than the implementing of
good advice." (p.14) '

Alexander (1984) claims that

"This view of the student teacher, not as the
recipient of recipe theory but as the active agent
in the construction of his or her own professional
theory, complements the 'teacher as researcher!
and school based Inset principles invoked by
Stenhouse and others as an alternative basis for
subsequent professional development to 'going on a
course'."  (p.146)

THE GROWTH OF CURRICULUM/PROFESSIONAL STUDIES

A contrasted and simultaneous movement to the academicization of
teacher education in England and Wales is that in pursuit of
professional relevance. A brief survey of the factors which led to

the enhanced status of Professional Studies will be attempted,

In spite of the separation and fragmentation of practical and
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theoretical components in teacher education, a benefit for practice
was derived from greater academic interest in theorizing about
practice. The Council for National Academic Awards (C.N.A.A.)
validation of teaching courses led initially to emphasis of content
rather than process, but opened the way for greater course coherence
and dialogue with schools by entrusting colleges with the
responsibility for designihg, evaluating, examining and administeriné

COurses,

The James Report (DES 1972a) did little for improving the status of
curriculum courses by relegating professional_concerns of teacher
education to the second cycle, but:£he C.N.A.A.'s Committee for
Education emphasized the need to establish parity for professional
preparation by issuing the transbinary guidelines (UGL/CNAA, 1973)

stating that the new B.Ed.

"will need to equip students with the professional

skills of a teacher through courses that encompass

the intellectual demands of a good undergraduate

course." (para. 19)
The increasing use of techniques such as micro-teaching, interaction
analysis, the use of video-recordings, simulation and role play, and
the demands that they made for greater provision of time on the

time-table contributed to increasing the significance of Professional

Studies.

The reservation of up to 2/7 of the available places in Colleges for

in-service teacher training adminstered a further stimulus to match
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academic courses with justifiable professionally-oriented studies.
Thematic approaches to Educational Studies and the problem-solving
approaches to curriculum theory all contributed to greater attention

’,

being paid to classroom education as the grounding for such studies.

Finally, not least amongst the factors which have turned attention
upon Professional Studies has been the increaéing concern expressed by
Her Majesty's Inspectors (H.M.I.) criticisms of the lack of curriculum
expertise revealed by Primary School teachers in particular. (DES

1983)

THE GROWTH OF PEDAGOGY

Writers such as Wragg (1984), Stones (1984) and Smith (1980) believe
that the neglect of pedagogy, or the process aspect of teaching, which
they describe as putting up to scrutiny the theory derived from many
sources, accounts for the particularly intractable naturelof the
theory/practice dichotomy. They have mounted a growing criticism of
attempts at encyclopaedic cbverage of education theory in response to
_anxious striving after academic fespectability.in College syllabuses.
Such knowledge is often acquired by means of transmissiop methods
which do not ehcourage an active and enquiry-oriented stance about

theories and- their applicability. Stones (1981) points out that

"Conventionally this trend involves a rapid gallop
through the gurus. As the year advances Piaget
gives way to Bruner, Bruner to Bernstein. 0One
asks the question 'If Eysenck comes, can Freud be
far behind?'" (p.217)
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Stones believes that a féirly SUbstgntial body of knowledge about
human learning is available, and that systematic attempts should be
made to apply this theory to practical teaching activities. The
areas which he identifies as particularly significant for téachers are

those of problem-solving, concept formation and motor skill learning.

Stones emphasizes the need to identify skills that are general and
fundamental to the teaching of any subject, and which are criterial to
any learning. The acquisition of such an underlying grasp of
principles he describes as knouwledge of the deep structures of

" teaching ability, and the various methods of teaching employed are

seen as surface activities,

Although he applauds the skills approach to teacher education as an
important development he views the ad hoc selection of unrelated
teaching skills as a cruciél weakness., Basic to the acguisition of

key structures are the following skills 3

- # Understanding of key issues and the plahning involved.

# Ability to appraise these in protocol material or actual
practice.

# Application in practice,
Building on available learning theory, he has constructed broad
schedules as heuristic guides which encapsulate key aspects which seem

to hold promise of enhancing student teaching and pupil learning.

These include Steps for Evaluation of Problem Solving (STEPS); Steps
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for Teacher's Use of Reinforcement (STUR); and Steps for Teaching of

Concepts (STOC).

He emphasizes the need to interrogate Psychology in an experimental
and investigatory collaboration between teacher, student and lecturer.
Such joint grappling with problems should displace the ad hoc, ex
cathedra, tips for teachers approach to practice. An approach of

- this kind holds no allegiance to any particular philosophical or
péychological school of thought. The overall aim is seen as |
co-operating with students in their learning how best to optimize

) léarning, énd hinges on a value systéﬁ whiéh is comﬁitted to
respecting the autonomy of both student teacher and pupil, and

supporting them in attaining this end.

DEVELOPMENTS IN SCHOOL EXPERIENCE PROGRAMMES

Although the literature of teacher education‘indicates that gréat
value is placed on school experience by both students and the
profession (Peck and Tucker 1973), and aithough there is much evidence
of the perceived weaknesses of the existing programmes (Turney,
1982b), this very important aspect of teacher education has yielded
surprisingly little by way of attempted solutions. Evans (1983)
quotes Stones, who observed that some colleges "bestow institutional
approval on the schism between educations practice and theory" by

their neglect of this whole issue.
In the face of the negative response from institutions it is hardly
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surprising that the apprenticeship view of the practicum has continued
to flourish, and that for the most part it justifies Stones! (1984)

criticism of being

’

"... atheoretical, poorly conceptualized,
idiosyncratic and of doubtful efficacy." (p.2)

IS FIELD EXPERIENCE ALONE THE ANSWER?

Both Zeichner (1980) and Tabachnik (1980) draw attention to the
problems associated with the view that simply being in tﬁe field
automatically results in an_improvemént in teaching. The danger that
this kind of experience will mérely sociaiize prospective teachers

into established patterns of schdol practice are pointed out by

" Salzillo and van Fleet (1977), and Berger and Luckman (1966) indicate

the'limiting potential of such an approach.

"Institutions, by the very fact of their
existence, control human conduct by setting up
predefined patterns of conduct which control it in
one direction as against the many other directions
which would theoretically be possible." (p.59)

ARE_SCHOOLS TOTALLY COERCIVE?

Writers such as Lacey (1977) view the schools as totally coercive, and
believe that schools see student teachers as empty vessels to be

filled with the values, customs and practices of the profession.

b
In attempting to weigh up the evidence and settle the contradiction

between those supporting the benefits of greater field-based education
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and its critics, McDonald (1977), Zeichner and Tabachnick (1981),
Fuller and Brown (1975) and Peck and Tucker (1973) indicate that a
complicated set of positive and negative factors are at work.
Attention has been diverted instead to.attempts to identify 'what lies
out there', Amongst the themes that have emerged have been the
influence of the classroom teacher, the classroom's ecological
environment, and the conservative influence of the school's
bureaucracy. Friebus (1977) makes reference to some of these
pressures which would cause the student to conform; Kermos and Jacko
(1957) write of the power of the supervising teacher, Doyle (13877)
refers to the impact of the classroom ecology, while Hoy and Rees

(1977) emphasize the influence of bureaucracy and its effect.

Lortie (1975) sees the students' 'apprenticeship of observation' as
the key factor in determining why the training constitution has little
apparent lasting influence on student teachers, a view in which he is

supported by Petty and Hogben. (1980)

THE COLLEGE RESPONSIBILITY

Giroux (1980) and Popkewitz et al (1979) see some institutions playing
a leqgitimizing role in this type of socialization, and Bartholomew
(1976) makes the point that although the College may well use liberal
phrases and affirm slogans about education, in fact their own method§
are often just as conservative as those of the schools they criticize.
Their own practice often rests on a limited and narrow range of

available instructional techniques. (Raths and Katz, 1982). Stones
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(1984) confirms this argument and refers to the special irony inherent
in a situation where
"Staff inducting student teachers into the
principles and practice of teaching by depending
in the main on verbal transmission declare by
their actions either lack of faith in their
expositions on the subject of human learning, or
ignorance of 'a pedagogy that can help to enhance
those kinds of learning that are typically human."

(p.5)
Bartholomew (1976) argues further that institutions encourage students
to develop their own individual styles of teaching and to experiment
with methods, but then send them out with the contradictory injunction
to fit smoothly into the ongoing practices of the schools. Roger and

Schuttenberg (1879) take this further and challenge educational

institutions to put their own houses in order.

Perhaps the most significant implication of this discussion may be

summarized simply as the need to focus on the quality of teaching
practice, and the need to view students as active agents in their own
professional development and not passive recipients of the values of

others,

SURVIVAL CONCERNS

Another question addressed in current literature is the extent to
which initial teacher education should be concerned with the dominant

survival-oriented concerns of student teachers.
"The thought even occurs to us that only survival
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training should be offefed during pre-service

education and that all of fhe sophisticated

substance of professional education ought to be

offered during the in-service years.,"

(Fuller, Parson and Watkins, 1982, p.46-47)
Writers such as Gibson (1976) and Zeichner and Téitelbaum (1982) arque
that this separation of teaching from its ethical, political and moral
roots develops 'utilitarian tea;hing perspectives' and encourages the
user of a successful (meaning quiet and orderly) technique to value it
as an end in itself and not as a means to a specific purpose. They
also make the point that there is a tendency to regard survivél
techniques as the upper and outer limits of what is possible, and that
-althbugh addressing concerns which are‘cufrently of.great'relevance to
students, the comfort of immediate-pfoficiency ﬁay be gained at the
expense of encouraging tHe student to become more thoughtful and alert
about practice. Perhaps most importantly it sthld be arqued that
teaching, as an essentially normative procéss; should éim not so much
at integrating student teachers into the schools as at preparing them

to deal critically with the reality they find. It is this purpose

that the College should seek to address.

THE AIMS OF SCHOOL EXPERIENCE

Writing from another perspective of teacher education in Australia,

Turney (1977) observes that

"It seems astonishing that very few Australian

teacher institutions have constructed, made known

and consistently applied a comprehensive,

meaningful and realistically attainable range of

ob?ectiv?s specific to student teaching practice."
p.139
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This observation is almost certainly‘true of this country as well, for
although difficult to achieve, such clarity is certainly very
important. Haigh and Katterns (1984) echo this in their attempt to
establish a unifying set of principles upon which a professional

studies component may be based.

THE_ROLE OF SCHOOLS

The results of the survey undertaken by Yates (1981) revealed some
significant statistics. 0Only 18% of co-operating teachers
‘interviewed felt that they understood what was expected of them, and
only 24% felt that the colleges valued their opinions. Further,
while 56% of the co-operating teachers saw the need for greater
communication with the institutions, only 24% of the college lecturers

felt the need to draw closer to the schools.

The call for close, meaningful and co-operative relationships has been
given further significance in England and Wales by the DES 1983
Government White Paper and OES Circular 3/84 (April 1984) quoted by
Proctor (1984). Amongst issues raised cancerning the collaborative
partnership between schools and institutions are thaose of involving
teachers in advising on the planning and operation of courses at

- colleges; seeking their assistance in selecting studentss involving
them in the teaching of appraopriate elements of professional and
educational studies; and involving lecturers in renewing their

teaching experience in schools.
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TIMING AND DURATION

Turney reports that investigations in Australia have yielded no
significant results concerning the comparative efficacy of 5, 8 or 16
week long blocks of school experience. Yates (1961) revéals that
most of the three and four year B.Ed. courses which he surveyed
allocated an average of 86 school days to teaching, a figure closely
approximated by the Cape Town Teachers' College programme. Yates
reports that the average number of visits by supervisors to students
was gne every seven days, and that this worked 6ut at an hour and
thirty-eight minutes per visit, travelling time and discussion
included. Bouman (1979) reveals that the position in the USA is very
similar, where the visits and formalities associated with them average

100 minutes per student.

Wragg (1983, p.193) makes the inferEsting point that his research
revealéd the significance of first enﬁounters in teaching, and
recommends that students should nof be given the traditional day to
settie in, but that observation of their first encounters can yield

valuable information for students.

A GRADED AND DEVELOPMENTAL APPROACH

Turney indicates that haphazard, undifferentiated and global
approaches to school experience are anxiety-producing and militate
against the achievement of goals. Harrington and Sacks (1984) have

presented a graded series of activities to foster positive growth in
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the student, and recommend strategies of supportive supervision which
will encourage students to take risks and attempt to solve problems in
a graded series of encounters with teaching. Some of these will be

referred to in Chapter Six.

SUPERVISION

The literature on supervision reveals that it takes many forms

according to the priorities of those who exercise this function.

-Cohn (1981) compares the salieﬁt features of clinical supervision,
with its emphasis on the improvement of instruction and the need for
acceptance of objective criticism, with ego-counselling approaches, in
which the emphasis is on the personal responsibility of the teacher
and the need of the supervisor to be aware of what is happening
psychologically to the novice. He then explains the characteristics
of situational supervision which attempts to link campus and school
work by requiring the student to interpret rather than 'apply' theory,
and emphasizes the role of the Supervisor as one of instructor rather

than assessor.

Zeichner (1982) employs a similar categorization in differentiating
between different types of supervision as Technical-Instrumental,
Personal:Growth-pentréd and Criticél Supervision. The first two
correspond very closely with the clinical and ego-counselling
approaches outlined above, while critical supervision entails a much

. broader view in terms of wider perspectives on teaching and involves
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self-scrutiny.

Stones’(1984) draws attention to the fact that most supervisory
practices reflect the passive role to which an apprenticeship model of
acquiring teaching proficiency commits them. Many of the problems
reported by college supervisbrs are explicable in the light of this
observation. Lipton and Lesser (1978) report on the conflict-
producing features of the triadic relationship between college

. supervisor, co-operating teacher and student, and Emans (1983)
desc;ibes the sensitivities which arise when college supervisors
-criticize students who are modelling themselves on teachers. From

this perspective intervention constitutes interference with guidance

between master and apprentice, and gives rise to problems.

The logical progression in this argument for those who can see no
solution to it is to question the place of the college supervisor in
the schools. Amongst those who advocaté.thé-transfer of this
responsibility iszowman (1979),wh0 describes the existing structure
as "é drain on resources" (p.30) and states that

", .. since, according to some evidence, the

superviser does not have a significant role in the

development of student teachers, the most sensible
plan would be to stop supervising." (p.30)

K
Kilgore (1979) Qieus the process as 'outmoded' while Thies-Spinthall
(1980) describes it as 'iatrogenic; (designed to promote growth yet
providing theiopposite). QOthers such as Zimpher, de Vass and‘Nott
(1980) acknowledge ueaknesseé and the need for reconsideration, while

Emans (1983) considers that college supervisors should leave the
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students to co-operating teachers and concentrate on curriculum

development and in-service training in the school.

Stones (1984) strikes a more hopeful note in arquing that progress
lies in systematic stuqy and experimentation, and describes the need
to introduce supervisor training for both college and school personnel
in a way which is analogous to the approach he advocates for teacher
training. Such an approach calls for a different relationship
between‘student, teacher and supervisor, and sees no place for ex
cathedra solutions on the pért of supervisors. He urges instead that
the roles of subject specialist, pedagogical monitor and practical
teaching supervisor should come together in this activity., Together
with Cohn (1981) he pleads for a changed approach in which the school
is seen as a social laboratory, equally open to scrutiny and

challenge, and no longer viewed as a model to which the student must

accommodate.

Stones (1984) acknowledges the attempts of Turney and others (1982 a &
b) to develop comprehensive research-based guidelines to supervisor
development, and the wark of Mosher and Purpel (1972) in terms of
identifying 'models' of supervision. However, he feels that

", .. it is more appropriate to conceive of

supervision as comprehending the key aspects of

all the models in a unitary approach." (p.22)
Stones (1979) has compiled a useful Guide for Enhancing Supervision
(G.E.S.) which is a heuristic device attempting to provide a guide to

action, and drawing together notions from the theory of learning and
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teaching as well as ideas about clinical supervision used by
Goldhammer (1977) and others. It is intended as a focusing device to

be used against the backgrdund of the pedagogy already described,

I

EVALUATION

Few subjects in teacher evaluation have been written about mare
frequently than teaching evaluation, and yet singularly little

progress has been made in this field in the last decade.

.The "gatekeeper' function of teaching evaluation appears to have
eclipsed all others andvtovhaue truncated the task of supervision
(Zaret, 1984),‘and Stones (1984) confirms that there appears to be
greater interest "in grading students than in their growth”.

(5tones, 1984, p.15)

There is considerable complacency about 'knowing a good teacher when
one sees one' without being able to explicate the criteria on which
competence is judged, and with still less interest in the validity of
these criteria. Little wonder that Hore (197i) and others have found
that irrelevant factors influence the marks allocated to some
students. Turney (1982a, p.28) refers to research which indicates
that students working in 'difficult' schools tend to get lower

ratings.

On analyzing the schedules of institutions which claim to have devised

analytic schedules which work well (Povey, 1875) the criteria used
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will generally be found to relate to transmission methods of teaching,
and refer to a fairly narrow range of competencies an which such

agreement is possible. Stones (1984) asserts that

4

"In fact, consensus is reached essentially by
judging the guestion of criteria of competent
teaching; pooled prejudices produce spurious
agreement."(p.16)
Musella (1970) argues that the rating of students is a function of the
perceptual-cognitive view of the rater,
Regardless of the formal criteria accepted and
used, one must rely on the raters
perceptual-cognitive view of the rates, of the
criteria, and of the relationship between the
twa."  (p.17)
He recommends a reduction in the degree of authority entrusted to the

. superviser of teaching practice, and a greater role faor the student

teacher in self-evaluation and joint evaluation with the supervisaor.

The conflict imherent in the combined roles of guide and assessor
results in the role of evaluator predominating, and the possibility
far meaningful discussion, experimentation and growth recedes as the

student resorts to impression management.

The survey undertaken by Yates (1981) revealed that students saw
college superuisors' key role as that of assessment, but they found
supervisors less helpful than teachers and felt that the teachers!
assessments were more valid. Stones (1984) suggests that the
seemingly drastic step of giving up the whole exercise of allocating

symbals and marks in favour of the many benefits which will accrue
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from its abolition causes

"... influential bodies to fall about in hilarious
incredulity." (Stones, 1984, p.17)
He suggests that reluctance to surrender a power relationship may well

play a part in supporting the retention of evaluation.

There is growing support for a view which stresses formative
evaluation with its corresponding emphasis on growth and development,

analysis and self-moniforing.

Kremer and Ben-Peretz (1984) justify self-evaluation in terms of
society's demand for accountability’ , the profession's emphasis on the
development of the autonomous teacher, and psychology's emphasis on
personal relevance, fulfilment and growth. Oow (1979) has indicated
that

"By abandoning competitive assessment we encourage

self-assessment and came more readily to be

accepted as colleagues whose prime concern was to

foster self-knowledge and greater professional

mastery." (p.153) _ . . -
Such approaches foster a spirit of enquiry and assist further growth,
whereas summative evaluation of teaching views student abilities as

end states and implies a relinguishing.of further responsibility and

interest in growth.

THE _MANAGEMENT OF CHANGE

Until fairly recently little thought was given to the nature and
management of change in educational institutions. One of the
features of rationalization of colleges in bath England and Australia

over the last fifteen years has been the loss of autocratic Eower by
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institutional heads and the increasingly dsmocratic and collegial
styles of internal democratic govermance. Such shifts 'in the balance
of power have focused attention on the need to secure the effective
invo%vement and co-operation of participants in order to bring about

change.

From the available litersture the writer of this dissertation has
selected four authors whose perspectives on change seemed to have
partisular relevance for the College at this time. Hopkins (19éa,
p.37) describes three useful ways of thinking about change in
institutions. These are :
® accidental change as a result of the institutions need to react
’to unanticipated events, eg. an unexpected drop in numbers;
¥  purposive change which is pro-active in nature, and
* innovative change in which ideas are generally 'imported' or in
which the adoption of an already developed idea is implied.
The challenge to this College is to anticipate and prepare
itself pro-actively for the changes which are imminent,
Swanson (1983, p.26) discusses four common myths about change. The
first is the myth that change must begin uith a common goal. He
points out that it is seldom that everyone sets out with a common
goal, and that part of the task of bringing about change involves the
raising of consciousness. Conflict and crisis can be associated with
the process, and, although uncomfortable and often unpleasant, can

reflect important facets of growth.

A second myth is that all must plan together for lasting change. He
indicates that to involve too many in the initial stages is to invite

too many conflicting interests, and suggests that a sounder approach
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lies in drawing on a limited number of people who represent as wide a
range of opinién as possible.‘ Such‘a group will contain its own
system of checks and balances, and will help to eliminate the
negativism and resentment which might have been experienced from those
who were reluctant to be involved. The value of this suggestion has
been borne out at the College, where small but highly motiyated groups

have done valuable preparatory work in bringing about change.

Thirdly, the belief that the Dean or Rector must initiate or actively
support change is viewed as a myth.‘ Certainly, in a highly
bureaucratic 'top down' organization where all change is regarded as
linear and as initiated by an authority figﬁre the possibility of
achieving change in any other way becomes proportionately more
difficult, but given a reasonably flexible and democratic institution
those who wait for change from above misunderstand the nature of
forward-moving institutions and their dimensions. One of the
interesting facets of the changes achigved thus far at the College has
been the frequency with which the incentive for change has come from
the. ranks of lecturers or students and gathered moﬁentum. Associated
with this observation is the need to re-state: the obvious injunction
that the receiving environment cannot be ignored, for no matter houw
good the proposals they may be rejected if they are not appropriately

timed or if the necessary preparation has not been attempted.
Nisbett (1875) emphasizes this in describing the four waves of
difficulty each innovation must survive @

% Acceptance of an increase in work load for all concerned.

# Loss in confidence and an increase in activity.
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®* A period of caonfusion, during which the innovation is isolated
by outside colleagues and expected to die of its own infections.
He refers to the lethal seeking of support that inability to
tolerate uncertainty and criticism can generate. Adelman and
Alexander (1982, p.155) refer to the same phenomenon in writing
of the confusion which can arise when loyalty to the task in
hand becomes confused with personal loyalty.

# Having cheered the prospective innovator with the above picture
of the perils awaiting, Nisbett (1975) concludes with the fourth
'wavet; the news that having survived the first three obstacles
one may expect a rapid backlash from more widely organized
hostile groups in society.

‘Thus far the College has been fortunate in that an innovatory ahd open
climate exists within the institution, and its colleagues in the
schools and students have received the changes introduced well, but
the warning is heeded as the College seeks to go beyond the reforms on

which there was virtual consensus.

The fourth myth identified by Swanson (1983) refers to the idea that
successful implementation of change requires acceptance by all and
uniform activity. He points out that there are always those who do
not go along with change, and indicates that 80% of the results may
generally be expected from only 20% of the applied resources and

effort.

A significant area related to change management is that of evaluation
and the techniques employed to achieve this in an institution.
Adelman and Alexander (1982, p.7) offer useful explanations of the

terms associated with institutional evaluation.

®# Validation is seén as the appraisal of the quality and
feasibility of course proposals by either internal or external
agents, while
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¥ Assessment is used to refer to the appraisal of student
performance on courses, usually with relation to learning
outcomes.

#* Evaluation refers to the appraisal of course organisation and

the teaching/learning processes in action, and is generally
provided by means of student feedback.

The need for self-evaluation of institutions has become particularly
important to those without a long tradition of autonomy, and is an
area to which this College should give thought in terms of ité desired
institutional growth in this difection. At present it may be argued
that_it benefits from the measure of course validation derived from
its association with the university, but this function is exercised
only on an individual subject basis through external examiners, not
all of whom are drawn from the University Department of Education.
There is need for the course to be both validated and evaluated as a
whole, and not in piece-meal fashion, for then the organic
relétionship of one part to another and the respective weighting given
to different components will become apparent. The writer believes
that both functions should be attempted by the College as it prepares

itseif for the day when it will enjoy a more independent status.

The writer believes that the flexibility permitted by external
examiners in iﬁterpreting the Criteria for the Evaluation of Teaching
Qualificétions and the implementation of ﬁhese has been both salutory
and beneficial. However, while the College has assumed greater
responsibility for curriculum structures’on a subject basis within
these broad parameters, there has been a corresponding diffusion,
overlapping and loss of coherence when the course is viewed as a

whole. One of the purposes of this dissertation is to draw together
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these many interrelated elements into a meaningful whole, but this
marks only a beginning and not an end state." It behoves-the College
to explore the work done in other colleges in terms of
self-evaluation, and to establish the necessary structures or
mechanisms for this to become part of institutional life, Up to this
point, student evaluation of the courses offered is the only procedure
in use for this purpose, ahd the information yielded remains the

private knowledge of the lecturers concerned.
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SECTION III

CHAPTER FIVE

g PRINCIPLES UNDERLYING THE GOAL MODEL
FOR __PROFESSIONAL _ STUDIES
TO WHICH THE COLLEGE SHOULD BE WORKING

The writer makes no apology for addressing issues which at first sight
might appear extranmeous to a Professional Studies programme viewed
from a narrow perspective, Without greater administrative and
academic autonomy the College will continue to tread the mill of the
-Cape.Provincial Administration (C.P.A.) bureaucracy in decision-taking
and to engage in a desperate search'for inferntial friends in
fighting its battles. Uithout greater freedom in deciding who shall
teach it will continue to be staffed by re-processed High School
teachers when an infusion of new minds and fresh perspectives could
invigorate its mental life. Without the right to exercise its ouwn
professional responsibility in selecting those students who may
benefit from what it has to offer without regard to ideological
strictures it will continue to suffer the shame of having to tell
prospective students that they are packaged in the 'wrong' colour.
Until the College is given C.P.A. sanction to be accountable for what
it teaches in terms of its own perception. of professional
responsibility, it will continue to spread the thick butter of such
refinements as 'Ciftedness' or 'cerebral dominance' on the White slice
of bread, and its attempts‘to share the crumbs of its feast with

others will cohtinue to carry an aura of stealth.

It is difficult to contemplate the survival of the present

dispensation in the White colleges of the Cape Province. While




continuing to use all the méans at its disposal to press for change
the challenge lies in formulating alternatives which are defensible in
terms which go beyond the injustices and limitaticns of‘the present.
The task of the College is to prepare itse;f in all the ways possible

with well-considered and practical alternatives in the pursuit of a

more just society.

Against this wider perspective the writer will identify principles and
practices which she believes should form the basis for continuing
discussion of the three questions already identified, ie.
¥ A conceptual model of teacher education appropriate to these
circumstances.

¥ The professional component, and moré particularly,
Professional Studies in Teacher Education. (Chapter VI)

# Particular reference to the practical teaching component of
the Professional Studies programme. (Chapter VII)

A CONCERTUAL BASIS FOR TEACHER EDUCATION

In order to emphasize the most important aspects of this approach, an
attempt will be made to answer the three questions posed by Hartnett
and Naish (1980) as a crucial in identifying different perspectives.
The first quesfion focuses on the nature‘of education and its aims and
puUrposes; the second on the extent and ﬁature of the knowledge
teachers can call on to assist them in their work, and the third on

the professional legitimation of teaching.

AN ENQUIRY-ORIENTED APPROACH

The Enquiry-oriented approach emphasizes the moral and empirical
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complexity of educational practice, and the importance of realizing -
hou little is known, It makes explicit the complex moral issues with
which gducational goals, experiences and institutional practices are
concerned. It encourages a disposition to critical enguiry before
makiﬁg decisions involving values and beliefs. As Zeichner (1983)
indicates :

",... the enguiry-oriented approach fosters a

problematic attitude on the part of teachers

%;T$§ds existing institutional arrangements, ..."

- as opposed to equipping them to slip into the schools as they now

exist as smoothly as possible.

Such an approach does‘ndt take for granted what children's irterests
are, for to do so is to make the mistake of pre-determining the future
in the guise of preparing for it by circumscribing both individual and
social possibilities in order to conform to those which are currently
foreseen and endorsed. Awareness of the fact that in bringing up and
educating the young we are forming the future as well as fitting
children to play their part in it (Baiiey. 1983, p.10) should help
teachers to be wary of simplistic views such as the "needs of
industry" (Jonathon, 1983, p.3) approach to education. Similarly,
slogans for teacher training such as the need for "relevance! and
"awareness of the needs of student teachers" which have much to defend
them at face value, must not be accepted without critical examination
of the descriptive meaning implied by such terms. Teacher education
must also equip student teachers to make thoughtful judgments about

what is relevant and useful.

Because teaching is seen as an activity occurring in an uncertain,
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complex environment, there can be no absolutes and no 'right' answers.
Just as it is not possible to specify all the teaching situations, so
it is not possible to identify all the teacher and pupil variables
which help to determine the appropriateness of various approaches, nor
the necessary skills and methods in a way that will ensure effective
teaching, Taylor (1983) puts it very neatly :

"There is no single prescription for a programme

of teacher education or for the institutionalized

and organizational framework within which such a

programme is likely to be effective., UWe are not

dealing with an activity in which there is 'one

best way!., Many of the decisions involve values

and beliefs not susceptible to scientific

exploration ..... but the theories we use to

generate, to explain and to legitimate our

practices can still be discriminated according to

their rationality, elegance, inconclusiveness,

predictive capacity, clarity, degree of 'fit' and

numerous other criteria. UWhat they cannot do is

to give an answer which can or should be

universally applied and to which any rational

education should accede..."  (p.44)

The enguiry-perspective looks to a view of the student teacher, not as
the recipient of recipe knowledge, but as the agent in constructing
his/her own professional theory. This accords with Stenhouse's
(1975) view of the teacher as a researcher, and places priority on the
teacher developing an attitude of enquiry about teaching and its
context.  The need for the teacher to be able to analyze what he is
doing in terms. of the children, school and society and the need to be
an active agent in his own preparation and development as a teacher is

fundamental to this aﬁproach. The teacher's behaviour is thus guided

by reason-based thoughts, judgments and decisions.

© Such a view implies that participant observation and action research
have key roles to play in increasing the teacher's understanding of

existing patterns of activity and in helping him/her to make better
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informed decisions in plannihg further -steps {McIntyre, 1980, p.300). The
need to see teaching as a form of investigation and experimentation into
his/her practice is emphasized by writers such as Hargreaves and Goly

(1983), Stones (13981) and Biott (13983).

In discussing the epistemology of this perspective, Hartnett and Naish

(1980) indicate that this reflects

"... the importance of a disinterested assessment

of the extent, nature and relevance of available

knowledge; of undertaking innovations whose

nature and extent do not ignore the limitations of

- current knowledge, of looking for, admitting, and
learning from mistakes; and of research whose
promotion and use is independent of the interests
of those who occupy positions of power within the
educational system." (p.268)

Because of the questionable status of the Social Sciences as
quasi-science, because of the infinite complexity, variability and
unpredictability of human minds and interactions, and because of the

value dimension which pervades all educational action, any attempt to

view teaching as an applied science is untenable,

The enquiry perspective may be associated with the movement away from
educational theory perceived as 'given' theory or propositional
knowledge which has to be applied, towards a notion of theaory as
intellectual process (Alexander, 13984), where the task of theory is
seen as

",.. evoking judgment rather than rote obedience.

The application of theory to practice is the

bringing to bear of critical intelligence upon

practical tasks rather than the implementing of

good advice."
(Naish and Hartnett, 1975, p.14)
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McIntyre (1980, p.298) describes this shift as oné from "a content
heavy approach to a more communal, ;nteractive style", fducational
theory from this perspective should incorporate an introduction in a
non-prescriptive manner to speculaﬁive tﬁeofy, the findings of
empifical research, and the craft knowledge of teachers. Students
should be encouraged to approach practice with the idea of testing
these hypotheses within an analysis of the values implied and with due

awareness of the practical constraints fundamental to teaching.

The emphasis on enguiry about teaching and the contexts in which
'teaching is gmbedded does not imply that technical skills in‘teaching
- are hnimportant. They are highly valQed, but only as far as they are
able to bring about desired ends, and npt as én end in themselves,
Stones' (1984) approach to skillsvas comprising a matrix of
interlocking actions which fofm a heuristic guide to practice seems to

accord well with the spirit of an enquiry approach.’

fFrom this perspective professional’status is derived from both
intellectual expertise based on the eritical and reflective
consideration of educational problems and the attainment of practical

competencies.

"Thus teachers are seen not as technicians and
servants of the powerful, nor as master craftsmen
with students attached to them, nor as idealogues,
but as a group of people who, both because of
their engagement with practice and because of
their intellectual expertise, are particularly
qualified to offer ways of looking at and of
analyzing educational issues and to offer an
informed commentary on, and critique of, current
policies and practices." (Hartnett
and Naish, 1980,p.269)

Closely linked with the consideration of legitimation are the related

issues of autonomy and accountability. From the enguiry perspective
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teachers should be capable of being autonomous decision-makers, gquided
in their professional decisions by the exercise of reason, heeding the
concerns and needs of their pupils and taking into account relevant

knowledge and research.

As far as accountability is concerned, Bailey (1983) has indicated
that the bi-polarity of attachment of the word 'accountable' gives
rise to ambiguity in considering this issue. One can be responsible
or accountable for something and/or to somebody. The view takeh in
this perspective is that teachers should indeed be accountable, but
for the task derived from their own professional knowledge and
education, rather than to someone. A teacher can only be accountable
for a task to the extent to which he is autonomous. In brief then,
the argument is that the teacher should be accountable to his own
informed conception of the role of educator which he occupies, and
that the only way in which he is accountable beyond this is
(a) in justifying and explaining to parents pupils and employees what
he is doing and whys
(b) in showing that that which is being attempted is being achieved;
(c) in seeking professional consensus with his colleagues and in
maintaining reasonable co-operation with them.

Finally, Berlak and Berlak (1981) summarize the basic tenets of this
approach to education by saying :

"The proper role of the formal education of

teachers is to help persons develop their

capabilities to see their classroom behaviour in

the perspective of culture and time, from the

point of view of contemporary and historic others,

thereby clarifying for themselves and others the

alternatives for action. The structural features

of institutions for the education of teachers,

including staffing policies, selection of

knowledge, arrangements of learning environments

and the pedagogical strategies of the instructors,
are means to this end." (p.252)
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CHAPTER SIX

PROPOSALS FOR A PROFESSIONAL STUDIES PROGRAMME

AT CAPE TOWN TEACHERS' COLLEGE:

APPLYING THE PRINCIPLES

It seems appropriate to begin such a task with an explicit statement

of the principles which have been influential in determining the

proposals set out in this paper. In a sense this chapter

incorporates elements of a 'pasition paper' in terms of the

developments that have already taken place at the College, but it also

envi
bein
it w

refi

sages new perspectives and structures. The concepfual framework
g presented is not a creed or final statement. It is hoped'that
ill serve as a focus for further discussion, development and

nement in the continuing process of evaluation and change to which

any teacher education programme should be subject; in this spirit it

is offered for the perusal and comment of colleagues and students.

The
Stud
diss

This

#

.

rationale underlying this conceptualization of Professional
ies is embedded in much of the discussion in earlier parts of this
ertation, but the most important aspects are summarized below.

perspective takes the view that

teachers are competent participants in both the quest for
knowledge of the subject matter which they teach and the
continuing process of acquiring professional competence. Their

practice is characterized by rational decision-making based aon
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their professional appraisal of the many'alternatives poésible
at different times and in varyiqg situations. (Borko and
Shavelson, 1982). They are professionally accountéble for
their actions in direct proportion to the degree of autonomy

which they are permitted to exercise. (Bailey, 1983)

The teaching/léarning process is a highly complex activity
(0'Shea, 1984) which should be purposeful, rational,

enquiry-oriented and reason-based.

Children are active participants in their own education.  Their
‘future is unknown and they can best be p;eparéd for the part
that they will need to play in formiqg it, both personally and
in the wider social context, by encouraging the development of
critical enquiry and personal autonomy through all the means

available.

Knowledge is not absolute, but open to on-going challenge and

question in the pursuit of truth.

The value basis on which this approach has been based falls
broadly into the Western European ethic of respect for persons,
freedom and justice. Although constrained from implementing
this fully in practice because of the unhappy divisiveness
charactefistic of this country at present, the writer is aware
that when multi-cultural education becomes a reality,
negotiation on the values to be incorporated on the lines of
rationality, functionality and universality suggested by Lynch

(1983, p.17) will become imperative.
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- With regard to teacher education itself, frequent reference has been
made in this paper to the need for holistic conceptualization and the
meanipgful integration of its many components. Such a framework
should convey the interrelatedness of the parts, mutually strengthened
in such a way that the whole becomes more than the sum of its
constituent parts. lWithin this unitary and integrated perception of
teacher education it is possible to cluster a group of generally
isolated theoretical and practical subjects around the cornerstone of
Genefal Methodology and to group them all together meaningfully as

Professional Studies.

THE _AIMS OF PROFESSIONAL STUDIES

The Professional Studies programme has the following aims 3

#¥ To introduce students to the practical implications of various
theoretical viewpoints through non-transmissive and
enquiry-oriented approaches to General Methodology. The
student is thus involved in the critical formulation of theory.

¥ To test the areas of learhihg theory that offer haope for
formulating gquiding structures in teaching.

* To gain insight into the particular approaches helpful in
addressing different subject areas.

# To learn to abserve carefully, and to associate observation with -
the need to guestion.

®* Tg gain skill in participant observation activities, and to
undertake action research.

¥ Tg use opportunities to visit a wide variety of educational
institutions to broaden perception of the educational task.

¥ To gain experience in the employment of simulation and role
playing activities, 'in basket' techniques, Micro-teaching and
Interactional Analysis techniques, but against a well-faormulated
justification for their use,

¥ To gain skill in communication techniques and skills,
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*# To learn to communicate with children through activities not
dlrectly related to the curricudlum.

# To acquire professional competencies such as skill in writing on
the board, the ability to make and operate Audio-visual Aids,
competence in library skills, etc.

# To understand the role of Bible Education in relation to the
secular work of the school.

# To put the theoretical ideas gained from many sources to
practical test in classrooms during weekly teaching and block
practice (School Experience).,

(The writer acknowledges the assistance of Krause and
Mastroyanis (1981) in this compilation of aims.)

- THE EXISTING COURSE STRUCTURE

Diagram 1 (page 81a) indicates the existing alignment of subjects and
average proportionate time éllocated to each in the curriculum over

three years..

At first sight one is struck by the seemingly disproportionate time
allocated to subject studies by contrast with the prbfessional
component, but it must be remembered that this is a concurrent course.
Although time-tabled as contact hours, considerable flexibility is
used by lecturers in determining whether the time shall be used for
lecturing or engagement iﬁ reading or research towards assignments or
seminars, In view of the criticism of Primary School teachers' lack
of competence in the Subjecf Methodology required in class teaching in
the United Kingdom, it would be a pity if this College were to fall
into the trap of seeking to eliminate subjects from the curriculum
rather than giving attention to the possibility of modular |

restructuring.
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It will be noted further that General Methodology is embedded in the
Educational course, and while the jugtaposition of Education Studies
énd Methodology under the umbrella of Education may be salutory as a
reminder of the relationship which should exist between them, in
practice the unrealistically small allocation of time to this vital
component as a whole results in the neglect of Method. By comparison
with the three year B.Ed. in England in 1973, where between 20% and
40% of lecture time was allocated to Educational Studies, (Alexander,
1984, p.134), the approximate allocation of 10% in the D.E. Seniof
Course in this province appears very meagre.  And uhat may be said in
defemce of making General Methodology the Cinderella of the course

with an allocation of approximately 2,5% of the contact time?

The linking of responsibility for both the academic and related method
component of Subject Study may also be perceived as a strength of the
course structuré, as it emphasizes the need for subject study at
College to be integral to the capacity to teach it. From this
perspective the central professional challenge of Subject Study is to
grasp the underlying concepts, constructs and procedures which
characterize a subject, and to attempt to reconcile these with the
most effective ways of teaehing it. This in no way detracts from the
depth at which a subject may be approached, but this must always be
with due regard for professional relevance. The danger for the
College lies in the eagerness to match the standards of excellence in
subject study at a university mithout corresponding concern forAthe
ability to reconcile it with its psychological and pedagogical

dimensions.
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REALIGNING THE PROFESSIONAL STUDIES COMPONENTS

Reference has already been made to the yalue of the link between
Educational Studies and General Methodology, but the organizational
(not conceptual) separation of theée two subjects, and the forging of
a new alliance between General Methodology and Subject Method as part

of the Professional Studies component would seem to offer certain

advantages.

Lengthening the number of contact hours is always the first move in
any attempt tp enhance the status of a subject, but in this case the
inequality of provision for General Methodology becomes apparent from
inspecting the diagram no. 1 (page8la). However, rather than add
extra hours to a course already making provision for over 20 contact
hours a week, a sounder expedient would lie in re-distributing time
from the subject studies allocation. If each subject lecturer would
agree to forego one of the the subject/subject method periods in each
year group, between 2-3 hours would be made available on a weekly
basis for Professional Studies. Few would begrudge Education the
extra lecture gained per week as a result of transferring General
Methodology to form the basis of the newly-constituted‘Professional

Studies course.

A further possibility would be to ask those lecturers who had
contributed in this way to the Professional Studies 'pool! to asume

responsibility, together with the Education lecturer, for planning and
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adminisﬁering this programme. A small committee or single

co-ordinator might well be the vehicle %or necessary negotiétions and
administrative planning, but part of the value of the course would lie
in the cb-operative nature of the enterprise and the necessity for all

involved to give earnest attention to the questions raised,

Among the advantages which might accrue’from such an approach would be
greater awareness on the part of staff and students of the central
importance of this component of teacher education; greater insight
into the nature of the practice of subjects in a school setting; a
.sincere attempt to break away from transmission teaching in the
ﬁesting of theory; and the extension of the programme to include
in-service teachers to contribute to or to question what is being
done. Certainly the elimination of duplication and repetition would
‘be achieved, and subject lecturers could pursue or challenge
particular aspects of the course in relation to their special subjects

in their Subject Methodology time.

Reference to diagram 2 (p.B82a) indicates visually the attempt to

achieve a closer integration between the Method courses, professional
ancillafies, skills and Bible Education, extra-curricular activities
and teaching cdmponent under the banner of Professional Studies. An
explanation of how each of the.subjects constituting the brogramme is
linked with theVGenerai Methodology course and its relationship with

other components will be attempted.

GENERAL METHQODOLOGY

In keeping with the enquiry approach advocated as a conceptual




framework for the course as a whole, Stones' approach.to pedagogy as a
starting point for the Professional Studies component would seem to
offer valuable heuristic guides which wauld need to be validated
empirically. Certainly it offers a refreshing attempt to break free

of transmission modes of teaching methods which have done little to

solve the theory/practice dichotomy in teacher eduation.

Hartnett and Naish (1980) have criticized Stanes!’ approach and argue
that
", .. his psychology is that of the technician who

may be morally indifferent to the nature of the
enterprise in which he is engaged..." (p.262)

because he does not teach enquiry skills in relation to the social and

educational contexts in which teaching is embedded. While it is true

that Stones' enquiry approach is not at the deeper level of
reflectivity which

",.. incorporates the consideration of moral and

ethical criteria, such as justice and equity into

the account of educational thought above practical

action."

(Van Manen, 1977)

the writer believes that against the wider approach outlined for the
" course as a whole, and bearing Hartnett and Naish's (1980) caveat in

mind, the approach Stones (1984) suggests still has much to commend

it.

SUBJECT METHODOLOGY

Subject Methodology enables subject lecturers to draw particular

problems‘presented by a subject ta the attention of the students.
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For instance, the questions of bias or the emotive use of language are
issues real to the teaching of Histor& but barely given thought in
Mathematics. By retaining the link between the study of a subject
and its methodology, and by linking both to General Methodology in the
way proposed, the course begins to assume a conceptual coherence not

previously recognised.

PROFESSIONAL ANCILLARY SUBJECTS

‘The following statutory ancillary subjects are included :
# Audio-visual Aids
# School Librarianship
¥  Speech and Communication
# Chalkboard Writing
¥ Bible Education
# .Elective units
¥ Non-statutory areas :

¢+ Enrichment, Outdoor Education,
Personal Growth

Simulations, 'in basket' techniques
and micro-teaching

Observation and Action Research

Audio-visual Aids

The Audio-Visual Aids programme seeks to make students aware of the
many audio-visual possibilities available in support of teaching.
The spirit is.practical rather than theoretical, and the student is.
required to produce a multi-media package of aids. This includes
transparencies ranging from simple hand-traced and coloured examples

to those in which the outline was prepared by using a Thermofax copier
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and coloured with self—adhesive film or stippling. Posters, slide
tapes with a matching cassetfe tape commentary, and a floppy disc
prepared on the BBC Micro bresenting an educational programme suitable
for children of a specified class and subject area, complete the
programme. Practical workshops follow in which students deveiop the

required skills and confidence to apply these. (Opie, 1985).

Commendable though such technical competence may be, much of the value
is lost if thoughf is not given to the appropriate selection and use
of such aids against the educational purpose to be served in each
case, and the specific needs of each teaching situation. The broad
links of such a course with Educational Studies, and more specifically
with Methodology from the critical perspecfive of pﬁtting ideas to the

test is clearly discernible.

Such a programme reflects the privileged position enjoyed by White
Schools with their access to the latest technological aids, and is in
sharp contrast with the paucity of provision in many Black and
so-called Coloured Schools. Greater.attention to improvisation and
the need to consider practical alternatives will need to enjoy greater

attention pending a more equitable distribution of resources.

School Librarianship

Students who did not acquire basic library skills at school are
acquainted with the appropriate techniques, and provided with a broad
outline of the procedures involved in running a school library. In
addition, criteria for the selection of books for children and ways of

nurturing interest in books and'conveying library skills to children
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are considered. (Ennenga, 1985).

Apart from the useful skills aspect, it relates closely to the whole
family of subjects included in Profesgional Studies. It raises
questions such as the philosophical basis of an institution and
enquiry about how values are reflected in policy-governing matters
such as how much is spent proportionately on books, who controls
selection, what restrictions govern such selection, etc. The
implications go far beyond the skills involved and touch on
fundamental educational queétions, all of which are necessary areas

For‘Scrutiny in terms of the enquiry approach proposed.

An area to which the College shoﬁld be giving attention is that of
preparing students to -teach in schools where library facilitiés are
virtually non-existent. Strategies for coping, available resources
which can be tapped through the initiative .of the classroom teacher
and survival techniques pending the closing of the gap in provision

are all relevant issues.

Speech and Communication

Although occupying a paltry allocation of time, Speech and
Communicatioﬁ carries an importance often overlooked. »Clarity in
speech and voice projection are traditionally seized upon as
constituting the heart of such courses, but increasing attention is
now being paid to non-verbal communication, body language and
listening skills as equally important areas for attention. lWragg's
(1982) references to the importance of first contacts between teachers

and pupils touches on another approach to the question of




communication. One may with justice argue for the centrality of
such skills to be recognized ih teacher education, and for an ~
acknowledgement of the dependence of every area of the curriculum

on effgctive communication.

Chalkboard Writing and Technigues '

Dpinion‘varies between those institutions whq view the need for
tertiary students to acquire'such basic skillsxwith embarrassment
and a measure of condescension, and others for whom it has bécome
_tantamount to a statement of faith, UWhile sound practice
probably lies between the two, the importance wodld seem to hinge
upon the purpose for which such proficiency is acquired, and its
relationship to appropriate Qse to enhance the teaching/learning

process.

Further, the subject carries the responsibility of assisting
Primary School children with the technical skills of setting down
their thoughts in writing, ahd provides them with another medium

through which to communicate their thoughts.

Such a course links very closely with the whole concept of
Professional Studies, and particularly with aspects dealing with
children whose development 1is atypical, or who reveal learning
disabilities. Realization of the key role careful dbservation
caﬁ play in identifying perceptual-motor and other problems in

young children adds to its importance as part of the Professional

Studies network.
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‘Bible Education

A clear distinction is drawn between Bible Eduﬁation in schools and
Sunday School teaching. The College vantage point is that Bible
stories in schools should be presented without denominational bias and
interpretation, and that the teaching of doctrine is the preserve of
the churches, The major focus is on making Bible Educatien vivid and
real, and to avoid drawing the morals which children can arrive at for

themselves where appropriate.

The course is directed at

. % making the individual aware of his/her own religious
perspective (so that he/she does not impose it on the
pupils inadvertently; '
¥ engaging in Biblical Studies, impressing on the students the
need for detailed, accurate knowledge (from the Bible and
widely accepted academic commentaries and reference books) of
the Bible stories they present in the classroom;

¥ providing a broad sweep of Biblical history, and a grasp of
how the Judaeo-Christian concept of God developed;

* providing detailed information of the geography of Bible
lands; ‘

¥ studying the social customs of the people in Biblical times.

(Timm, 1985)

Because numbers are so small it has not been possible to organize an
alternate course for Jewish students, but thase who wish to be
dissociated from the course aboue,'and any other student wishing to be
excluded on grounds of conscience, has the right to exercise the
conscience clause. Should the College be permitted to include
students of other racial and cultural groups, provision will need to

be made to accommodate additional religious perspectives.
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The particular problems of teaching Bible Education relate not only to
éubject Methodology but to the deeper issues of the schools'
responsibility or otherwise for the spiritual component of a child's
development, The way in which the subject is handled reflects the
underlying ethos of an educational institution mﬁen it represents a
consensual agreement in approach., \Where the approach taken is at
variance with this there will need to be further critical discussion
and awareness, not only of the discord, bu£ the‘philosophical basis

from which it stems, The inclusion of Bible Education in

Professional Studies is appropriate in terms of ‘the issues it raises.

Elective units

Art, Music, Physical Education, Needlework and Woodwork constitute the
five possible electives offered presently at the College. From this
list the student is required to select two. Important though they
may be for their intrinsic value to the student teacher, their
professional justification for inclusion in the course lies in the
opportunity which they provide for communicatimg with children
affectively, and for aiding the psychomotor development of the Primary
School pupil. . The crucial relationship between harmonious physical
development and increasing fine-motor co-ordination relates directly
to the acquisition of mritingvand reading skills, while the sense of
rhythm and sequence engendered by music may also have a direct bearing
on the ease with which childrn learn to read and write. The
significance of available learning theory with respect to the
acquisition of such competencies providé a further link with

Professional Studies, and an opportunity to interrogate the theory.
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It is indeed unfo:tunate that the bossibility of offering Xhosa
in this group has not been taken up by the College for reasons of
staffing, It is the writer's vieu tha£ priority should beugiven
to the introduction of this subject as an indication of
recognifion of the language spoken by the majority of people in
the Cape Province, and in preparation for the time when there may

well be another connotation to the word 'bilingual'.

Enrichment, Outdoor Education and Personal Growth

Valuable though the grouping of these activities under the
‘categorization described may be, the:eAis still an uneasiness
that the maximum benefit is not being derived from the
professional perspective of teacher educatiﬁn. Lengthy reports
and completion of questionnaires detract from the students!'
appreciation of the experience as a whole wﬁen they become lost
in detail, but there are other wayé of handling visits to enhance
the educative value. In terms of Professional relevance, the
writer believes.that adequate preparation éhould be g&uen in
indiéating key problems or areas of significance, and in askihg
students to address these and others perceived as relevant in the
light of their experiences in a written report, or discussion, in
the 'debriefing' session following their return. Such an
approach changes the nature of a visit from an ihteresting
interlude to one in which conceptual links and associations are
made with many parts of thé teacher education programme in the

course of inguiring into what they have seen.

g2




Simulations, 'in basket! technigues and Micro-teaching

Use is made in Language Courses‘and in Educatiopal Studies of
simulation techniques in order to assist students in gaining
confidence in stress-related situations such as interviews with School
Committées for teaching posts and discussion of children's scholastic
problems with parents. The difficulty in such simulations lieé in

their contrived nature of the situation.

The writer believes that greater promise lies in the identification of
critical elements in lessons, particularly those given in weekly study
practice in schools, and of group discussion of possible alternatives

for action within that situation.

| Micro-teaching is used with first year students as part of the
preparation fof School Experience programme, to which an hour is
allocated each week. Its use has been largely in line with that
advocated by Stanton (1978) in building tHe confidence of the young
teacher by focusing upon the teaching in a non-threatening and limited
situation. In conjunction with video—taping the lessan for replay,

- it provides the student with the opportunity to gain confidence from
the realization that he did not look as nervous as he felt, and that
his prablems and concerns were shared by others. Valuable though
this may be in.terms of the acquisition of a positive self-concept for
students, the writer shares Stones' (1984) anxiety about the
apparently random and ad hoc selection of skills that are indicated in
many programmes, and the fact they they are unrelated to any
pedagogical system., It is proposed that Micro-teaching should be
retained for first year students in the Cape Town Teachers' College
course; but that instead of random skills, attention should be given

to acguiring those identified by Stones as the deep structures of
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teaching ability, and to relating the procedures which he of fers as

heuristic guides to Micro-teaching.

Observation and Action Research

The purpese of schaol experience may legitimately be redefined as one
which includes both experience of teaching and of enguiry. The first
year student spends a substantial amount of time in observation, the
value of which lies in the insights it yields, Realization of the
Vconnection between daily practice in the classroom and the complex
issges of schooling and society make the student less willing to
over-simplify issues. The task of making an ethnographic survey of
the classroom‘uith a focus on the identification of the values which
underlie practice is thus not regarded as an addition to, but a vital
part of the experience itself. (Gitlin and Teitelbaum, 1983). It is
hoped that this early participation in ethnographic study will help
the student to see the significance of what he himself is doing
(Zahorek, 1970), and to become aware of the factors influencing his
decisions.,

The need to extend this innovation to Ufher year groups might well
take the form of observation of a particular child for a Fixéd period
in order to sénsitize the student to the classroom life of each
individual pupil, and to determine how long the child is actually 'on
task' for that time. Amongst insights that such an exercise might
provide would be awareness that classroom management techniques should
not be viewed simply as a reﬁressiue set of whole class teaching
techniques. Zahorek (1970) gives valuable pointers to the use of

such techniques.,
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School Experience

From the enquiry perspective adopted for the Professional Studies
programme in partlcular and the course in general, the importance of
weekly study teaching sessions and the period of extended School
Experience can be seen in a new light. No longer expected to 'catch!
teaching from exposure, and no longer required“to model themselveé on
the pattern of the class teacher, there is hope that a more sensible
approach to the whole enterprise will see a joiﬁt collaboration in
testing theory derived frbm many. soufces against the reality of the
-classroom as it is. The incorporation of insights drawn from many

sources offer a greater possibility of meaningful solutions to the

problems of practice.
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CHAPTER SEVEN

. CRITICAL REFLECTIONS ON CHANGES ACHIEVED

IN THE SCHOOL EXPERIENCE PROGRAMME

THE COLLEGE ROLE

The changes described in the School Experience programme at Cape'Toun
Teachers' College have marked a responsivenéss to the needs identified
but.have not addressed sufficiently the underlying problem of breaking
with a tradition-craft and apprenticeship model. To a considerable
degree the College continues;to legitimize a Qieu which accepts the
educaﬁional and social context as given, and to assign'too passive a
role to its students. It is hoped that the adoption of an
enquiry¥0riénted approach in Professional Studies will soon make its

influence felt in the classroom action of students.

The College has been fortunate in escaping the folly of a 'survival
concerns' approach to its students, (a view which is criticized in the
literature review section of this dissertation) but it has contributed
little to the'mork on induction of new teachers and in-service
training of teachers with respect to teaching skills. Valuable
though the contribution of the College has been in the field of
voluntary provision of in-service education for teachers wishing to
improve their qualifications through teletuitioh courses, it is
significant that so deeply ingrained is the transmission model of

teaching that the written examination in the method component was
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regarded as sufficient proof of competence in the teaching thereof.
AR summative evaluation in the form o6f an overall 'mark' supplied by an
inspector was for administrative tidiness rather than as evidence of

pedagogical competence.

Although the aims identified by the College workshop for School
Experience are worthy iﬁ themselves, and correspohd closely with
similar priorities undertaken in surveys in Australia (Turney, 1982a),
they provoke a feeling of uneasiness. They stem from a view of the
school and society as given, and support a way of thinking which
Aenvisages the student adapting and accqmmodating to the way things are
in échools. Such stereotypes of societies and schools need to be
shaken off, and cognizance taken of the necessity to see the teaching
enterprise against the wider social,veconomic and political
considerations whi;h impinge on educatioa. School experience should

help students to make thoughtful judgments about what is relevant and

useful against a wider scrutiny and challenge of the school.

Because of the fortunate position of this>Eollege in being able to
call upon the hospifality of over eighty schools within fairly easy
reach of the campus it has been possible to aécommodate students in a
way that has served their convenience rather than their needs. An
area which shduldvbe explored urgently is that of seeking admission to
so-called Coloured and Black schools for the purpose of gaining
insight and experience into a wider view of education and provision
for a broader spectrum ofineeds. This would indeed be a first step
in the Eollegé's acknowledgment of the seriousness of its commitment

to the goal of multi-cultural education.
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THE SCHOOLS

Despite efforts being made by resident lecturers to collaborate

with students and co-operating teachers in joint investigations

and é%perimentation in teaching methods, much needs to be done to

clarify the role which the College perceives the schools

fulfilling, and in encouraging the schools to contribute to

critical debate of the issues at stake,

Using the four areas of teacher participation outlined in the DES

(1983) document as a guide, it is interesting to notice how far

.some of these already form‘part of Cape Town Teachers' College

structures.,

3*

Reference has already been made to consultations with
Prindipals in planning extension courses, and in guiding
the College concerning male students, but this consultation

could be developed further into more formal structures.

While the College would welcome professignal representation
of schools' personnel on a selection board to review
applications and interview prospecEive students, the quota
system and Cape Provincial Administration (C.P.A.)
pre-selections leave few 'survivors' to discuss beyond

those who will constitute the guota.

In calling upon teachers from the schools to assist with

appropriate lectures, the co-operation and services of those

“invited is given freely, but much could be done in terms of

giving such teachers a role more closely related to that of
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lecturer. In this way they would be included in the planning
and understand the underlying philosophy of the College better.

(Stones, 1983).

-’

% Finally, while efforts are being made by individual lecturers to
renew their experience within the schools, an even more
important role seems to lie in the collaborative area of joining
with student and co-operating teacher in putting theoretical
propositions to the test of practice. Gore's (1981)
assertion that

"They (teacher educators) must demonstrate their
authenticity in terms of their competence to
teach; and they must also demonstrate the
competence of their pedagogical knowledge in
applied practice." (p.38)
may not be met in respect of the first requirement he lays douwn,

but in their contribution to findihg new theoretical perspectives

to explore they will certainly display the second.

TIMING AND DURATION OF SCHOOL EXPERIENCE

In terms of Wragg's findings (1983, p.193) concerning the crucial
importance of the first few days of each year for establishing the
relationship between teacher and class and the ethos of the classroom,
an attempt should be made to permit third and fourth year studénts to
spend at least a few days in schools at the beginning of the year to

observe the 'settling down' process objectively.

SUPERVISION
Reference has already been made to attempts recorded in the literature
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to develop facets of supervision other than evaluation.  Although the
attempts of Goldhammer (1977) and Turmey (1982 a & b) are valuable
re-appraisals of the situation, little progress in moving away from
the 'cloning' activity implicit in apprenticeship styles of
supervision will be made until the emphasis falls instead on viewing
supervision as a co-operative attack on teaching prablems. lFrom this
perspective the College supervisor does not enter the school with
answers in hand and proceed to evaluate a student's performance
against supposedly shared criteria, but is able to co-operate with the
student in making a joint attack on a teaching problem. That
evaluation will need to be re-examined is implicit in this approach
and will be dealt with later in the paper. 'In the light of this
approach views such as those of Bowman (1973) who argues that the
College supervisor is redundant are patently untemable. In the act
of supervising teaching, pedagogical theory, practice and the main

subject come together.

What of the role of the co-operating teacher? By the same token,
this approach will call for strengthened links between College and
schdol supervisors, and joint workshops in which perceptions may be
shared ;nd tested. (Boothroyd, 13879). Here, too, and understanding
of the College's role in the joint venture of submitting teaching
theory to praciical trial could provide a valuable starting point for
a shared venture. Two factors are a pre-requisite to the fair trial
of such of such an approach :

* The selection of a group of teachers willing to expend the

time and effort that such an enterprise would need, and

* the establishment of a measure of continuity over a given
period.
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In fairness one may ask whether such a scheme envisages any recompense
for teachers who already have little time to acquire supérvisory
skills because of the full demandsvmade on their time. (Goldhammer,
1977). Certainly there will be the professional satisfaction of
having extended personal horizans, but something more is called for.
Although schemes similar to the Scottish 'regent' system and
teacher-tutor programmes in the United Kiﬁgdom have been proposed at
Cape Provincial Administration level in this province, the
implementation of this idea has long been delayed by the financial
recession. A scheme whereby those co-operating teachers were granted
credit towards a Further Diploma in Education Course for School
Supervisors along the lines of the newly instituted course for School
Administrators at Denneocord College would be likely to gain

enthusiastic and well-motivated support from suitable applicants.

Interesting alternatives which might be debated could be ventures such
as that currently being undertaken at Wellington College, where fourth
year students have assumed full rESponsibility for the classes of
teachers released for a stipulated period to accompany Eollege
lecturers on their rounds., While applauding the initiative, the
writer is concerned that such an approach retains the 'coach tour!
nature of supervision and stresses consensus on evaluative procedures
rather than the fostering of collaborative enquiry and growth aspects
of teacher supervision; Another alternative might well be the
drafting of fourth year students to work alongside co-operating
teacher, lecturer and student in acquiring supervisory skills in
preparation for the time when the senior student will herself be

called upon to assist others.’
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EVALUATION

The writer shares the opinion of those who would lay greater emphasis
on fofﬁative rather than summative evaluation, and who do not fear
that the relingquishing QF Ymarks! would lead to lower standards or a
betrayal of the gatekeeper function of the profession. (Dow, 1879,
p.1586). Over the last five years, there has been a failure rate in
final teaching evaluation of less than 1% at Cape Touwn Teachers'

College, and thus the retehtion of evaluation for this purpose cannot

be justified,

Certainly the alternative:emphasis upon self-evaluation and the need
to establish the habit of reflecting, evaluating and commenting upon
his own work offers a more constructive approach to the whole issue.
That impressién management would be eliminated and greater candour
result in discussions between-student and supervisor would be worthy
achievements in themselves, particularly if they were coupled with the
detraumatization of teaching practice as a.uhole. Joint
collaboration in solving problems and improving practice would be a
far more profitable enterprise than seeking spuéious agreement on
exact marks to be allocated. Such 'marks' seem incongruous in the
_context of turmoil which has beset education in South Africa at the

present time.
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SECTION IV

EPILOGUE

A crucial debate on issues concerning the future of this country is
currentiy being conducted in many quarters, Politicians dispense
'yisdom' of assorted brands from party platforms. Armchair critics,
safely ensconced in the detachment and privilege of their private

bastions; proffer solutions.

Meanuhile in the stark reality of the 'townships' and on the campuses
of various educational institutions, angry confrontations between
students and police add bloodshed and assault to the anguish of the
country. In the midst of the unrest, increasing attention has been
focused on the societal and economic‘injustices as well as alienation
'processes which are reflected in the diffefent educational structures
established for Black and 'Coloured' people. Many young people,
rep:esenting different cultural groups, have fo;nd common ground in
spearheading an attack on a system of educafiun which collaborates in
institutionalizing discrimination. Based on a philosophy
unacceptable to many, it is seen to perpetuatekthe inferior status and
opportunity conferred on its 'beneficiaries'. ~ An emphasis on useful
skills and practical concerhs is seen as determining the %uture for
many instead oprroviding them with the opportunities to contribute to

the shape and form of the society to which they will belong.

As the country endures the convulsions which wrack it on its slow o
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movement to social, educational and political reform, there are many
who see the establishment of a truly multi-cultural society as a
desired social, political and economic goal, Part of the proposed
political reforms undertaken will lead to the dissolution of fhe
Provincial Councils and the regionalization of administrative
functions previously entrusted to this body. Should the Colleges
remain under the jurisdiction of these regional councils it may well
result in greater participation in decision-making for the Colleges
which survive., Such a development‘may well result in securing fhe
transformation of the College from a mode of operation determined
largely by the rules of bureaucracy to one in which the institution
will be able to take greater resbonsiﬁility and to act on its ouwn

initiative and professional insights.

Against. such a background the maintenancé of an exclusive system of
teacher education for White Primary School teachers must surely be
viewed as anachronistic if not immoral. Critical examination of all
the factors would point logically'to the opening of this College to

student teachers of any race able to benefit from the tuition offered.

Change of this nature will bring new challenges, new opportunities for
growth and new‘probiems. Certainly there will be difficulties, but
in seékinq to address these, one hopes that the College will not
perpetuate the arrogant mistakes of the past in presenting solutions
without consultation with the participants and the representatives of
the communities involved. Such dialogue ana engagement in joint
discussions lies’at the root qf any sound basis for reform whether it

be at national or local level.
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The writer of this dissertation believes that the conceptual basis for
teacher education proposed in the 'énquiry model! outliné has the.
virtue of being sufficiently open to provide a useful_frameuork for
accommodating discussion and negotiation of the kind outlined above.
Where it has seemed approprite, the writer has intimated the areas
which will need re-examination and fresh insights should the College's

function be extended to include students of all races.

In conclusion, the need for the College to begin to prepare
pro-actively for such change by self-evaluation, discussion,
observation and research is a task which should enjoy the highest

.priority.
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The school as a social -system

Teacher leadership and the classroom community
Parent counselling '

Chance and school organisation

Perspectives of an organisation or

"How not to lose your way".



FIRST YEAR METHOD COURSE (DIDACTICS)

In order to intégrate this course, the following topics are
given. Subject lecturers may look to the Didactics and the
Educational Studies courses for themes related directly or
indirectly to their courses. It may even be advantageous to
build ‘into the Didactics course an input from the various
subjecté. If each course designer could sort out at which
point the themes mentioned in the Didactics course slots in
with his/her course, it would be possible to build into this
Didactics course related themes, eg.

Under "Some classroom problems" : This could be handled

Firstly, in a general way

‘Secondly : Science needs special mention because of the
practicalities involved.

Thirdly : Physical Education where lots of movement by
the children, using apparatus.

Fourthly : Junior Primary and younger children during

special activities, handwork and art.

" FIRST YEAR COURSE DIDACTICS

a) The presentation of a model of teaching, based upon the axiom:
1. Change is the only absolute in Education and all
education is the management of change.
2. Pace and direction of change : related to Structures

and Processes.

b) The Management Dimension

1. Classroom management as related to Teaching.
2. Concepts in Classroom management. Management/Control/
Classroom Climate.

3. Special needs for some children.




4. Some problems in the classroom : practicalities -

Subijects.

5. Organisational aspects of management.

6. The personal dimension of management.

c) Modes of Teaching

1. 1Inductive and deductive sequencing.
Contfasting the two modes.

How do these relate to the Subject Methods

2. The expository mode - Subject Methods
3.; The enquiry mode - Subject Methods
4. The Demonstration mode - Subiject Met%ods
‘5. The activity mode - Subject Methods

DIDACTICS FOR SECOND YEAR SENIOR PRIMARY

1.

1.1 Teaching the class

Advantages and disadvantages.

1.2 Teaching children in groups. The management of groups

in the classroom. Individuals in groups.

. Questioning strategies

2.1 Levels of questions - refer to the Taxonomy (E.S. 1-5)

2.2 Questions that focus on the teaching process.
2.3 Questions that focus on the learning process.
2.4 Questions for specific purposes.

2.5 Pupil questions : handling pupil responses to

2.6 Developing skills in guestioning.

Teacher strategies for cognitive learning

3.1 The nature of concepts and generalisations.

guestions.




3.2 Teaching and learning concepts and generalisations.
3.3 Concept development : skills for teachers.

3.4 Developing generalisations : skills for teachers.

4. Teacher strategies for affective learning

4.1 Learning and feeling - thinking and willing

4.2 Krathwehl's Taxonomy : Receiving Organisation
Responding Characterisation
Valuing

4.3 Moral Education and Didactics

Kohlberg's stages of moral development.

THIRD YEAR SENIOR PRIMARY DIDACTICS

1.

2.

3.

4.

Integrated studies - an approach.
Evaluation and assessment ]

A Taxonomy and Testing/Testing as part of Learning.
Language in Education

Instructions

Written cdmmunication

Oral commﬁnication

Other forms of communication

Contrasting methods - related to role perception.

Interviews : Simulations/Role play.

5. A synthesis of Teaching Method.

6.

7.

Decisions teachers make in the classroom.
How to : Fill in a register

Record cards

Mark books

Report cards

Records of work

Evaluate children's wérk

Comply with "red tape" and live!
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CAPE TOWN "TEACHERS* COLLEGE

OBSERVATION IN SCHOOLS -

INTRODUCTION: -

All D E 1 students are required to complete their questionnaires
on foolscap during the July/August teaching practice and to hand
.them in to their tutors by- the end of the first week of lectures.

Aim of Questionnaire :

‘It is the intention of the College that you :should observe school
organization and administration, classroom procedures, techniques
and methods of teaching, etc., keeping an eye open for details

S0 that the teaching practice observation period becomes as
meaningful an.experience as possiblé;

Your observations are not intended to take the form of a
critical analysis of the school or of the personalities of the
teachers concerﬁed. The‘fdea,is that you should benefit from
Jbeing in a primary school situation where you will come into
contact with experienced teachers who will share ideas with -
you when the opportunity presents itself. '

Format of Questionnaire :

The Questiomnaire is in the form of a booklet and is divided,
into wvarious sections. After a short introduction there‘is a
general section with questions placed under specific headings.
This is followed by guidelines on specific subjects, while
another section deals with observation of some of the special
subjects.

The Questiommnaire ends with a section which requires the student
to draw conclusions from and to make assessments of her
experiences during the observation period.

In addition to the answers to the gquestiommaires students will
be required to submit their weekly time-tables which will
reveal what and when théy observed/taught during their stay

at the school,




A.

1.

SENIOR

Page 2

GENERAL :
SCHOOTL ADMINISTRATION AND ORGANIZATI@N
1. 1. Is the school a Provincial (State) or private

institution? ‘
l. 2 How many pupils are reglstered at the school?
1. 3 What is the sex / are the sexes of the pupils?
1. 4 Into how‘many classes are they divided?

1. 5 ~Make a 31mple dlagram to illustrate the school
-;Fhlerarchy, e.8., Headmaster; Deputy Head;
Vice-Principal; Head of Department etce
l. 6 Draw a simple plan of the school and the play-

grounds.
£
1. 7 - Does the school have a School Hall°
"What purpose does it serve? -
1. 8 How o0l1d is the School?
l. 9 What community does it serve?
1.10 Is the school easily accessible by public
transport?
1.11  How do most pupils get to school”
1.12 . mIs the policy of the school one of streaming?
‘ If your answer is in the afflrmatlve, comment
on the method used to achieve streaming.
1.13  Does the school follow subject teaching or
class teaching in the higher primary standards?
1.14 Comment on the‘advantages of the system you

observed.
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SENIOR
Page 3

CLASSROOM ORGANIZATION

With the aid of sketches and diagrams write a brief

description of the classroom in- which you observed most

lessons.

Note the following aspects and comment on the

effect they had on class organization, opportunity for

creative work, discipline, effective teaching etc.

2. 1
2, 2
2. 3
2..4
2. 5
2. 6
2. 7T
2. 8
2. 9

2,10

Size of room in relation to number in classe.
Arrangem?nt_of desks and furniture;
Pinboard space. R |

Size andjposifidn of chalkboard.

Availability bf audio-visual equipment.

‘Space for.a reading corner / nature table, etc.

Temperature of classroom and general aspects.
Position of door during teaching, — pros and cons.

Influence of external noise on classroom

activities, e.g8., traffic, construction works, etc.
. . 1

How has the teacher made the room attractive,
generally? |
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3. GENERAL CLASSROOM PROCEDURES

Write a.brief_description of general classroom procedures
as you observed them, The following are some guidelines.

rd

30 1 How monitors are appointed and how duties
are allocated.

3. 2 Teacher / pupil interacFion - what sort of
' questions do.they ask? How are their problems
dealt with? ’
3¢ 3 How does the teacher cope with enrichment
| programmes for the brighter children?
. §

3. 4 How are slow learnefs catered for?
3.5  How are‘yisual / hearing problems catered for?
3. 6 How is the class home work controlled?

e.g., rTecorded. in diaries, how checked.

3. T What methods are used to teach?
' ee8e, group teaching.

3. 8 How are difficult situations 'resolved?

€eg., tale bearing, stealing, hyperactivity.

3¢ 9 Comment on an example where the teacher showed
particular understanding.

3.10 Cldakroom routines.



SENIOR
Page 5

4. PHYSICAL ENVIRONMENT - PLAYGROUND

Comment on the playground activities in the school
as you obsérvéd them. ~The following may provide you
with some ideas ¢

4.1

4¢3

4.4

4.5

Do the children remain chiefly in their cilass
groups, or do they mix with older / bigger

“children. Comment on any exceptions, to the

general patternm.

Are the children lively and active during break,
or do they spend breaks sitting quietly in
small groups?

- Is there any'ndticeable“aifference in the

behaviour of the boys and girls of different
age groups?

Are any pupils solitary during break?

What is the most striking contrast between

a primary school playground and a high school
playground at break? '



' SENIOR
Page 6

5, EXTRA-MURAL PROGRAMME

el

’

5e2

543

5.4

-~

List the ektra-mural activities offered
by the School.

Did you inVolve.yourself in any of these

‘activities? ‘Elaborate your answer giving

gspecific detailse.

What value do you think an extra-mural

programme plays in the development of a
. L.

child?

What was the children's favourite extra-mural
activity? | '



Page 7

B. LANGUAGES s

1. ENGLISH

-

Questions to guide First Years in their observation
“of English at the school at which they are billeted
for Practice Teaching.

1.1 How many periods a week are given to English
on the timetable? How are they divided into
areas of English? e.g., Oral work, spelling
etce

1.2 How is reading taught?
What class readers are being used?

1.3 Is there any group teaching? What are the
‘ problems attached to-this system?

How has the teacher adapted the system to
his / her particular situation?

1.4 X What is the most effective mqthod the teacher
has found of : '

teaching spelling
marking compositions

teaching grammar ..{The teacher could
“specify areas here.)

1.5 Find out from the pupils what they are
reading privately.

1.6 Is Speech and/or Drama taught to the class?
If so, is it taught by -
(a) the class teacher?

(p) a qualified teacher on the staff?
(e) a qualified outside teacher?
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AFRIKAANS TWEEDE TAAL

SENTOR EN JUNIOR

Slegs'as u as student bereid is om by die klasonderwyseres
te leer, sal u hierdie vrae kan beantwoords (Gebruik
folio vir die doel - Naam van student regs; skool en
standerd, links.)

2,1 SENIOR
Mondeling
i duiutenh e =3

2,1.1 Watter onderwerpe is gedek in die tyd wat
' u in;die klas was? ,
2,12 Wat word as stimilering gebruik?
2v1.3 Watter metodes gébruik die onderwyseres Om
‘ die kinders aan die praat te kry? |
21,4 Vorm die mondeling deel van m groter
" cenheid (in tema) of staan dit alleen?
Gedigte
2.1.5 Watter gedigte is in die tyd behandel?
2.1.,6 Maak m afskrif van die gedigte wat in die
' tyd gebruik is en wat nog behandel gaan word.
Skriftelike Stelwerk ' '
2,1.7 Watter onderwerpe is aan die klas gegee?
2.1.8 Moes hulleAdit ecers in hul klaswerkboeke
_ skryf of'n&e? \
5.1.9 Skryf hulle dit tuis of in die klas?
2.1.10 Wat was die lengte van die skryftakies?

2.1.11 Watter masienskema gebruik die onder-
wyseres? Kry voorbeeld. X

2.,1.12 Xen sy punte of simbole toe of word slegs
m opmerking geskryf?

2,1.13 Was daar mondelinge voorbéreiding vir die les?

Lees ,

2.1.14 Watter leesboek gebruik die klas?

5.1.15 Lees die klas in groepe, stil of hardop?

2,1316 Word punte toegeken Vir lees?

0,1.17 Watter leesboekies en tydskrifte (Afrikaans)
is in die 1eesh6ekie?

2,1.,18 Watter stelsel word gevolg Vvir die lees van
biblioteekboeke?
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SENIOR -

Taglleer

2.1.19 Word leesstukke as m vertrekpunt gebruik?

241420

rd

2.1.21

2.1.22

2.1.23

2e1.24
21625
2.1426
2e1.27

Handboeke*

1, Watter handboek(e) word gebruik?
Naam:

o. Word dit as onderrigmiddel gebruik?
JA/NEE,
Indien antwoord JA is -
2.1 -Hoe word dit gebruik?
2,2 Hoeveel keer per week word
dit gebruik?

3. Word dit as toetsmiddel (terugvoering
van taslmateriaal) gebruik? JA/NEE
Tndien antwoord JA is -~

3.1 Hoe word dit gebruik?
3.2 Hoeveel keer per week word
dit gebruik?

Word die antwoorde van die tagloefeninge eers
mondeling gedoen?

Is die taalleerkomponent deel van m groter
cenheid (tema) of staan dit alleen?

Word m handboek gebruik .of:.voorsien die
onderwyseres self die leesstuk?

Die vrae wat gestel word: Sluit dit met Wie/Mat/
Waar - .

vrae in of word
ander soorte vrae op m
ho&r vlak ook gevra

Word die sluitingstegniek (Cloze) gebruik?
Word taalspeletjies gebruik? Kry voorbeelde.
Word liedjies gebruik? Kry voorbeelde. '
Wat word gebruik om m element van
genot in te sluit?
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Ce ACADEMIC SUBJECTS 3

1.

MATHEMATICS .- Comment on the following

1.1

1.2
1.3

1.4

'Use’of apparatus, Games, Puzzle

1
Corners etce

-

Use of S.T1,.

How is mental arithmetic taught?

- How are'multiplication tables taught and

consolidated?
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SENIOR
C. ACADEMIC SUBJECTS
2. PHYSICAL SCIENCE L Comment on the following :-
261 The organization and use of the "Science

2463

2.4

245
2.6

*27

Room" or Laboratory.
Use of the Mobile Demonstration Unit.

Flrst Aid Outfit — Fire Extlngulshlng
Equlpment Safety Measures.,

Demonstration techniques.

Worksheets and pupils' practical
book (Busy Book).

Scheme of Work}for General Science
(Physical Science and Biology).

Inventory for General Science.

*Only when freely available.
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BIOIOGY

Students watching Biology lessons are advised

to note the following :

3.1

.3.2
33

3.4

345

3.6

37

3.8

How does the teacher capture the class

imagination when she introduces the

\

subject?

How is interest maintained during the
course of the lesson? '

What visual aids are used in the lesson?

What problems do YOu think .the teacher
had to solve to prepare for this lesson?

To what degree is the class involved
in the lesson?

What techniques does the teacher employ?

Does the teacher make special provision
for gifted children in the class?
How does the teacher handle this aspect?

What type of application exercise is
given to the class to consolidate the
learning?

Finally, what was the "actual" message
of this lesson?



Page 13
SENIOR

GUIDELINES FOR SENIOR PRIMARY FIRST YEAR STUDENTS :

4,  HISTORY

1.

2

INTEREST / MOTIVATION

1.1

1.3

1.4

What techniques / styles of teaching were
most effective in making pupils interested
in the lesson®?

If the teacher felt that interest / involvement

~was flagging at any point, how was interest

regained?

Describe any pupil activity methods used

(eege finding out for themselves, drawing

their own conclusions, using‘source material,
simulation games etc.) N.B. Variation of method.

Note the importance of linking new knowledge

to previous experience.,

%

PRESENTATION

2.1

1

TEACHING AIDS AND METHODS

14

2.1.1 All past events occurred in a place
at some point»in time.
Note techniques used to establish
this. N.B. Maps and time — times.

2.1.2 If maps and time — times were used @
2ele2el Did children seem to understand

)

clearly what they represented?

2e1.2+.2 Did they help to clarify the
lesson? If so, in what way/s?

2.1.3 Which teaching ailds seem particularly

effective? Try to give a reason for
their effectiveness.

2.144 STORY-TELLING : Note importance of
drama, use of voice, eye to eye contact,

sense of empathy evoked (how did it
feel to be there?)



3e

4.

D.e

6o

Te
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SENIOR
TEXT-BOOK
3.1 Is a text-book used?
3.2 In what ways can a text-book be useful
i

~in teaching history?
3.3 Are the contents of the text—book questioned?

CHATKBOARD AND NOTES

4.1 How does the teacher build up a summary
on the board? P

472 - Are the children given notes?
If so, what form do they take?

QUESTIONS

541 How does the teacher distribute questions?

5e2 How does the teacher involve the whole class
| during questioning?
5.3  How does he/she handle pupils unable to
answer a question?

CONSOLIDATION AND APPLICATION

Describe any partlcularly effective ways you have

seen of consolldatlng information and/or
~of -applying ite.

GENERAL

Comment on any other aspects of teaching and
classroom management that particularly impressed
you (e.g+ preservation of discipline and order) e
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D. SPECIAL SUBJECTS :

1., ART

First year teaching practice observation.

’

1.1

lolel
1el.2
1.1.3

.1.1.4

l.1.5

l.1.6

1.2

1.2.2
1.2.3
1.2.4
l.2.5

1.2.6

The student must note how the different
teachers of Art (if there is more than one)
develop - _ - ]

contact with the class;

hold their interest; ’
increase;perception / awareness of
self, -environment, the senses etc.

use “the.danguage. of Art to give a means

of expression to the child;

‘deals with the physical aspect of the

art room which can be very messy etc,

controls-the class that is allowed more

freedom of movement and noise.

Each student must make notes on the
'art lesson observed to bring batk for
discussion at College (noting the
following - )

~The Art aim -

The topic

The inspirational source

The children's response

Any comments made to the student
by the teacher

The student's personal response

}
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MUSIC
CLASS~SINGING

INFORMATION TO DISCOVER

2,1

’

263

NN
s o
. >

246

2.7

2.8

Where do class-singing lessons take piace? Draw a
simple plan showing the relative positions of -

PIANO / CHALKBOARD / CHILDREN
How manywpériodsfof‘class—musicware.given each’ week?
What other musical activities are included?

e’g., PERCUSSION BAND. / RHYTHMICS / RECORDER /
CREATIVE WORK / CHOIR etc.

Is music confined to structured periods?
Is music integrated with other classroom activities?
Who gives the class—music lessons? (Class teacher/

! specialist etc.)
‘How many children receive individual lessons (Piano,
Guitar etc?)

ig” at school
ii privately

What song books are used?

(Seniors only)e In which standard are Rounds,
Desc;nts and part-songs introduced?

OBSERVATION OF A LESSON

List the songs you heard the children sing.
IndidateﬁWhether'theyﬂwere'accompanied or
unaccompanied., ‘If accdmpanied,'state what
instrument was used.

‘Observe and note the method used in teaching songs -

\

i; WORDS AND MUSIC g chalkboard; wall

ii) WORDS ONLY using (chart: O/H projector
(OR individual books/

iii) BY ROTE (imitation) (copiese

LISTEN TO THE SINGING - especially with regard to:-

~singing.in tune / quality of tone / clarity of
‘diction ./ dynamic contrast (loud and soft) /
starting together etc. Notice changes in
children's position — sitting and standing.
Were any breathing exercises and/or voice
exercises given?
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2, MUS IC (Contd.)

2.9

2,10

Observe and note the work done related to the
teaching of rhythm and pltch.

(a) Ear-training and teaching of concepts in
sound etc. e.ge., the clapping of rhythms;
imitation of sounds such as "sch - me" .etc.

(b)) Sight-singing (reading of music) -

which of the following were tackled? -~
RHYTHM only '/ PITCH” only / RHYTHM AND
PITCH.COMBINED.

Was one of the = "FUN WITH NOTES" series

of books-uge@?m_

(¢) DNote the use made of (French time names for
. rhythm
. (Tonic .sol-fa for pitch,

(d) Did the children sing on their own, or only
with the teacher's help (either by singing
or by playing the piano?)

(e) Describe .any .apparatus or interesting

'~ chalkboard work used.

How do the children react to their class-—music
lessons?
What are their musical interests.outside ‘school?
Make a list of instruments that the children handle
regularly.
eege Drums; "tambourines; triangles etce.
Xylophones; glockeﬁspiel etce.

JUNIOR ONLY Is there a music corner?
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3. PHYSICAT, EDUCATION

36l

362

3e3

1

GENERAT
3e1.1,

3.1.2

MOVEMENT

Which sections of the General Programme

did you observe?

Were they presented indoors or outdoors?
How large / small were the classes?

DEVELOPMENT

3.201

Je242
34233

3:2g4
332:5
30256

3e247

PHYSICAT

Overall control of their bodies - briefly
explain. '

Is théir skill in performance gquite constant?
How good is their judgément with regard to
the use of the surrounding space?

Are they able to learn a large variety of
activities in a short time?

Do they have good large muscle group

co-ordination?_

Are they showing signs of developing control
over their small muscle groups? .

How good is their ability to balance?

'

DEVELOPMENT

3e3.l
36332

3¢343

3e3ed

Are the children in proportion with regard
to height, weight, length of arms and legs°

. How many of the. puplls would you regard as

overweight?

Does this (overweight) impair or hinder
the physical or motor performance of the
individual concerned?

Were there any signs of weak posture?
€eZe, flat feet, rounded éhoulderé, knock
knees etc.

Is their mﬁscle strength keeping pace with
their increase in height at this age?

Are they particularly supple at this age?
Do they tire easily i.e. endurance?

Contd secsos



3., PHYSICAL EDUCATION (Contd):

3.4

AFFECTIVE DEVELOPMENT

Does the child compare herself to others?’

Is she very dependent on being accepted
by the group?

How independent are they?

Does she enjoy a challenge?

Is she afraid of losing?

Do the children enjoy experimenting?
Did certain children exhibit signs of -

394T7.T leadership
304eTe2 self-control

. 3%437.3  creative ability

304,10
3e4.11

Have they got the ability to concentrate?
Are the pupils with weak motor ability
rejected by the group?

‘Are they still interested in fantasy?

Do they enjoy moving and playing?

Page 19
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4., NEEDLEWORK

Opserve and commenF on -

4.1 Arrangement of class

4.2 Lighting of room.

4.3 Care of needlework equipment and tools.
4.4 How needlework is étored.

4.? Do pupils enjoy ﬁeedlework?

4.6 .Note any good ideas in class organization,

e.g., anything special on pin-board ete.
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E. SELF ASSESSMENT AND CONCLUSIONS

1 How do you feel about your choice of a careexr?

Do you have‘any doubts about your choice?
i

-~

2 - Are there things you wish you had known before
embarking on a teaching career or on teaching

practice? ’

3 In what ways did you find that your school
experience differed from your idea of what it
would be like? |

&

4 What was the highlight of this teaching experience?

5 What suggestions would you make that could
improve the practlce teachlng observation

period?



5 | ANNEXURE  C
VALUES AND THE TEACHE '

P - > 1t

The problems and conflicts so widespread in our technological

society make it plain that unless the children in Primary School

are equipped with some- tools: for making their way through the confusion
in values we shall leave them with little. '

The speed and the complexity of our society indicate that children
need to learn how to analyse moral issues and how to arrive at moral
judgments.  They need to find direction and meaning in their lives :

" They need to learn to dea] constructively with the value conflicts
they encounter, '

This print of work is designed tb help you focus upon values and
their p1ace‘in your becoming a teacher.

You must have :
| Handouts
(a) Values - what are they?
(b) Human values. in modern Education.
(c) Terminal values and Instrumental values with instructions.

(d) Instructions for observation and Project for Teaching
" Experience. )

“(e) Natural Laws and Values.
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THE SELF AND VALUES

==d=cazz=Srzosszcrs=s

Some quest1ons and thoughts about Va1ues - based upon Handout from
"Education Society and Change".

A]though this article was written for American teachers is seems as if,

to a ‘large extent, most of what can be app]1ed to American Society can apply
to ours as well. ;

c

Va]ues Exist Position

.‘Can you poss1b]y identify any other sources of values ather’ than those
~Tisted on Page 242 which to some extent influence schools in South Afr1ca?

Do you feel Inlow's list of care values are the dominant ones 1n Nestern
Civilization? Would you question any of these?

. Can you see any d1fference between "care" va]ues and “"operational" values,

or "major value orientations”?
If there are any differences what are they?

When you read Lynd's work -on “ideals-andtheir contradiction each time you
see “America" read South Africa. It makes interesting reading in today's
climate of "change".

. Can you identify those values which create a notion of progress and change

as opposed to those that provoke resistance .to change? Where do you stand
in terms of these values - do you favour the values that speak to change -
or, those that act as stabilisers and resisters to,change?

. Can you pick up values intuitively?

. Do you think the 10 values listed by -the National Education Society {p.24()

can readily be transferred to South African schools.and teachers?

Values are Gone position .

. Do you think that the traditional value system has collapsed?

. Antiwar, anticonscription, antipollution, antiracist, antipoverty,

ant1rypocr1sy, anti-police brutality.

These are all negative in essence and yet they address themselces to some
values we hold. Can you take these negative values and place next to
each one a positive value whlch supports the same issue?

. Read carefu]]y the paragraph on p.250/251. Do you agree with this view

of educational institutions. Did 1976 .not perhaps contradict this

Eﬂ;statement? if itudid, why was this so different in South Africa?

. To what extent can you identify with the self-actualization model?

Is it realistic?

. Study William Stanbey's posit1on, pP. 252v253 carefully and compare it with
+~the view od education stated earlier p. 250/251 '
"What is-your reaction to these two standpoints :on the funct1ons of education

" in society today?

2/....



2/....

. teacher. you.want:to become?

The danger of Neoconservatism is poihted out on page 254 second
paragraph, starting with "The danger -is that L

Do you think this author is accurate in hisfobservition?

Can you detect any weakness in this argument?

Can you as a teacher, work within a framework in which "values aré gone"?

VALUES ARE _CHANGING

What would you give as the main reason why society resists change to
its value system?

Can emergent values and traditional values live side-by-side without

‘too much conflict?

Can you detect any emergent values within yourself and your friends?

Do these necessarily conflict with your previously held values?
How do you cope with this problem. ORI

Do you think it important to have values clarified? ' -
How can this process of value clarification help toward your becoming the

M. FISHER
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TERMINAL AND INSTRUMENTAL VALUES (Handout C)

T S T Im T TR e T AN T S M e A - e = e s
R R S A T

Arrange each set of values in order of 1mportance to.you; as guiding
principles in your life,

Discuss in your groups the meaning of terminal and instrumental value.

" Which of these values would you seek to promote as a teacher - will

they conform to your ranking?

_ Hhat a® the predom1nant values being advocated through the various
-, activities found in the school where you have been placed? Try to list

them in order ot importance of emphasis and the activity the value is
associated with.

.

PROJECT

Can you relate any of the values promoted in the school where you are
to the 1ist of Natural Taws (Handout C). :

Can ach1evement and success be classified as values?

~If not - why not?

_If they can - how do teachers use these twovva1ues'to:

(a) motivate children?
(b) discipline children?
(¢) evaluate children?

By using these two values do children receive assistance in their learning
or can these values act as a hindrance .?

You must keep a log. book -reflecting your -actions {lessons) and-gbservations :
In this log book you can:reflect the school ‘day and how you respond to the
effects the activities have on the staff, the pupils and yourseif.

Mere anotation of events is not sufficient - the events flow from a value
base. Your task is to locate this value base upon which action is based.
You will need to read these handouts carefully prior to teaching
experience. ‘

What values are promoted by the teaching of the various subjects in the
time~table. Look at Content, Method and Method of Evaluation.

DUE DATE:

.If you have any difficulty please contact me. Try to make this prbject

a pleasant research experience where you explore the dynamics of society
and your response to its value position.

M R FISHER



* ANNEXURE
CAPE TOWN TEACHERS' ‘COLLEGEV

3rd YEAR SENIOR PRIMARY

THEORETICAL AND PRACTICAL PROJECT

NOTE FOR ALL STUDENTS

This project is designed to take the place of one of your examination
papers at the end of the year. This research project is part of your
year's assessment and will count 50% of the total marks for Education.
Do not allow this course work to-be neglected. If the standard of work
1s too low; I may be obliged to retain the papers at the end of the year
and reduce the weighting of this project. ‘As we wish to move away from
a purely theoretical evaluation, this is your opportunity to come to
grips with the practicality of your task as teacher.

PART A

———

Draw up a series of 9 lessons to be presented during teachihg-experience
in-July/August: these lessons should cover at least 3-4 different types
of lessons from 3-4 different subject areas. ,

Each gfoup of lessons must reflect your grasp of the three different
teaching models and especially the "mission" or "goals" for which these
lessons are intended. ‘ -

PART B

Accompany1ng your lessons must be a document answering the following
quest1ons

1. 'th you chese to use the models in the subject area you
ass1gned it to’

2, A clear indication of the major theorist of the models you used
and the main thrust of his.ideas.

3. Your own evaluation of the usefulness of the models and their
value in the classroom.

PART C

This will consist of whatever feedback you can acquire as to the
effectiveness of your lessons. It can take the form of peer evaluation :
resident teacher evaluation : pupil responses and your own personal
response to the process. - '

The finished project must contain gll_three”aspects. ;

This task is to assist you to develop your own personal repertoire of
teaching models. You will need to select your theorists first and start
reading NOW. Once you have done this and have achieved some perspective
of the theorists you can then start to plan the sorts of lessons you will
want to teach, adapting them later to the local needs as you find these
in the schoo]s.

You must include a bibliography to 1nd1cate your, sources. PRart B should
not be longer than 3000 words. If you have difficulties. please don't
wait till the last minute. Start early!



THE INFORMATION PROCESSING FAMILY OF MODELS

MODEL MAJOR THEORIST MISSION OR GOALS FOR WHICH MOST APPLICABLE
Inductive Thinking Model Hilda Taba Designed primarily for development of inductive
Inquiry Training Model Richard Suchman mental processes.and academic reasoning or

theory building, but these capacities are useful

for personal and social goals as well.

Science Inquiry Model Joseph J. Schwab Designed to teach the research system of a

(also much of the discipline, but also expected to have effects in

Curriculum other domains (sociological methods may be taught
Reform Movement in order to increase social understanding and
of the 1960s) social problem-solving).

Concept Attainment Model Jerome Bruner Designed primarily to develop inductive reasoning,

but also for concept development and analysis.

Developmental Model ‘ Jean Piaget Designed to increase general intellectual
Irving Sigel development, especially logical reasoning, but can
Edmund Sullivan be applied to social and moral development as

well (see Kohlberg, 1966).

Advance Organizer Model David Ausubel Designed to increase the efficiency of
information processing capacities to meaningfully

absorb and relate bodies of knowledge.



MODEL

Group Investigation Model

Classroom Meeting Model
(Social Problem-solving)
Social Inquiry Model

Laboratory Method Model

Jurisprudential Model

Role Playing Model

Social S imulation Model

THE SOCIAL FAMILY OF MODELS .

MAJOR THEORIST

Herbert Thelen

John Dewey

William Glasser

Byron Massialas
Benjamin Cox
Nagional Training
Laboratory (NTL),
Bethel, Maine
Donald Oliver

James P. Shaver

Fannie Shaftel

George Shaftel

Sarene Boocock

MISSION OR GOALS FOR WHICH MOST APPLICABLE

Development of skills for
democratic social process
emphasis- on interpersonal
academic-inquiry skills.

development are important

participation in
through combined
{group) skills and
ASpects of personal

.

outgrowths of this model

Development of self-understanding and

fesponsibility to oneself

and one's social dgroup.

Social problem—sovliﬁg,vprimarily,through

‘academic inquiry and logical reasoning.

Development of interpersonal and group skills

and, through this, personal awareness and

flexibility.

Designed primarily to teach the juriéprudential

frame of reference as a way of thinking about

and resolving social issues.

Designed to induce studnets to inquire into

personal and social values, with their own

behaviour and values becoming the source of

their inquiry.

Designed to help students experience various

social processes and realities and to examine

their own reactions to them.




MODEL

Nondirective Model

Awareness Training Model

Synectics Model

Conceptual Systems Model

THE PERSONAL FAMILY OF MODELS

MAJOR THEORIST

carl Rogers

Fritz Perls

William Gordon

pavid Hunt

MISSION OR GOALS FOR WHICH MOST APPLICABLE

Emphasis on building the capacity for personal
deveiopmenﬁ in terms of self—awareness,
understanding, autonomy and self-concept.
Increasing one's capacity for self-exploration
and self-awareness. Much emphasis on
development of interpersonal awareness and
understanding, as well as body and sensory
awareness.

Personal development of creativity and creative
problem-solving.

Designed to increase personal complexity

and flexibility.



CAPE __TOWN - TEACHERS’  COLLEGE
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 ASSESSMENT  SCALE : 7. Very good (75 - 100%) : 5. Above average (60 - 64%) 2. Failure 40 - 493
6. Good (65 - 74%) 4. Average (55 - 59%) 1. Exceedingly

weak 0-39%
3. Below average (50 - 54%)

LESSON _ EVALUATION

NAME : ceriiiiiiiiicnrerircnenncnonnans . SCHOOL 2 vicevvvncenenenncncancannns crienes ceben DATE : ..evvinieniannns [P

COURSE ! veurrrvnnenrunanrnrnrinenrnsenes CLASS  erenvnuersnnecrnencacucncnrnns ceeeenes

1.  PREPARATION AND PLANNING

CRITERIA . LECTURER'S COMMENTS 7 6 5 4 3 2 1
CHOICE OF Suitability of material veseeees caseeennana P P PO PRI FUNNY P PO PO
LESSON Level of difficulty - teeascnnesesns seseerennns teesssvscsenesessssesnsenaacssavans (SO PP DTS FON PN TN P
CONTENT : .
Accuracy of information  J.......... tesesocscesssscanes fecessessacenssecsecsccsacannne R FPON TTTTE DI PR T S
Scope of lesson [ .iiiiiiiieen. tesisetescsesettecstnssctcsttatattesarseacnanan NN PPTOY PO PR PR PrTTy P
Other cooment }t...... tesesecsssecrssecnnanas sesssrssanessrssesscasescsosesne RO RN TTTTY PP U PO P
LESSON Clarity of aims  t.. ..., N treseaenns teesescettertciieststnnnons NS PR ZTTTS CYTTY PO PR P
PLANNING Competence of planning | ...eicleneeenes ceevsennan teeaseesesasecensscetratsiorcncsannan S A FETTY NS POU PO PR
Structure of content cesesssanvases tesencsoe teeesssneasenanse cecanes tosesesencsnan PR RN ZTTTS FTTYE CTTY FUus Ppirs
- Selection of aids cenesssactanens ceetsecracssseanns ceeens sesesecacacsancencans S FIS TTTUS FONRR FETTS PO P
Evaluation techniques P PP PP T PN PPN JEPR PP
Provision for consolidation
and revision cedeessasecsarssssena tetecsesneoniennn FPPPPDPPR I ITTTY MY TRO0S PITTY FUUDE PR N
Other comment ceceanoane tececesnsssnsssonascann ceenne sesesesaneannes [ PO PO PPN PUCNNY PR T P

-2.  PRESENTATION OF LESSONS

UNXINNY

3

s I o i ol

s e - -

CRITERIA LECTURER'S COMMENTS 4 11 6)s)al sl 2]
TEACHING Introducing topic reerereerreaeenen eeeeianans tevienan SR e ieeeeeenenas S DO FUTON IUUTS IUUN TR DO
SK}LLS. duestioning PN teevaceces crecaces PP PITIN FOU PGS PN PO PO DO
Explaining D T XLIT TR YRR tessecsessans IRTSEITRETTERRRRTRTY EYTRY CYTTY PRTYY PEPRS PROTS PN ETTEET
Consolidating ' ;......,.........;. ............ tarecescssssnsan NTTTTTTITPOuy PRpes POE TTTTE FTTTS FETTY Fruue Mupes
Focussing ' ...,.............................,....................;..... JUUES OUUR PURRY PUDUS FOURY S ....;.
Flexibility veereeerevanetenaans ieeeeeenns cereerean ceeees ceeees ceenes U PUUI JUURS SURIY DUURY FUDUR PR

1




2/.....

Lesson Evaluation

CRITERIA

LECTURER!S COMMENTS

TEACHING

>

Assessing progress of

Other comment -

SKILLS student understanding ceevvensase tesrccanrannana esenswoaaons tereacenmenee resensan IR PO DI TR PN NITY TR

{continued) Conclusion of lesson beetesesneas Cresetestesaniensesaranan Cermcereavaesnees creeas [ PP DU RN PINS IEDIS N
Use of chalkboard teeeeeananns e veeenanenaanens e tresarenaenraans cereeeenn PO PUPUR FUNN NPV SO PRI AU AN
Use of audio-visual aids T P Ceeicnaeranenes U PR DU SRR NI S
Other comment . | eeevenens esasens teseeseecnes cenesns vessessvesusssesssenssessfasenfecanfeccapeacads I

HANDL ING Use of discipline eeieranerantanonn SUSUROPN erreees eeeeeaaeaeaneas U FOUUN PN SUULY FOROR Y A

10F Classroom management - f .i.eceoen dreeiiscensaraannns teassesesesstaresaerenaaraasesan R P P N IS PR P

PUPILS

. :Response to pupils' questions | .......... Cesereenceasanninns eceersseraanns PO S S DU PR PR RPN R
use Of pupi] - » - asa - » EA N ]
‘Contl‘ibut'ions ------------------- #recsscnse sesaxaee sesr2ecsesrmccscssase oD e - -
Other 'célm'iept. ....................... setevenenansesetsssannane Vesassacncas -- .- aberecdaen sennee

COMMUNICATION USE OF VOICE:

SKILLS Voice quality ] eieeiiieneseiiniiiiaianctiietiiititiiaentictnettiestaans FON PUDDY M TTTTY FRPPS PREPRY FETTRR
Pitch e feteiessecnenaannas emeseteeeseenteteionnnas SR DU VS DRI PR PRI R
Modulation and variatio R FUUTR FUDRN TUUR TUTRN IR

of tone bk R R T T . .
Projection ceprerisaeees ceeetevreereeasanes ceeesnannns tetmracnenacs S PR
SPEECH: Tempo ) e..s. Weeeescsecssesesenetcsactsseraoctacnie sessceenasan sessefenr PP PRI DO B I I
Language competence ] ..... hriaseeeeee A tevereanaan JUDR FUDES SO DUDDS PRSI Y PP
Amount of talking R PP eeeaseranaereaeineanen SRS FUUYS RN SN PO PRUIN IS
Sensitivity in listening | ........c.. cennann Creeasitteventaseseesassiiosesreennane S PR PP PR SR PO PR FYTTE i
Eye contact emeeeeeeenenn PUITTUUNURILDPROTIURPSURTSPSUPIURNY R PPPPY FIRTY CRCLE CELTE EETRE CETTER
Awareness of. children's - SR PUDDY FURRY P 1% VU FOUOR IS
]anguage usage_ sseconsecsstcnssnnvnsnsenas eemcssennsssronasaae #msreusscens ]
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3/..... Lesson Evaluation

A,
CRITERIA LECTURER'S COMMENTS Tt 6] s|ala] 2z
| CREATIVITY Use of limited resources PR JURNPT TR S IS NS IR PO
AND Original use of media PRy (R JURIY IR FRPD PN SUI R
IMAGIRATION .
Unusual approaches U PR PORAR PP PR PO T PO S
Adaptability to class size
Other comment P S PP FRSNNS PETTY TTTS Py SR PR I
CLASSROOM Motivation techniques
: t
ETHOS Enthusiasm sesseseensassssectvasssoannansernsavasccssvessonsovescevarsnofescafroacdrscefeccaderiifoiantioneent
. ) ; !
Freshness of approach PP PP NP MY PITTS PR P PP M PR S
Human warmth and friendliness PP Y T Py JUNpuey O T D
Gaining and holding
pup“s"attent‘lon' R R R AR R R R R R LR R R AR ERY RAEAE LERER LYRES EEREE CERRE ARERE AERRERS §
Contact with individual pupils T I P DI PETTY (N Py D
and class as a whole : :
Dther comment S STPUSTUUDINI SR FRR SR SUDUY SR N M
APPEARANCE Attitude ceannena chdssaereennns R, teedsesaaaenn Y IR NIRRT N P PR P P
Neatness comeseasecaannonesentesessnonse [ P Y I I I I I
Self-confidence U PSP PP M N ITTTS IT0N Dy P
Body language P AP P PR DTS TETEY PRy Iy s
Presence P DRI DAY MY RPN PO FOO0N P R
1 Other comment RSN DI SURSPN FUPOY PP SIS BRI S

GENERAL COMMENT :
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THE NATURE OF TEACHING ' ‘

-

Thz 'knowledge explosion', intensely accelerated through the
jevélopment of the computer, is fast meking change the primal
exparience of life.
"Man will not live all his life in the world in which
he was born, and no-one will die in the world in which
he worked in his maturity ... in this new culture it
will be the child, and not the parent and grandparent
that represents what is to come.
' (Mead, 1975, p.214)
The implications of change extend to every aspect.of numan life, not
least to teaching itself. It offers a challenge to each tesacher to
re-examine the alternatives open, not with the ides of arriving at a
once~-anc-for-all answer, but at an answer in terms of today, ready and
open to tomorrow's revision. Each individual who does not seek to be
spared the pain of thinking for himself will rezch a different answer
. ]
to the guesticn "what is teaching?" and these will reflect the
particular philosophical, psychological and/cr soclioclogical
~ orientations of the teacher, either explicitly stated or implied.
This paper will aim at providing a representative solection of

perspactives on teaching and their implications for the teacher, and

will conclude with a personal synthesis of the nature of teaching.

TOWARDS A THEORY OF TEACHING

One of the difficulties of studying teaching arises from the fact that
there is no mare clarity on what constitutes teaching theory than
there is on the wider issue of what comprises educational theory.
Echoes of the long-standing dispute between D.J. 0'Connor anc P. Hirst
over the nature of educational theory can be heard in discussions on

teaching theory as well.



In briasf, O0'Connor approaches education as a particular s=ries af
natural phenomena which can be described in scientific terine by means cf
"a logically connected set of hypotheses whose main
function is to explain their subject matter,"
, ; (0'Commor, 1857, p.75)
while Hirst refuses to see the social institution of educetion as a
natural object which can be szt out in-terms of o5servable features,
and claims that because it invoclves a-deliberately planned act calling

Id
for an understanding of human purposes, it

"requires explanations in terms of beliefs and values,
of reasons as well as causes.™

(Hirst, 1973, p.67)
Despite their differences, the following common ground may be
discernec between them. Both would agree that educational theory
should guide practice, and that it should consist of a logically
interrelated set of hypotheses which can be confirmed by observation.

It should be explanatory in nature and refutable if necessary.,

For the purpose of structuring campé;ispnsxbetween the cifferent
interpretations of teaching offered in'this;péper,“the writer ihclineS"
towards Hirst's view, and has sought to give a wider explapation, than
suggested by O'Connor., The dimensions suggested by Hammersley (1281,
p.29) in identifyiﬁg the constituent elements of a teaching theory
have been adoptec as a frameswork for the sake of making comparisons
‘easier, The first of these is concerned with the teacher's role;

the second with the way in which pupil action is conceptualized; the
-third and fourth relate to conceptions of knowledge and the
curriculum; the fifth interpretations of learning embedded in
different versions of teaching; and the last deals with preferred

techniques of teaching and organisation.

N



{LLHAPTER ONE

PHILOSJPHICAL PERSPICTIVE

o
I
m

CLASSICAL APPROACH
- ’

The Perennialist tradition in the U.S.A, stems directly from its
European heritage, and is reflected in the writing of educationalists
as different as Robert Hutchins and Jacques Maritain. There is much
in this appf&éch with which supporters of the Public::School tradition
in 3ritein like Gilbert Highet would bz in sympathy. In the U.S.A.

© the classicel approach to teaching has developed two different
versions, one being Perennialism and the other Essentialism.

]
The name Perennialist comes F:om the assertion that the basic

principles of education are changeless and Tecurrent, and reflects its
major intention of preserving the values, purposes and customs that

have given society"itS«identity:and,strehgth.7

The metaphysical grounding of the Perennialist is a dualistié<one;

the basic spiritual side, apprehended by reasontalohe,.is permanent
and unchanging, whereas the immediate material side, which is
_appréhended by the senséé, is temporal and changing. For all the
SQrFace turmoil and transcience, an eternal wisdom lies st the centre.
fmanfis seen as a moral, rational being who seeks to order and
discipline-his animal forces, both physical and emotional, and to

deuelobfhis.rational potential,



"The mind itself desires to be fres - from the aninel
. within and from the enigma without.m
(van Doren, 1858, n.73)

The Perznnialist etHical stand szeks to inculcate respect and

. obsdience for asdsolute truth and goodness for thass wha are its

“core wisdom of yestern civilization and ‘an.attempt to teach the
wétudgnt*to apply these pfinciples of truth to life by developing the

* powsr to reason which ligs dormant in his mind.

The practical application of this philosophy to the teaching situation
finds expression in an approach which has elements in common with

Scheffler's 'rule model'. (Scheffler, 1965a). The goal of teaching

is seen as the development and realization of man's raticnal potential
rather than the fastering of emotionzl growth or social agdjustment.
Technical and utilitarian purposes are of sscondary importénte in this
vieuw.

"If education is rightly understood, it will be

understood as the cultivation of the intellect."
(Hutchins, 1943, p.57)

.The.role of the teacher is a dominant one, for he is seen as the

transmitter of .culture to each new generation. The teacher is an
active, responsible pace-setter and decision-maker, playing an
important part in determining methéd and evaluating work and solely
responsible For‘a particular subject in a self-contained classroom.

" The teacher is both an expert and a model, well-trained in what if not

in how to teach.

ﬁHis_tasksxiﬂClUde the fostering of goodness and justice, love of the

.truth-and a willingness to co-operate. Mastery of basic information



which must be assimilzted as & foundation and which Drecades
creativity is siressed. Achievement is assessed against the

criterion of the group and competition is encouraged.

The child is viewed as cognitively pliable, capable of learning,
raéional and receptive of information. The degrees o which he can
pro%it from instructicn is seen as biologically determined in'terms of
hié intellectual endouwment. He is initially a passive receiver of
informaﬁion;'for whom school represents fard work in a competitive
atmosphere, and where grétification is deferred.to some future date.

All children are seen as capable'of:and entitled to the same

education. 4 S

Knowledge is seen as a body of universal truth embodied in the 'great
books' of Western culture. They represent the core ualués which
transcend all'éges-and cultures. The curriculum emphasizes the
traditionel school subjects which are regarded as bearing the combined
knowledge of the human race. Thesa are presented . to the children
without reference to their interest or involvement éndvare designed to

cultivate rationality.

Learning is perceived as an individual undertaking goaded by
competition and is seen as extrinsically motivated. It implies the
imposition of‘kndwledge in a transmissive process. The emphasis is

on learning by hearing about rather than going.

The teacher's technigues are dependent upon a view of teaching as the

art of communicating to others the skills of reason and logic, and
depend largely.:upon exposition and question and answer approach.
There is the implication that adequate preparation in the subject

matter will confer skill in transmitting this to others.



THE ESSENTIALIST APPROACH

Men-such as James.Conant and Jam=s Koerner represent the Essentialist
traditional. This view has much in common with Perennialism, oeing =&
conservative tradition desiring to 're-present’:culture accuretely by
the transmission of certain essential elements, but.éeeing also the
neecd to adapt to the comﬁetifive, corporate organization of industry
and business. Man is seen as a functioning, productive member of
society: a doer rather than a thinker. He is viewed as a man of
practiéal science rather than of the arts and classics, and derives
his social worth and dignity from the occupation hé.holdé; His
ethical stand may be summed up under the 'Orotestant ethic' of hard
woIk, competition. and material success, togsther with .an emphasis on
patriotism and law and order. His epistemology is dependent upon the
belief that facts can be taught free of speculati&e opinion and value
Jjudgments, and emphasis is placed on scientific and technological

information.

The Essentialist goal in teaching.can be seen as the trznsmission of a
form of vocational education that narrous its content to-thé besic
information needed to lead a productive.life, and which will initiate

the pupil into adult society.

The role of the teacher and the concept of the child is much the same

as that of the Perennialist, but the curriculum reflects a more
préctical and scientific content. Since 1870 and the 'backlto
basics' movement in America, this approach is enjoying a new
popularity with its emphasis on the teaching of essential skills and

information.  This concept of teaching lends itself to the current




areoccupation with accountahility.

Learning to the Essentialist involues greét stress on the
assimilative, reproductive type of process and supports the view that
the creation of new knowledge and skills. must follow and net accompany

’

the learning process. -The technigues of teaching are much the same

as those of Perennialism, with StIESS'bEiﬁg_givenvtO the role of

imitation in acquiring new skills.,

’

THE PERSONALIZED APPROACH

A fundamental paradox in education in democratic countries appears to
be the educationai Héglect‘of the concept of individuality. In the
U.5.A. John Dewey rose to the chéiienge with His idea of social
progressive education. -~Deuey's view of -personalized education is
directed at helping pupils to achieve growth in.all phases of their
lives - ﬁhysical, emotional,'intellectual and soc}al - and stands at
the other end of the scale from romantic progressivism, which
subscribes to the views of Rousseau in seeing learning as unFolded.
from within_;he individual, and in bglieving;thé#}ﬁlétédm;n;thggright
environmen£, fhé éhiid will leafh;accordiag‘to néthaivgfowth

patterns.

'Social Progressivism

The world-view of the social progressive is one of a changing,
material world which progressively evolyes into a higher order. Our
present 'scientific democratic' order finds its truth and values
pfagmatically through co—ope:ative group dynamics. Man is seen as an
vv_gctivé, co-operative worker seeking a better, reformed social order.

.4Hé*§ees values as tentative hypotheses to be tested.rather than as



unassailable established truths. Dewey's epistemology is based on
the solution of problems by trial and error in an inductive,
scientific manner. His learning,ESta:process of 'reconstruction’ in
which he reflects orf each experience put into his overall mental
perception to give it meaning and.ito ‘gain control over it. . ‘The goal

of teaching for Dewey ié to prepa:e“the‘thild to,meet,thevdeveldping

demands of a changing society and-:to live harmoniously in.a world of ~u: . %"

change. -~Some see in this a more optimistic American response to the

challenges which were angwered in Europe with the 'fear and dread'

approach of Existentialism.

The role of the progressive teacher is more demanding than that of the

ééééntialist, for he has to provide continuous opportunities for the
child to meet and solve dynamic problems as part of a democratic
problem-solving group. The teacher acts as a guide and fellow
explorer in the pfocess.
.. ‘"The -teacher loses the;§b3ition.of=external boss or
dictator, but takes -on that of leader of group
activities."

* (Dewey, 1983, p.59)
-fIh¢fxﬁlgxpfstheﬁtéagherydemahds'that,he‘should recognize the
unigueness of each child in setting-projects, for the task set should
be determined by the relationship of an individual's personal

experience in that field and the learning to be established.

The child is seen as an active participant in the process of learning,
and his personal.neseds in terms of-education are seen as activity,
security, the desire for responsibility and recé@nition;ﬂi‘ltnis

regarded as 1lmportant that he should recognize the need for a skill or

knowledge in order to achieve a goal he has set himself.

“In contrast to the Perennialists, Dewey sees knowledge as an



ever-changing set of concepts which are hzld tentatively becauss thay
will need to be modified as new experiences is acguired. The
curriculum should present incresasingly more difficult challenges as

the student progresées.

’

"Jhen the school introduces ang trains each child in
society into membership within such a2 . little community,
saturating him with the spirit of ssrvice, znd
providing him with the instrumentis of effective self
direction, we shall have the deepest and bs=st guarantee
of a larger society, which is worthy, lovely and
harmonious." . ’ ’
(Dewey, 1863, p.53)-

Dewey was not unaware of the 'rich fruitage of experience' to be

derived from society's cultural heritage, but believed that that which

the child experienced was built ihto his character and psrsonality.

He saw thz most effective learning stamming from the child's interest
and interaction with the culture in which he moved. ‘learning itself
was identified as a five-step process in?olving identification of the
Tfelt! difficUlty:tonfronting the»person, énalysfg‘énd clarification
of the problem on the basis of available data, the creation of

possible solutions, evaluation of their implications and finally the

abandonment of rejected hypotheses in favour of that indicated by the

resuylts.

The techniguss employed were those of small groups or individuals
working on problems or projects. Learning by doing for Dewsy meant
an educative experience in which

"we make a backward and forward connection between what

we do to things and what we enjoy or suffer from things

in conseguence."
(Dewey, 1916, p.140)



THe INTERACTIONAL APSRGACH

Existential philosophy:aﬁd phenomenology have saparate origins, but
since phenomenology can be applied as .a way to revesl the nature of
human existence, e;istential philospophy has adopted this method.

The concept of ;going back to the things themselves' was dsveloped by
~Edmund Husserl. Dther5 who have axerted a profound influance are
_hMartin:Buber, who wrote specifically about;eduaationvamd*thenmaﬁurE”ﬁf:\:

the relations between teacher and student, and Heidigger, who took as

his starting point 'being-in-the-world!'.

The term existentialist has beeh used in so many ways that it has lost
currency, but there appears to be fairly common agreement on certain
issues which can be grouped underlthis umbrella term. Proponents
exhibit a tendency to view the world as alienating and oppressive, and
the predicament of man as that of a lonely individual in an absurd
\world which has‘neither meaning nor purpose. Suber describes this
~’homelesshess' of man today as :

"living'in an open field and at times not having the

,four pegs with which to set up 2 tent."

(Buber, 19565, p.126)

The subjectivity, hostility to sciencé, distrust of rationalism and.
tendency to dwell on the morbid-and abnormal aspects. of life have led
-commentators like Kneller to observe-that it appears "most at homes in

a sick society". (Kneller, 1386, p.19).

The existentialist believes that man'knoms exparientially and
dialogically. A person rormulates an interpretation of his
experience of reality as faithfully as he can, and through dialogue or
- interpersonal exchanges he reaches towards truth. Values in this
approach are founded on differences rather than unif&rmity,

responsibility to others and courage to trust and enter interdependent

10



ralsticnships.

The ooal of teaching is seen in daveloping the student's
self-identity, the provision of obportunity for free; ethical choices,
the encouragement of self-knowledge and self-responsibility anc the

cevelopment of a sense of individual commitment.

The role of the teacher is that of a Tesource person acting as a

guige. He does not direct learning, neither'nghe,an;authority
figure representing the adult community. His task is broadly cefined
¢

as helping the student to become for himsel? what he wishes to become.

The child is seen as in the process of becoming, and his behaviour is
determined by his perceptions of his environment and himself, and not
by innate drives or environmental stimuli. He is seen as a person
who determines and creates his own world and who is 2ager to make his
own decisions. Existence precedes essence in that first the child
exists, and then he becomes what he is as a result of his own actions.

L
e are what we are because.we,aand;we:alone, choose it.

Knowledge is viewed as less important than man, for it is seen as an
unfolding or formulating of personal experience of reality rather than
e body of objective facts. Knowledge is thus derived from
experience.

""You do not atteain to knowledge by remaining on the

shore and watching the foaming waves: you must make

the venture ang cast yourself in, you must swim with

all your force, for in no other way will vou reach

anthropological insight,

(Buber, 1965, p.124)

The idea of a formal curriculum is repugnantto.the “formal
existentialist, who favours a free-choice programme by means of which

a person develops self-knowledge and responsibility, Pupil interest

- 1s taken as the basis for planning an activity, and the pupil is

11




encouraged to desvalop his own purposz, anc work out his cwn learning

tasks on the basis of his nzeds.

Learning is seen in terms of experiential understancing rather than

-

fact gathering. It involves interpreting new information and

understanding it in the light of the individual's owun 1ife.

The teaching technigues employead emphasize the nsed for recognition of
individual differences and stress pupil activity.
Over-specialization in any field is froﬁhed upon, as it stunts the

’

inner life of the pupil.

The contribution of the existential viewpoint has particular
significance in that it reminds one of the inescapable problems of
human life and places emphasis on man at a time when the stress is on
science and te;hnology. The challenge not to be beguiled by
technological society and -to be aware of the effect of materialism on
culture is a salutary one. Existentialists are sometimes forgetful,
however, that .there is also a case to bz made for'group or corporate
experience in a school setting in which fhere is both freedom and
reciprocity and in which the individuals are not thwarted. In their
.emphasis on an alternative education there appears to be an
unwillingness.on the part of the existentialists to be open to the

possibility that formel study ~ even of the basic skills - should also

oe an alternative open to consideration.

ANALYTIC PHILOSOPHY

The analytic philosophers constitute a rerlution in the philosophy of
education in that they have all refused to build systams "in the old
grand manner" (Butler, 1968), and find it impossible to follow the

schema of philosophy as traditionally conceived. Philosophical,

12



legical, conceptual ancg linguistic analysis all refer to component
parts of the same school of thought. The basic-thesis of analytic
philosophy is that its task is not the search for first principles,
but that its function is wholly analytic and critical.
"If we were to settle on any unifying theme in analytic
pnilasophy, it would be on clarification with the ain
of szcuring the greatest possible precision of
meaning.”
(0zman & Carver, 1376, .p.184)
Speculative philosophy or metaphysics has no role in this apprbach, as
! ’
it is not regarded as a legitimate subject because it does not deal
with that which is verifiable or confirmed.
"I suggest that no system of traditional metaphysics
has ever proved to be publicly testable by experts in
the same field and coherent with the rest of
established knowledge, and that this, in itself,
refutes the claim of such systems to be taken
seriously."
(0'Connor, 1957, pp.14-15)
It is conéeded thatwanalytic;philosophy.may-deal:uith epistomology to
Ehe extent that 1t devotes itself to statencnts of knomledge to
deuernlnD their verlflablllty as accurate and precise, Since ethical
Judgments are excluded, this leaves only logic of the traditional
elements of philosophy.
"Philosophy, then, can provide us-with no knowledge

-about the world; it has no subject matter. .Instead
it is a method of logical analysis of language."

(Langford, 15888, p.21)
Concomitant with'its repudiation of the speculation and normative
aspects of philosophy is the linguistic.amalyst's-.commitment to the
Setter use of language. Man, as a 'talking animal', to whom language
Hés become a 'secondary environment'! standing for the real world,
dften generates misunderstanding out of words. Analytic philosophy

has undertaken the task of examining educationzl concepts by an

13



@nalysis of common or ordinary lancuage.

)

"Current analysis is distinguished by its gre
sophistication as regards language; it attzm
follow the modern example of the sciznces in
spirit, region, attention to cztail, raspect fo
alternatives, objectivity of method, and use of
technigues of symbolic logic."

(Schaffler, 1973, p.o)

T

(

HhH T M

1

Scheffler explains that analysis is to be distinguishec from

definition, He discusszs three types of gefinition, viz. thé

stipulative, descriptive and programmatic, and finds that none of
’

thesg is helpful. A better apprcach is to pull apart the major

aspects of the conceptual framework and seek clarification on what

constitutes teaching.

In line with this approach, we shall examine what R.S.Peters, P.Hirst,
I.Scheffler and other analytic philosophers have szid of th= component

parts of the teaching phenomznon.

In their focus on teaching there is an -underlying,’émphasis on what
Jane Martin (1970, p.83) describes as "the rationality theory of
education”. R.S. Peters, for instance, sees teaching as one of
"a family of processes through which people becoms
committed to what is valuable in a way that is
illuminated by some breadth and depth of
understanding.” _
(Peters, » p.109)
Scheffler, in similar vein, explains that
"teaching may be characterizad as an activity aimec at
the achievement of learning, and practised in such &
way as to respect the student's intellectual integrity
and capacity for independent judgement."
(Scheffler, 1373, p.57)
This approach is consistent with T.F. Green's (1968, p.34) positioning

of teaching on his continuum, for he too subscribes to the rationality

theory in determining what processes shall fall within the range

14
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igned to teaching as distinct from indoctrination, concitioning,
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Patars vieuws the teacher as one who possesses worthwnile knowlesdge anﬁ
who is entrusted with the task of initiating the chilc into a sharing
of t;is heritage.‘ The role of the teacher is both directive and
decision-making, and he has to reconcile an appreciation of the
child's interests with the needs of society. Uhile exercising
control, he recognizes that mutual respect and a joint sharing of
experience should chara;teriie the encounter. While advocating a

"feeling of fraternity™ (13986, p.217), he urges the teacher to

remember that his class should remain pupils and not sons and

brothers.

Scheffler (1873) shares the vieuw that there should be mutual respect
betwesen teacher and pupil while Peters sees the child sas

"starting off in the position of the barbarian outside
.. the gates.” : )

L (Peters, 1857, p.10)

In getting him inside the citadel of civilization the teacher needs to
pitch his teaching at the relevant level for the learner. Hirst sees
the teacher's need for "psychological knowledge of the learner"
(Hirst, 18735, p.174) while Peters agrees that he should

"be thoroughly cognizant of the stage of conceptual

development which each child has reached."

(Peters, 1987, p.15)

Hirst and Peters make the telling pdint that the child has a
responsibility to learn, and that this will be achieved only if the

pupil wishes to learn.

- The analytic philosophers tend to see knowledge as a body of

15



worthuhile information. The t=zachsr must

"meke plain what the child is to learn, and the learner

must know what he is doing, must be conscious of

something that he is trying to master, uncerstand or

remember." .

(Peters, 1967, p.15)
Peters! view of the curriculum empnasizes the nesc for a gradual
initiation into the procadures defining a discipline as well &s into
“mastery of established content. He shares.with 'Hirst-the visuw ‘that
tﬁere are several logically distinct forms of understanding and that
’

the development of the rational mind entails initiation into all these
forms and the ability to bperate within them, These are seen as
Mathematics, Physical Science, Human Science and History, Literature
and Fine Arts, Morals, Religion and Philosoghy. Each is believed to

have central concepts which are peculiar in character to its form, its

own distinctive logical structure, its truth criteria and method.

Current practice in curriculum development runs counter to this
]
approach. - It stresses integrated studies, interdisciplinary stucies

and project -work.

There is-a .fairlyrgeneral-agreement among analytical philosophers that
teaching.is an intentional activity, undertaken with the purpose of
bringing about learning. A child has learnt when he knows, and
knowing depends on the.child_(1) belie&ing , (2) being true, ang
(3) the‘child believing on good grounds. (Scheffler, 1965b, p.9).
Séheffler is particularly insistenf that to be able to give a verbal
answer does not necaessarily involve knowing. He says that

"though the achievement of learning is indispensable to

~ teaching success, it is not in itself sufficient; the

learning must be accomplished appropriately.”
(Scheffler, 1868, p.20)

16




Learning is thus seen not as an activity to which the child is

subjected, but an activity which he performs,

The analytical philosophers such as Peters, Hirs:t and Schafflar
subsériba to a view of.learning as the transmission cf knowlecge.
Peters' emphasis on teaéhing as initiation and Hirst's concept of
forms of understanding with their appropriste methods of.sCienﬁific,
historical and mathematical thought are indicative of this.

-

Scheffler, too, appears o support this orientation.

Three lines of response emerge in response to an attempt to establish

the relationship between teaching and learning. Scheffler borrowed

from Ryle's distinction between achievement and task verbs, and
distinguished between a success sense of teaching and an intentisnal
or task sense.. .He sees a conceptual link between tzaching and
learning, and basic to his view of teaching is not.avlearning outcame,

but the éxpectation of one.

He emphasizes that it is the intention'to bring about learning that
characterizes teaching. Hirst also accebts Scheffler's task/success
'arQUMEnt,Lbecause hé believes that there can be no such thing as
teaching without intending to bring about learning. A discordant
note is sounded by B. Othaniel Smith (19€0), whose claim that there is
no logical connection betweeniteaching and learning rests on what he
sees as a 'category' mistake - teaching for him is a 'task' verb while

learning is an ‘'achievement' verb.

A third approach is that of Paul Komisar (1968, p.1G3), who claims
that not even an expectation of learning is necessary to teaching,

since learning is only one desideratum of teaching. He quotes

17




'éuareness' as a non-learning aim of tesaching, and is joinad by

Mcilillan and ficLenmon (1586, p.393), whs add 'understancing' and
'appreciation' to the nonflearning objectives., Onz solution, of
course, lies in the Eimple expedient of enlarging the concept of

learning to include understanding, appreciation and awareness.
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BT S AT L O

CHAPTER Twao

PSYCHOLOGICAL  PERSPECTIVE

JHAT DOES PSYCHOLOGY CONTRIBUTE TG A UNDERSTANDINGfDFfTHE NATURE:DF
TEACHING? |
A range of teacher expec%atibns regarding the benefits to be derived
from psychology stretch from a.naive faith that it can supply a cook
book solution for dealing with precise teaching situations to a denial
that the human activities can be analyzed and studied with a resultant
reliance on intuitive solutions, Both these extremes assume that a
single_set of ideas can provide a definitive account of the teaching
process, but the teéche: needs to maintain an open and critical
attitude'fo ideas and theories and then examine them in the light of

., .
practical situations. Psychological theory is useful “in providing the
taacherwmith-possible;mays;ofgénalyzing problems. The basis for
intelligent educétiohal practice is dépendent, in the writer's opinion,
on the recognitioﬁ that teaching ‘involves an'interaction between
aspects common to many learning situations, and for which psychological
theory can provide possible approaches; and the unique aspects of an
individuzl situation, for which a teacher relies on.observation and

intuitive notions.

Three broad trends are-discernible in psychologicel thought, and these
may be classified as Behaviourist, -Psycho-dynamic and Humanistic in
oriéntation. An examination of the implications of each of these for
the teaching/learning situation will be attempted. A psychological

perspective on teaching would not be complete without giving some
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attention to learning theories, anc this section concludes with a brisf

examination of the alternatives to the Sehaviourist visus.

-

BEHAVIOURIST ORIENTATION

I

B.F. Skinner is perhaps the best-known exponznt of Behaviourism. His
views on the teaching/learning situation will be examined with
particular emphasis on their implications for a technological

perspective on the phenopenon.

Skinﬁer sees the role of;ﬁhe teacher as that of a classroom manager,
responsible for drawing Qp behavioufal objectives and selecting
eppropriate programmes of instruction. As a manipulator of the
learning environment he Qields a powerful yet less conspicucus role
than the teacher in the classicel tradition. The expartise of the
behaviourist teachesr is rooted in his knowledge of appropriéte method,
either in situations where he has to do the teaching or whesre he is

)
responsible for the selection of suitable programmes for teaching

machinss,

Théﬁieacher‘s role is narrowly defined in terms of achieving specific
behavioural'objectives. _ These require him to identify what is to be

. taught, the critéfia of achievement anq the means of instruction.
Goals ih_terms.of 'uhdéfstanding',_fauarenesslfandfiappreciation' are
totally unacceptable to Skinner, who views the failure to consider
objectives in precise terms as.one of the reasons that teaching Has not
been put on & firm basis. Specifically, .the .task of the teacher (or
teaching machine) is seen as that of forming associative bonds between

the subject-matter stimuli and appropriate student responses.

Skinner proposes the replacement of the human teacher by teaching

machihes_mhich can be programmed more effectively than their human

" 20



counterparis.

._)

"Tha simple fact is, that as z mera re-inftorcing agent,
the tzecher is out of cate "

e e

‘ (Skinner, 1868, p.22)
f variety of seconddry roles are nou assigned to him since he

"is not the central elsment inm the ts :cnnological
conception of the teaching process.™
(de Cecco, 1283, p.12)

‘The control of the teaching situation rests in th=2 hands of

L
h)e

-

teacher, for the child cannot gpecify his own gozls or reaﬁh fhem in
his own way, neither can hé express a concept in his own words or
construct his own application. This vieu of teaching as a management
nrocedure controlling bofh the behaviour of pupils and the conditiions
of learning is described by Skinnmer as follows :

"Teaching may be definzd as zn ar

T
contingencies of reinforcem=nt unc
changes."

ement of
wihich bzhaviour

(D
3
'" :I

(Skinner; 1872, p.201)

. 1
As an evaluator the behaviourist tezacher will assess the progress of
eaﬁh individual in terms of his reédinéss competences and the
individual ObJECthES set for him. Droductrrather than process
orleatatlon is the aln,..or pupils' answers are evaluated in the light

of the 'right' answers in the teacher's or machirc's) possession, and
pd .

there is no concern with the.motives or intzntions underlying action.

Skinner szes the child as an empty organism, thus placing emphasis on
learning.or the acquisition of behaviour. He is viawed zs =z
behavioural organiém,‘more complex than,fbut“hot'different.Frcm, any
other animal. His actions>are determined by his environment, and we
need only to learn scientifically how to control his environment in

order to re-shape his behaviour. The autonomous inner man, who

passesses free will, is not recognised.
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"lhat is abolished is autonomous man - the imnar man,

the homunculus, the possessing demon, the man cefended
by the literature of freedom 2nd dignity ... He has

een constructed from our igncrance, and as our
understanding increases, the very stuff of uwhich hs
composed vanishas ... To man gqua man we seo 'y zood
riddance.”

‘lan, accorcing to this vizuwpeint, cannot be held raspeonsible

actions, for

"It is the env1ronﬂ°nu wh i ch is 'r >sponsibla! for the -
objectionable behaviour, and it is the environment, not
some attribute of the indivicu al, which must be

changed."
(Skinner, 1272, p.74)

Skinner's view of the child is an optimistic one, for he belizves that

all hostility and anti-social behaviour can be conditioned out of
peopls in a planned sociefy, but this is not attributable to ' '

perscnelities but to the environment.

.Information to be incluced in th= curriculum should be” selected by
experts in a particular field, and the child has no choice in what is

- .prescribed. The .focus. is on.objective and guantitative data and

-;hehauiobralhskills;whichgleaﬂ;tbwyocationalwcompetence. "The ~

curriculum should consist of hard cata, collected modules of

statisticslly proven facts, Values are to be excluded from this type {

of education, and statements such as 'It is urong to stezl' are

admissible only in the form the 'stealing_is anti-social',

which can

be reseaL;ned and established or rejected empi irically,

Knowledge is broken:doun;and~presemted/to the student in ordered steps '
which require the minimum of reflection and which is free from
conilicting opinions or discussions. A. Cettinger, a strong

‘supporter of education of this sort, concades that
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"without other forms of ecucation the student Ty
nacturs undar the Cangercus illuzion tnut there aluzys
exists a correct ansuer ig avery guestion.®
(JELLlﬂg_.L » 1JCU, D.1~ru)

Knouwledge is seen from the tr aditional classroon 2poroach of seocrato
Id

uojects and nox ‘rom an interdic ciplinary perspective,

Skinner's views on learning may well Justify calling his approach =

'learning theory' rather than the.-'behavioural control' label it has

. .

acguired. Operant conditio oning is the basis.of hi
’

a view developed from the Stimulus Response theories o

Thorndike, but which extends Thorndike's approach. H

u

-learnming -tiszory;

Pavlov and

pary

@

takes a purely
external stance, insisting that psychology's main concern should be
sith systematic relatio onships bztwean behaviour and its conseguances
without referen;e to either physiological or internal ‘states. 2
telieves that what a man does is the result of specifiable conditions,
angd once these have been discoverad, it should be possible to

anticipate and to Swme extent cetermine his actigns.

Hore_recently_Gagne‘haé atiampted to”expand.the-comcept of learning
-outside. the .narrow. confines of~$implistic S-R interpretastion. e
sees learning tasks as hierarchically ordered:t}pes.of-iéarning.
Gagna's analysis introducss considerable complexity, but remains blEd

to the majior concegptual concerns of uhe behaviourists.

Skinner's concent of learning supports the traditionzl view of
n) g B

[§0]

classroom activity as on individuel rether than interactive group

. .

process. Stinner supporis the view that cxbernal motivation is

£

-achieved effectively by the use of rewzrd. Positive reinforcement
(response strengthening) is an important ingredient of operant
conditioning, and is achieved effectively by the uss of reward,

kinnar argues that conventional teachers also employ reinforcement
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out that their use of threais anc punishimznts ara aversiva comtrol

tzchnigues, which are ineffsctive and harmful to securing laarning.

Learning is seen as the transmission of larce zmoun
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material and behavigural patterns efficiently and in an unr=flective
menAer. This concentration ujon “he Guantitative and specific leaoves
little room for creative thiniking.
"The teaching of truly creative beshzviour is a
contradiction in terms ... until we know more acout
creative thinking, we may need to confine ourselves to

making sure that the student is in full possession of
the contributions of earlier thin! n

J

ke
Skinnmer, 1852, .82)

The use of teaching machines enables the Classroom manager to match
the programme to the level of déuelopment of the child, rather than
imposing knouledge'upbn him for which he may not be reaay. The use
of branching progremmss and the child's ability tc work at his ouwn
level results in a highly individualizec programme. This, together

with the ‘immediate reinforcement a machine is abl to offer corrzct

[0}

'
ansuwers, constitutes the real strength of a technological approach

over the traditiocnal classroom situation.

Criticism of Behavicurism

Skinner's assumptions zbout human oeings are.uuestioﬁable, for they
under-estimate the complexity and subtleties of people by equating
them with his pigeons, rats and other creatures. Although it is not
possible to prove the existance of free will, one may question
Skinner's view that morality is only a matter of acquiring socially
desirable habits, tven Skinner appears awed by the power without

inbuilt control which he would grant to those controlling society,

" technology of teaching will need to be much more

. 24



powerful if thz race with catastrophz is tc be won, and
it may then, like any powerful technology, nesd to be
contained."

(Skinnmer, 183€, p.257)
The S-R paradigm is disappointing to educators becauss it sess
learning as the acquisition of iendencies :o react in certain ways to

particular situations, rathsr than as tha development of com

J
[{}]
[

1]
J

to think or act. Concentration on hard data as the basis of the
curriculum neglects the development of the creative or ‘dffective-sides

of nmaturs and will produge a pérson unigue to this modzl.

THE PSYCHODYNAMIC ORIENTATION

Fundamental to psychodynamic. theory is thz Freudian division of the
mind into three procsssess and an explanation of how these components,
the 1d, ego and supsr-ego develop and interact. The id repres=nts
the original biologital-source of all psychological energy, which

seeks release of energy and tension through the pealization of

instincts, wnereas the ego involves conscious, rational thinking in
keeping the id's desires in tune with the possibilities of the real
. .world. The super-ego, which is the-internalized.agent of existing

social values, is often in conflict with the id.

Conflicts betweesn the three sub-systems .give rise to anxiety, but
unconscious defence mechanisms are employed to distort reality and
thus avoid feelings of anxiety. Repression keeps threatening urges
out of conscibus awareness, whereas projection causes one to transfer
one's own unacceptable tendencies to others. Rationalization

involves the selection of one's motives in terms that make them seem

@ acceptable.

Freud's theory of the stages of psycho-sexual development and his use




of the Cedipus and Zlectra complexes emphasize the importance of

chilghood experiences to the achievement of well-adjusted acdulthood.,

Freud himself did not address the proolems of educational theory and
practice, but an attempt has been made by Seymour Fox to darive a
conception of education. consistant with Freud's frame of raferznce.

These implications will now be consicesrec.

The role of the teacher is a polyvalent one. He is sinultane ouély
the significant adult, repreSeﬁtative of society and source of
knowledge for the child. The teacher must understand two children -
the child in the classroomvahd the-vestigél child in himself. To

“help him- understand his pupils, Freud suggests the psycho-analysis of

the teacher.

"... every such person (educcbor) should receive a
psychoanalytic training, since without it children, the
ooject of his endeavours, must remain an inaccessible
problem to him, A training of this kind is best
carried out if such a person himself undergoms analysis
~.and.experiences it on-himself."
(Strachey, 1875 , p.184)

The teacher serves as a model for super-eao development.
p

"In the same way, the super-ego, in the course of the

individual's development, receives contributions from

later successors and substitutes of his parents, such

as teachers and mocels in public life of admired social

ideals."

(Fox, 1975, p.165)

The child entering school is szen as having established much of his
instinctual patt In and thus hav1ng available largor or smaller
quantities of ego energy, which will be requ1red for his education.
Each child will differ from his peers in his potential ego strength

and strength of instincts, and the child's task is to learn to control

his instincts., Teaching must



"oo. sten its way beuuuen the Scylle of oiving the

instincts free play and the Charybdis of fr ustrating
thetﬂ LI 'Y "
(Fox, 1975, p.155)

This involves planning for as much instinctual gratification as
possible and appropriate for the child =t each specific aga.
Extremes of either permissiveness or blockage of instinctual
expressionvare not consistent with this vigy., "In permitting -
reasonaole gratification of the 1nst1ncts teaching will support th= '

mediating efforts of the,eqo (between id anc super-ego) and help to

protect it from danger of regression.

Freud was not concerned with specific problems of curriculum and
instruction, but Fox concludes that instinctual gretification via
action is sd central iﬁ r reud fhat the terms with which suoject matter
would be viewed from this perspective would be Necessarily empirical.
Since the purpose of 211 learning is.to serve the id in relation to .
coping uith reality, the school -should not merely;impart knouiedge,
but should provide training by which such knowledge is rendesred

serviceable.

HUMARISTIC ORIENTATION

Humanistic pPsychologists like Carl Rogers, C. Buhler and 4. Maslowy do
not see man at the mercy of external svents (S-R extreme) nor |
restricteg touthe;sgeciﬁic,motiuation of sex and aggression
(psycho-analytic approach). Although“nowsinglegpoéitién bén be

. idéﬁtified as the humanistic approach, each of the theorists grouped

under this umbrella would agree that man is,essentially an active as
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well as reactive being, and that self-actualization is a bacic
motivation for man's reactions. Carl Rogers will be taksn as
representative of these approaches, and an atiempt will be made to

relate his view ta the teaching phenomenon.

For Rogers, the raole of -the teacher is derived neither from the:

position he occupies nor from his mastery_of:knowledge or method,:but -
. from the kind of person he is and the nature*ofutheurelatiomshipﬂbéiWFiuf

establishes with his pupils. - ’

’
... the facilitation of significant learning rests
upon certain attitudinal qualities which exist in the
personzl relationship between the facilitator and the
learner." ‘ ~
(Rogers, 1988, p. 105-1085)
He claims that too many teachers play a cold, authoritarien rols, and
urges a real meeting between child and teacher. The teacher's role
should be that of facilitator and resource person, providing a variety

of educationally rich environments,. and offering guidance and

suggestions.

Rogers emphasizes the need for the teacher to reveal personal honesty

and authenficity, which will provide an gnuironment designed toﬂ
maxiﬁiég personal opportunities for both students and tescher. The
teacher'é role also demands the capacity to empathize with the
students, for sehéitiVe'awareness.of what is going*on,wCOUQIEd,uith_

';espect, understandihg and non-possessive warmth praovide a fauou;able

climate for human growth and pzrsonal autonomy.

The diminution of the teaéher*swcontrol‘andfthefassumption of
responsibility by the student for his own learning is of great
importance to Rogers. Pupils' behaviour and achievement will be seen

“in terms of their unigue characteristics and situation. In
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- @8s8ssment procedures the to=acher will be more intzrested in the ;
process whereby a pupil makes a proolem meaningful to hifmself than in

the amount he learns or the answer he arrives at,

The child is viewed as an active, grouwing, Creating individual in

’

search of adeguacy or self-actualization, and who is opzn and
reCeptiuez His behaviour is dependent upon his berceptibn bothzof_ o
his environment and of himself and it is not éttributed*towimmété R
drives or environmental stimuli, In an eppropriate setting it is
believed that a learner mfll discovér meaning for himself. The

acceptance of the child as a unique human being lies at the heart of

what Rogers calls 'prizing’ another.

Knowledage is not seen as objective or important:in’itself, for it is
nmade subsidiary to the process of learning how to learn. Emotions
are an essential‘part of this process. Rogers distinguishss between
subjective,:objectiue and interpersonal ways of knowing;'and sees the
learner arriuingLat~what*isﬁthefbest;answerﬁfdr”ﬁihself by

experiencing the interplay of these three perspectives,

Just as the key to subject matter for the behauiourist is to be found
- .in mastery of information, so the key for the humanist lies in

personal relevance. Rogers wants to

."..;'free,curiosity; .to permit individuals to GO
charging off in new directions dictested by their own
interests, to unleash a sense of ensrgy, to open
everything to guestioning and exploration.”
4 . ' -~ (Rogers, 1988, p.105)
The curriculum ié“ehvisaged-asiflEXible, student~centred, and equally
weighted by intellectual, social and psychological dimensions.

Affective objectives such as developing appreciation and clarifying

personal values in relation to what is being taught are emphasized, -
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and stand in stark contrast to the behaviourist's zpsroach.

Learning for the humanist consists of continuous interaction between
—ealilng . ¢
the teacher, student and content, in a process in which tha student

occupies the central position.

”

"The only man who is 2ducated is the man who has
learned how to learn; the man who has learned how to
adapt and change; the man who has rzalized that no
Knowledge is secure, that only the pProcess .of -seeking
knowledge gives a basis for security."

(Rogers, 1958, p.103-104)

’

Motivation comes from within the student, and there is conseguently no

Justification for trying to impose learning on a child.

Techniques of teaching employed by humanists favour methods such -as
that of intellectual confrbhtétiﬁn, in which attention is focused on
ethical problems in whichbthe students hava a personal staka. ' The
opan clessroom is favoured as a setting in which there is much
individualized activity,'with one-to-one planning, delivery and
evaluation., - Thére\is a ninimum of formal assesshént by the teacher
and where grouping is used, it is on a basis other than abilﬁty or
age. Rogers condemns traditional approaches which foster competition
"and_provide experiences of failure for many children. He also “
condemns didaétic or expository methods, for

"Teaching is; for me, =a relatively.unimportant and

- vastly avervalued activity ..." o
(Rogers, 1339, p.1032)

Criticisn

There is much which is both wise and compassionate in this viewpoint,

but the practical implementation of this perspective in some areas of
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~have focused on the importance of insigh

neu relationships.

the school give rise to unanswered questions. ror instance, there is

& tacit recognition that certain basic skills nesd to be masterad in

the primary school, but little iﬁformation on how a teachesr in thse

humanistic tradition would approach this task. The stress on

self-realization tends to overlook the importance of passing on

worthwhile content angd subject matter.

LEARNING THEORIES

’

COGNITIVE THEDRISTS

Cognitive theorists believe that behavioural learning theory provides
only part of the answer to houy we learn, and that what we learn is
influenced both 0y what we knouw and by how we process the neuw

information. Gestalt theory is neatly summed up by Smith

"It is important to grasp that the eyes merely look and
the brain-sees.” And uhat the brain sees may be
determinad as much by cognitive structure as ay the
information from the world outside, WUe perceive what
the brain decides is in front of our eyes."

(Smith, 1975, p.25-27)

MhereaS’théxBehaviourists explain learning as a gradual strengthening
of responses, the_Gestalt theorists, and particularly Wolfgang Kohler,
Ty or the sudden perceptioﬁ of
Kurt Lewin has added a further dimension to these
uiews_uith nis concept qf'life space, which is a term for the
individual's current pPsychological world. Within the life space, the
person's past e;perienceszareﬁimpoftant*bnly:towthe;extent'that they
affect his current perceptions, and the only reality_that matters is

the person's psychological reality which directs his behaviour towards
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goals wnich are mzaringful to him.

Many of these principles play an important role in modefn ajproacheas
to cognitive learning, such as those of Jean Piaget and Jerome 3rTuner.
The latter has been especially interested in applying a cognitive
l2arning perspective to the teaching situation, ancd his vieus will:be

taken to illustrate this perspective.

Jerome Bruner sees the task of the teachpr as that of providing the
child with problem situations which stimulate him to discover ths
structure of subject matter for himself. The role of the teacher is
perceived both as that of an organizer who provides appropriate
problems ang meterials and encourages children to make their own:
observations, to form hypothesesxand to -test solutions, and as a guide
to discovery who asks leadiﬁg guestions anp gives feadback ahout the

direction problem-solving activities are taking.

The childvis seen as an active and curious being, pho searches for
information to solve personally relevapt problems, and is involvad in
rearranging and reorganizing what he knows to achieve new learning.
His motivation is intripsic,,and is based..onchoices, decisions,- goals
and calculations of likelihood of success and Failure.k LikEuPiaget,
Bruner -sees: the incividual .developing by way of steps which are pot !
discreet or sharply separéted. ‘HE‘differsﬁfromfﬁfggpt in that he
sees language rafher than internal structure meking advances in
thinking possible. . For Brumer, the basic structure of subject matter
is made up of concepts;' A concept is a caiegory of things that can
be grouped together because they are similar in some way. - By forming
concepté yast amounts of information can be organized into meépingful
units. These concepts may be related to each other in a coding

system in which more specific toncepts are arranged under thez most
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gencral onz. S2ing abla to form concapts and usz cading systems
enables people to demonstrate the most characteristic function of

mental life - the ability to go beyond the information given.

-~

The special curriculum envisaged by‘Bruner requires the child to be

. — ‘ :
prasenteo at an eafly age and in simplified form with all the subjscts
he ileikely to encounter throughout his school years. Thase ars
then returned to in‘more complex forms at a-later stage in order to

help the child to discover relationships and :to.form-coding systems

that can be expanded and itnproved.

Learning is seen as taking place indirectly, moving from the specific
exanples presented by the teacher to geheralizations about the

structure of the subject that are discovered by the child.

Gilstrep and Martin (1975) find six major advantages in discovering
learning of this.kind¢w They commend the learning‘of methods énd
p:ocedures-that will be qséfui in soluing new problems, the sénsa of
excitément and self-motiuationAbroduced, £he;latitdde for.students to
proceed in ways befitting their.ahilities, -the .strengthening of"
self—concepts,xtherdeuéldpment*ofwhealthy“scepticism for simplistic -
.solutions togprablemstéﬁd the emphasis%ahuthe\studénﬁ‘bécoming :
accountable for hisvown learning. Disaduan#ageé haQe been seen as
tha difficulty of applying this method to large groups and to children
who arénélow in‘;earning; the organization tasks in providing the many
spe:ialized materials needed, and the‘fact°that unless carefully
monitored, some children gef left behind.  Skinner is critical of
discovery learningy. because he-believes tkat it is aﬁgine%ficient way
of teaching all that a student must‘kncm, thus reflecting bis view of

knowledge being a body of knowledge to be transmitted.
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An interesting contrast is provided by Ausubzl, who emphasizes
meaningful verbal learning through a2 process of Teception as opposad
to discovery learning. He vieus thé younger cnhild much'as Bruner
does, and agrees that discovery learning seems mare anpropriate for
him, fer he can benefit from the concrete experiences provided. He
sees expository teaching as more helpful to the older child in

establishing abstract relations.

Thé teacher is advised to present naw inﬁormation by means of an
advance organizer which can be a definition, amalogy or generalization
which directs attention to what is important, and then by a process of
interaction to elicit from the children their ideas and responses in

terms of basic similarities and differences.

This accords with his visu of learhing in which he szes the nzsd to
proceed deductively from an understanding of gensral concents

(subsumers) to the understanding of specifics.

]
He sees the need for the seqguential presentation of information in the
curriculum in order that the neaw information may be combined sensibly

with what is already known.

TUFORMATION PHDCESSING THEORISTS

information processing theoristes have attempted to understand learning
by stquing ways in which stimuli from the environment.are perceived,
stored in the memory and then recalled for usa. The basic assumpticn
is that people have a numbet.:of -internal mental structures for
processing information. The I.B.S. approach uses langueages and
concepts derived from information theory and computer simulation in

develaping a theory of human cognitive processes. Like other



cognitive theorists, I.P.5. theorists assume that wvhat we know

influences what we will learn and remezmber in a n2w situation.

The I.P.S. approacﬁ sees the child as essentially active, both
internally and in relation to the environuent. Unlike the péssiue
behaviourist approach, -the child's behaQiour:is,saen as apticipatory,
selsctive and constructive. This approach.shares with Piaget thé
view that the child is engaged in a:hieuing-pxogressiﬁelynmore
adequate models or schemes through interaction:mith‘the:marld. The
I.P.5. approach acknoulédges the gualitative and guantitative limits
on a child's information processing skills, and this capacity

limitation is part of the explanation for thz szlective nature of his

perception.

The teacher is seen as helping the child to give his focal attention

to the problem at hand, instead of mersly pre-attentive .(cornmer of the

eye) awareness. AIn.the teaching/learning situation he will bs guided
oy the khomledge that thernumber of elements involved sﬁould not
exczed his short-term memory power, that information will be =asier
for the child to the extent that he already has releuantvconstrﬁcts
and ideas, and that the rate must be adjusted to the extent of'£ﬁe

child's unfamiliarity with existing concepts.
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CHAPTER THREE

-

A _PERSONAL  SYNTHZSIS

In the personal synthesis of what constitutes teaching which follous,
, ,

the writer will attempt to emphasize those features which ssem most

significant in the first seven years of schooling (ie. from

Sub-standard A to Standard V) since this is her field of particular

CONCErn.

THE ROLE OF THE TEACHER

Some proféssibnsvhave a distinctive and limited role, but that of the .
teécher is less easy to define. There are those who would construe
the task of the teacher as that of a minor technician involved in the
methodical insertion of pre;packaged and engiqee%fdesigned information
“into studehtS"minds,vbut the situétibn is capable of a uéry'different
interpretation. The teacher “is-not. just a techniciaanut a key _/
decisiqnemaker,in the process of_teachihggderreachdgituation has
elements which are.unique and which demand that the teacher shoulc

assess his particular task before deciding upon appropriate action.

Although there are certain restrictions upon a teacher's freedom to
exercise the role of decision-maker, it would seem that this is an
area in which many teachers .in the Primary School do their classes and

themselves less than justice by their reluctance to accept and to
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exercise the measure of freedom whizh they have. In a senss, the
cecision not to exercise freedom.in itself constitutes a choice, but
where this is the case, it should be arrived at consciously and not by

default. )

There is a tendency to take refuge behind the plez that the

system/principal/syllabus does not permit -inmpvation or.change which

is often ill-founded, and reveals timidity or unwillingness-to vemture: ' " .

from the beaten track. . .

4

Not only is a teacher required to exercise a fundamental role as
decision-maker in those areas which concern subject matter, method and
planning, but he will also influence his pupils by his interpersonal
relations with them, and by .his own identity. _The *teacher spends

many hours working with immature humen beings, and the somzatimes

. ‘infantile and undisguised emotions of children can provoke dezp
~Teverberations in himself. - Here the nzed for the teacher to be a

.whole-and well-adjusted person is at its most important, for he

provides a model for the child of what is acceptable in the adult

“community. The teacher in the Primary School often serves the vital

. roleof significant adult with whom'the -thild ‘can identify iﬁ'fﬁé*“

absence or loss of a parent, and his compassion and awereness of the
child's needs can convey security and confidence tqfthé“ghild. /
At.the'same time, the raole of the teacher is essentially an
authoritative one. In any rule-governed soclety authority is a
necessary component, for where one person's freedom impinges on that
of another, the exercise of authority is justified in order that
freedom may be enjoyed by zll. The teacher's authority may be viewed

as derived simply from his position of being 'in authority'; or it

may depend upon his methodological skills. ItS“sighificance lies in
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the way in which it is exarcised. éame may atctenpt to abdicate all
authority with a resultent confusion prior to members of the class
seizing a kind of de facto power; ‘others may exercise‘a harsh and
restrictivé authori£y~which relies on coercion; a third apgproach will
attempt to establish authority on the :remunerative basis of offering
rewards. The soundest approach waould-seem to be that in which a
mutual acceptance of values and agreement on norms of behaviour
between the teacher and those subject to authorify’isflinked Qithl
sound persaonal relationsh%ps.. ‘This appa}ent restriction of freedon
rests upon clearly defined limits which the children understand, and
is used in order to assist the'development of the children towards
achieving autonomy. In this way the children are not handed their
freedom, out are led ta it-gradually, and the teacher's authority

contains within itself its own self-destructive mechanism.

. The foundation upon which a teacher's authority is traditionally based

is either his acedemic knowledge or his skill in teaching method.
13

" The Brimary School teacher is concerned with imparting basic skills

and the fundamentals of language and number literacy, and to this

extent his grasp of these processes should reveal an understanding

'Sufficiéntly deep to enable him to match the child's needs with

appropriate method or explanation. This groundihg in the
fundamentals is a vital starting point, but his téék is much.greater
than this. His role is not merely that of source or purveyor, but he
is more.importantly also a guide to resources, organizer of

opportunities -and instructor in techniques of enguiry ang thought.

As an example of how the teacher may serve in the capacity of guide,
some practical examples will be drawn from the teaching of History.

Although many children in the Primary School have not reached the
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level of intellectual davelopment where they can think in terms of
aostractions in subjects which require a real understancing of more
difficult concepts, and for which‘a maturity and uidtﬁ of experience -
greater than that of the average child is needed, nane-the-less the
teacher can prepare_the way for indepsndent thought ;y introducing the

child to some*dfwthe*problems and techniques of .sound historical

thinking in terms of experiencess that are msaningful to him.

~.Introduction to the mature of evicence ifthe form.of-tonflitting

accounts of thzs same eueng, the’distinction between primary anc
secondary saurces, recognition of the distortion resulting from bias
or selection of information in 'using' Tacts to prove a particular
theory, and a realization that the printed word does not‘necessarily
carry the stamp of iruth are all examples of areas where the child may
be involved in ecquiring the tools of sound scholarship rather than
meraly absorbing facts. | In the same way the teacher may guide the
child tao a sound understanding of time in history by building up the

concept in terms meaningful -tor the. child!s-experience bafore extending

it by means of a time-line or other graphic devices to incorporzte the

id=a of. periods in.time and the sequence of :events.

~Such an approéch offers.great challenges to the ingenuity :of the

teacher in the selection of matzrial and the devising of appropriate

tasks, but the benefits to the child are of inestimezble worth.

The role of the teacher as an organizer of cpportunities is often

overlooked. Planning and nreparation are as much part of teaching as

the actual process of. interaction with the children in-the classroom.

 'Preactive' teaching, in Jackson's phrase,-oifers-the teacher the

opportunity to reflect on the desired outcomes and the appropriate

mzans by which these may be achieved in a given situation and with
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vorlilculer children in mind. Such refleoction also offers an
opportunity to revieu the strengibs and wsaknssses of prevlcu~

attempts. In bringing critical thought te bear on what he hez Jone,

thz t=zacher is shle ti assess the efficacy of verious spprozchzs and
te devis:z means of countering wealknzcsses. Thz tozchzr wvhe ic

he is liiiely to b2 both wore caontident :a

o}

¢ bacter eble to give

.

ention to the critical incidents uhich arise unsxpectedly and which
require immediate, intuitlye roaction., Croup teaching and indivigual

project work require a great deal of preactive teaching and morz

exacting organization than the teacher-oriented expository lesson.

3]

Generally the more effortless the lesson appears for the tszcher, ths

t 4

greater hzs been the planning and preparation.  0On the level of basic
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ties, organization extends to ensuring that eguipment,
apparatus, socks and other aids have heen prepared and checled ahzad
of time in a uay that conveys to the chilcren that the teacher regsarcs

what hz is doing as vealusble and thatth97c33851bath'for'them and the

-

The role of the teachzsr involves.more, then;:than cmlluer1ng vneu
facts. The teacher is commitied to honourihg.his bupils' guast for
understanding by providing honest answers to thezir guestions and often

by revealing his own judgments of value, truth and reason in the

orocass. These are.nat offered zs.thz solution,; but as his personal
solution, tentativ ly held uptil & better one can e reaches. .Each

child sheulo ve dwcou“hﬁed to exercise critical judgment in arriving
at his ouwn viempoin;,;Which~has'merit not in termsof nmzcessarily

bzing similar to the teacher's stand, but in that it has been reachzad

honestly and openly after considering the alternatives available.
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The tezcher is a member of society and is entrustad with the task of
socializing the children in his care in orcer that they may contribute
to that society. For thé teache£ who is in sympathy with the values
and standards of the community in which he works, this aspect of his
task, which he shares with other agents such as the home and church,
_présentsﬁqo,difficulties{ f.or the teacher faced with the dilemma of
moral conflict betueen his own convictions and the practices of
*isociety, th¢ problem is mofe complex; For instance, in a community
uhiﬁh ﬁéys lip service td’its,Christian ideals but which flagrantly
disregards these in its practices when dealing with the poor and
under-privileged, the teacher is morally bound to draw attention to
the ciscrepancy between theory and practice. Honesty demanés that he
shoulcd set out the reazons for his qissegtkglearly:anduboldly, and that
he should not 'condition' his charées to accept the stetus guo. In a
healthy society thefe is room for growth and change, and no merit is
--seen in preserving its structures intact when circumstances and reason

demand that it shoulcd accept new directions and modifications.

THE CHILD e

Three institutioﬁs, thézhome, school énd church, have traditionally
sharasd the rasponsibilit} dF-EGucating the child in order to achieve
his harmonious development, but changihg sociélepatterns nave in many
cases upset this triadic relaticnship. Sroken homezs and the
loosening of family ties together uiﬁh_a decrease in religious
ooservance have left the schools with added responsibilities. At the

:Same. time, the emergence of competing agencies such as the media which

. .w%8re;rooted. im- different values have presented a further challenge to

the schoals in safeguarding that which is their realm of influence.
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The,child is not a miniature adult but a being who is in tﬁa;process"
of physical, intellectual, social and-emotional growth. As ﬁné‘ﬁﬁo
is not yet adult, he functions within a modified set of rights,
obligations and capacities which are:aparopriate to chilchood. Thase
may rastriect his rignhts. in view of his limited capacities, but they

also provids exteznuating circumstancas when his hehaviour does not

measure up to. the standards of adulthaood.

An understanding of soﬁe of the ways in which a chilg's ghysical needs
differ +Trom thﬁse of-adults has direct bearing on the teaching
sitq?gidﬁ:¢@fIhgﬁChilQ?iS much more physically active théh;tﬁé;édult,
and parti;ularlyJin=tHe<early‘yeaIS’of schooling, sitting still for e
long periods can bz an ordeal. ‘Together with this, the child has a
shorta:&gttaqtiommspan'and needs mare frequent chqnges of occgpation.
Although apparently full of energy,‘childrenﬁtire:mofe rapidly than
adults when faced with a comparable task, for many ;Qills éuch as
writing and reading still require.£ﬁg child's conscious affort.

The child's neurological cevelopment and'grouth in muscular control
has particular significance in determining Qhen he 1s ready to begin
formal schaoling. The practice of admitﬁing a child to - school at a
particular chronological age places a responsibility on the Junior

-, Primary school teacher for idehtifying and remediating thqéewchild;en;‘
Qﬁd;diSplayﬁdeuelopmentél deficits, while at thE'§§%E3EihéAmééting the -
stneedéhdf‘taose uhose dzvelogment coincides with dr«surﬁasses thé;f;‘

expected norms.

The child's physical growth is reflected 4in changes in size, shape and
badily function. At the upper end of the Primary School some

children will be =nta2ring adolescence with its accompanying physical



and psychological chenges, and the teacher will need to be aware of
the implications in terms of the young person's increasing

self-awareness, desire for freedom and changing interests.

The child is a rational being whose intellectual development appears
to proceed thrcugh qualitative stages in thouaght. Accounts given by
developmental psycﬁologlcus likke Piaget, 3runer, Susan and ‘lethan
Isaacs are helpful in cQstwng light on this procecs of growth, but
certain reservations should be notec. The SLages outlinad by Sruner
and Piaget; for instance, should not be teken to imply physiological
barriers, for some cﬁildren seam to be capable‘of more advanced
thinking at an earlier age; further, it would appear that chilgren's
lavels of thiniking are not cocstant at any age and hence the ability

to apply formal operations may well vary from the sciences to the

humanities,

According to a developmental befepective such as Piéget's, the child
enters the Junior Primary classes at the beginning of -the-concrete .
operational stage, anc fhe emphasis placed upon the use of concrate
examples and illustrations which are linked to the child's own
experience appears well founded in the light of this theory.  The
need for dlrect expe;lence is of major 1mportance for the.satisfactory
cognltlve growth of the chld at this stage, for it is possible for him
to learn verbal expressions of concepts'without a grasp cf the concept
itself. Provision should beAmade for the child who has g;espe Ltha
principles involved to progress to a more fo:mal.level. | Sclmulatlno
teaching and challenging quastions ui;lhhelp the child tc'ﬁest early
attempts at various aspects ofiformal\cperatiohal thought, and help to
stinulate analytlcal thlnklng, even though the class as a whole is

still 1largely depencent on concrete modes of operatlon.
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The development of iczas about right and wrong appear to follow &
developmental pattern as well, which has implications for the
reasonable expectations of moral norms and standards of behavibur.
To label the acquisitive behaviour of a two year old as stealing or

_the fantasies oV a four year old as lies is to miss the significance

of the differences in ways of thought between chilcdren znd adults, ang

it is only when the child reaches a stage where he is ablevto-handle - &

some measure of abstraction that he céﬁ appreciate the worth of maoral
values themselves as distfﬁctlfrom ideas of retribution or punishmeant
which follpm the infringement of ruleél The need for the teacher to
orovide 2 sound model is of great iﬁportance to young children, fdr

they are likzly to emulate his‘standafds of justice, tolerance and

nonestiy. He should help them to lay the Toundations for sound moral
development by creating the kind of classroom climate in which it is

easy tc do tha right thing.

Just as the child's int=llectual and physical4§ouef; gevelop, so his
emotional control and independence progréss as well. For many
children going to school marks the beginning of emancipation from the
family, and the child's idea of the outside wo;ld;ahd his perception
of himself in relation to it will be determined by his experiences.
R“marm;‘accepti65“atmosphere in which he is made to feel of worth as a/
perséﬁ uill,béﬁggﬁéucive to his emotional development ‘and encourage

him to uenfure for himself.‘ He uili try bacause hg is made to feel
that ha is able, and he will learn to express himself without fezar of

criticism or condemnation, because he.l:ncws that he is acczpted as he is.

The child in a healthy classroom climate will indicate high morale in

being prepared to tackle a task even though the cutcome is not
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assurzd, to work at a rate compatible with nis ability, to do
unpleasant tasks befarz pleasant ones, and to trust and have
confidence in others. It would be an over-simplification to descrioe
emotional development®as a progression from infantile states of
depencdency to that of adult independence, beczuse the course 1t
follows is a fluctuating‘one, and even the acult achieves only
relative smotion indspendence of others, but a healthy emotional
atmosphere at schocl will help the child to develop healthy percepticn

of himsglf and his relatignship with others.

The child lays the foundations for rewarding social contact with his
peers while in the primary school. Although’social play begins at
alout three years of age, it retains a fairly individual character
until children enter into games requiring cc-cperation, rivelry and
coapztition around about school-going ags. Thereafter, friendships
emerge in which children seelc out the campany of two or three
indivicuals with whom they prefer to share actiuit%es. Activities in
which childran need to ﬁo-operate yith others and acquire socially
acczptable ways of dealing with conflict and personality clashes are
an important function of the child's experience in the primary school.
Children are\at their most teachable and their most vulnerable during
thzir early years of. schooling, and this is particularly true of their
socizl development.  The teacher who is-caring and compassionzig soon
evoikes the same response in the children, who by his example l=zarn to
identify with =ach others' joys anc SOITOWS and to respect the
feelings and views of others. T his kind of sociel nurture is a

particular responsibility of the Primary School teacher.

Emphasis has been plzced thus far on the many dimensions of growth

exparienced by children in their progress towards adulthood. In
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seelzing to describe the combined psychological and physical factors
which determine an individual's chéracteristic moczs of behaviour and
thought which may be described as personality, psychiologists have
sought to identify 5atterns of behaviour cderived from the way in which
conflicts are resolved. In a sense these approaches to growtn, both
physical and psychologiéal, stress ways in which the child is like all
children or like some children. But the child is in énother sénse o
like no other, for although he'sharés certain icentifiatble eleméh£s
with others, he is a unigue being uwith a combination of aptitudes,
abilities, ideals and attitudes which meke him different from any
other. It is in attempting to meet the needs of different children,
both as individuals and as members of a group, thét teaching presents

one of its greatest challenges.

A VIEW OF KNOWLEDGE

- Inthe survey of approaches to teaching undertaken in this paper, at
one enc of & continuum knouwledge has been depicted as a bady of
universal truth (Perennialist) while .at ‘the other end it is seen as

subjective experience unique to each individual (Existentialist).

The notion of knowledge as a fixed store of inforimation to be
transmitted to the young is applicable only to the most basic sikills,
and even here allowance must be made for changing circumstances and
techniques. UWhat we call knowledge is based upon a tentative grasp

and cocification of what we perceive to be the truth at a given point,
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but it is subject to change anc modification in the light of new
findings and insighfs. This is particularly true of {lathemetics and
fhe’Sciences, whefe the proliferation of xnowledoe has led o
far-reaching changes. fluch of knowledge, then, consists of~the.bé5tg
explanations advanced to date for explaining phenomena;-éndwis'béiidJ
pending the presentation of further evidence, The rapidity wifg
which kncwledge of this sort becomes obsolete has in many casas led to
a shift in emphasis from teaching information to inculcating
information - finding skills, general substantive principles, formal

principles of enquiry and self-management techniques.

On2 of the most important features:of knowledge lies in the need for
2ach individual to appropriate and use it for himself. = Uhitehead has
referred to 'inert' ide=as, which he sees =as

"ideas that are mersly received into the mind without

being utilized, or tested, or thrown into fresh

combinations."

(Whitehead, 1953, p.1-2)

Knouledge is thus more like a catalyst in promoting the reactions of
learning and growth as a result of the encounter between humzn

capacities and increasing knouwledge. .. i

IH his search for 'knbuledge that', the child'needsléo‘deuelop not
only ‘knouledge hou', but also the openness, flexibility and
willingness to¥ép5fopriate that uhich appesars to be relevant and
well-founded.  Three inclinations are necessary for the SUccéggful
pursuit of knowledge - the inclination to apply knouledge, to be

critical and to be curious.

47



o

THE CURRICULU

‘The curriculun represents & car=afully selected corpus of what is
deemed, by certain power figures, to be the most important and
worthwhile knowledge. that educands should have, It is generally

composed of three.elements: objectlves uhlch outline quallu s of

w-

mind, skills and kinds gf Lnouledgﬂ mhlch 1t is 1nten“*d to*d fﬂl
content or subject matter;‘ and method uhlch QUQQESLS xhz dCulUlt
uwhich teachers and pupils will engage to- auuainftheseygmalsf
Sometimes evaluation is édded as a fourth component, as a means of
revealing how far success has been achieved in terms of curriculum
itself ana pupil progress. There is a danger that in an

examination-oriented structure the assessment techniques may be

allowed to determine ob'ectiues} content and even methods.

In the broadest sense, the curriculum may be seen to incerporate all

the experiences which are offered to studznts under the auspices of
direction'of{the:schbol, while in a more formal and restricted sense,
it is seen to be the systematic sequence of coursés or subjecfs that
form the school's instructional programme.  The wide view combines
three sub-categories of curriculum into one. These are the acadeﬁic
cowpounds or suajects offered, the extra- currlcula activities uhich
are plann=d but voluntary activities sponsored by the school, and th
hidden conaoncnt, Uthh refers to unplanned learning actlvltlcs that
are’ a natural by—produ:t. ‘Arong the most cruc1al toplcs in the
hidden curriculﬁm are raciel bieas, sex roles, reswards and punishinent,
and é@mpetition.ﬁ A currlculum based on the wide view of its scope is
more likely”to-giuexthe:teachazﬁcontrol;dwheteasﬁfhewmanrom‘view sees
the curriculum as a sophisticated plan compléte with goals, methods
and activities which the teacher is required to implement faithfully,

Such a detailed, pre-planned curriculum leaves little room for
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teacher initiative and is in many respects similar to the

*teacher-proof' programmed curricula advocated by soms.

The key to effectiveness in any curriculum is dependent upon the

teacher's role in translating it into action, for hz imdues the

meterial with his own attitudes and values.

Tha traditional concept of a curriculum is often portrayed as

e

content-centred and divided arbitrarily intb'subj9cts;‘ ‘Tt is
criticized on grounds that, it-ailows prop;sitional knowledge to take
precedence over the development of understanding, judgment and
imagination. Some criticism of such a traditional approach is
clearly misdirected, especially when it is directed at the supposed
weakness of formal instruction :and.of class lessons, for-a supject
curriculum can be combined with indiLidual anc group teaching and with
some forms bf in{egration. Criticism of the narrowness of aims and
neglect of.soﬁiai and emotionzl development is again s miscirected
attack on thé curriculum instead bf on the methods'employed by the
‘teacher. | |

The alternative to the subject—céntf;d Eurriculum has been described
as child-centred or progressive.v .Thé interest in such learning“
incofpofétes what may be called }the principle of double effect’.

Uhat the childiiéérnilhot only has obvious effect in terms of what is
sought after or éccoﬁglished, but;also;in;Ierms.of;cOllateral
learning. The child-centred conception of aims tends to concentrate
an thé‘sgcond emphasis, and to de-emphasize the focal subject content
of learning in faumuraoﬁ,reiationalxaims,«.awithin‘ihis_approach there
is need for balance and a spread of activity, for an emphzsis on
child-centred relational aims could result in & heavy bias towards the

arts and crafts at the expense of {athematics and Science, and a
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convergence of activity on existing interests, with some activities

being repeated in different years without improvement.

In this country the curriculum for the Junior and Senior Primary
School is constructed on a broadly :provincial basis about a core
.. syllabus, and allowance is made for regional differences in the fornm
of built-in choices or options. Unwillingness to exercise the -
.permitted latitude in interpretation and-implenmentation of.the
- curriculum, rather than any real. constrdints, often results 'in =2
o
slavisn observance of the outline it provides, and worse, an

uncritical reliance upon the textbooks purporting to cover the field

in gquestion.

Of current issues related. to the_curriculum*feu“héve raised greater
debatz than that of the teachér's éccountability to socisty for what
nas or has not-been learned in the schools. . Rlthough as yet confinéd
to the U.S5.A., the,implicationsccould havengfbgariné on this country
as well, -Fired bywdisenchantmenf wifh“tﬁé”gssélécademic performance
of those granted school-leaving diplomas, the public have demanded
minimum performance;standardsvofﬁchpétency for basic litergey skills,
the introduction of criteribm#ré%érenced tésting progfammes to.
indicate a student's exact performance in relation to a prescribed set
of learhihg objectiyes, the abolition of social promotion from one
class to another and its replacement‘mith'athieveméntébaSea pramotion,
~anc the replacement of standarc salary schedules for teachers u;th.a

merit system evaluated on the basis of scholars! achievement gains.

THE TEACHING/LEARNING PROCESS

- Reducec to its simplest terms, teaching refers to a situation in which
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there are at least four elements which interact with one another in a
purposeful and intentional mannmer: these are a teacher, a learner(s),
knowledge and a teaching/learning‘process. The conéept of
interaction provide; a good starting point, for itvreminds one that

the classroom situation is not a static 'social systam, but one which

is in motion and in a state of dynamic.disequilibriun.

ihEeters and Hirst have rightly se=en teaching as not just'a%mattercdfbv -
the meeting of minds beﬁyeen teacher and pupil, but as a personal
encounter. The teacher is first and foremost a person, not a
deliverer of information, and in the act of teéching he is both

revealing himself as a human being and sharing what he knouws values

and represents in a unique expression of his.own:personality. The

teaching situation is a particular typs of hunan ralationship in which’
the integrity and maturity of the teacher are as important as the
knowledge he imparts.

Teaching demands that the teacher should be motivated by a desire to

serve fhe interests of the children and to set aside his oun needs in
the process of guiding their development. It involves a willingness
to spend time in helping others to master that which he has long

- understood, and a readiness to share in their joy in achievement or

pain in uncerstanding problems.,

Teaching involves the nesad for the téacher»to perceiva children
accurately énd‘to:interpret'his observations truthfully. = The ﬁeacher
who expects a chilé fo.succeed will help him to. do so, and the(teacher
who treats a child in a way that makes him regard himsél?'aé valuable
uiil help him to gaiﬁ a realistic picture 6f his own capabilities and
to accept his limitations. To label a child as stupid because the

“teacher cannot reach him, or to make judgments about a child by
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inference 1is ungarthy of a professional person, and yet this kind of.

trap is one into which many teachers fall,

The ideal teaching situation is that in which a pupil seeking

5 . . ded towards i , ‘ s s ~r
xnowledge is gquided towards it by a teacher !/in a process which affords
setisfaction to both. The principal factor in this relationship is

that of mutual esteem, baszd on the teacher's respsct for the -

"~ individuality of the child, and the child's trust in the teachsr,

which is generated by the confidence that the teacher likes,
. '

understands and wishes to help him.

Teaching in the Primary School is usually on a class teacher basis,
with the same children exposed to their class teascher for most of the
day. The nesd to know and to;undgrstahd each 'child is of paramount
importance to poth, for a child's joy in the adventure of learning.or’
lezden-footed existence through the eternity of a yzar-of his live
hinges upon the kind of rapport he'estéblishes with the teacher. The
initiative is with the teacher, and he uwields gre;ter power and

responsibility the lower he teaches in the school. The perceptive.

teacher will lose no time in learning the names:of:.hiis'class and in

- - using each opportunity to learn all he can.about. them. Even such

mundane routines as hailgingpaction can provide the opportunity for an
individual word of encouragement or sympatheticngarffor what is |
uppermost in a child's concern, and the sight of nails bitten tb the
quick sﬁeak more elaguently of tension and anxiety than many words!
These-insights help the teacher to create a climate for learning which
is generéted by mutual understanding, the setting of reasonable goals
and reasonable expectations, and which enables each child to embark on
a new cay with a feeling of security and in a happy sensz of

anticipation.



Teacﬁing is often seen as a process of socialization in which the
child is helped to enter his cultural inheritance. This does not
imply that he should accept it as ah'heirloom to be preserved intact,
or thét he should be moulded into:certain-sdcial-roles in preparation
for membership of a group, but as -'homo discens' he needs to  ?

understand why he is reguired to behave in a certain fashion. *:His

~mind must be engaged in understanding and“appropriating*forxhimsélf;Jﬁ”'~”*

the values of his culture, and in acquiring acceptable behzviour in
’

personal and social matters.

Teaching involves contact betwsen teacher and child, but alsc between
child and child. The role of the teacher in engineering situations
in which children learn to Qork together as well as play together is
an important'one in fostering the ébcial skills of co-operation and
sharing. ‘here the spirit of competition between indiyiduals is not
allowed to dominate the- educational process,.this&learning is easier
to achieve. .

The teacher's role as teacher is meaningful in itself, and there
should be no need to try to enhance its value by equating it with
'ffiend"or 'big brother' to the child. The child's family members
are his biological inheritance, while friends are those whom he /
chocses on the basis of similar intereéts and maturiiy;gandjhé:%as;a
whole classroom of peers from whom he can sclect fhose who will fulfil
this need. There is but one class teabher allocatecd to the child
each yeor, mhose grcater experience of life, educau1on ond sense of

respon51blllty have equipped him for his special rolesim: relatlon to

the child.

In any Primary School class it should be possible for the teacher to
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organize the teaching process in such a way. as to allow as much

opportunity as possible for one-to-one contact with the child. In

part it may be achieved by maintaining an involvement with what is
going on in the class which Jackson stresses as being central to |
teachihg, and which Kounin describes as 'with-it-ness', or the -

cultivation of awareness. Even more may be done by using group-ang

individual tuition wherever possible. Class teaching may .be ressrvedi.: .

for those occasions where certain kinds of knowledge which are easy to

assimilate are handled, or mhére there is a sharing of inspiration
provided by good stories, poetry or music, or where discussion affords
the opportunity to deepen experience and acquire skill in listening
carefully to the argument of another. Group teaching permits the
teacher to cive more atteﬁtion to individuals in tasks like writing,
mathematical processes, reading, the use of dictionzries and crafcs,
and .even the short pupil~con£act'time that this provides enables the
teacher to'iaantify iﬁdividual difficulties and handicaps, as well as

¢

to observe the particular interests or talents of each child.

Teaching is a complex form of communication between teacher and child.
Uihile the teacher's communication with the child is the aspect which
comes immediately to mind, the importance of Qhat the teacher has to
say must néf‘make.us deaf to the other side of the conversation, uhich;

is what the child wishes to communicate to the teacher.

Talkativeness is the besetting sin of most teachers, and it was 2

us two ears but one moufh, that we should listen twice as much as w2
speak". It is easy for the ieachersto-forget®that a Vital ‘part of

commuhication is listening, and oné of which he nesds to be reminded.
flo child can pay a teacher a greater compliment than to class‘him as

the kind of person who 'really listens'. Soinetimes this involves not

4
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only listening to the words through which the child tries to
communicate, but to the meaning which lies behind them, and which he

often lacks the skill to articulate.

-

Communication in teaching often employs more than language, for the
success of a teacher may depend in large measure on his befééption and
understanding of such natural signs as nosture, tdne q%.uoiceﬂanat

fa;ial ekpression. t is indeed true that 'Light,in%the;thild!slmind
shows up im the light on Qis face!. Similarly, ChildIEﬂﬂﬁPéwQUiCk.io

read the unspoken communication conveysd by the teacher's sigh or

smothered groan.

fFohmunication is a transactiomé% process in which people change and
ezdapt their behaviour in responss to what they perceive the other
psrscn to berpommunicating.tof;hgm,f; The teacher who is not really
interested conveys his indifference, not by words, but by his bearing
-*ahé;éﬁtions’ which speak an eloguent language of tﬁg;r own and

. P |
‘communicate his attitude to the children.
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CONTRASTING APPROACHES TO RESEARCH ON TEACHING

Introduction

Since the mid 1950's there has been an upsurge of interest

in teaching as a significant area of study. Much of the

literature generated reflects an approach which aspires to
scientific precision in research design and hypothesis

construction and which has been preoccupied with measurement

and statistical analysis. (BIDDLE, 1981, p 49.) This

mainstfeam or positivist approach, particularly
characteristic of the U.S.A., is sometimes known as

’
methodological empiricism or quantitative research.
(BELLACK, 1981, p 59.) It is based on two major concepts:
first, that human behaviour is essentially law governed; and
second, that it should be investigated by the methods of
"natural science. A challenge 'to this orientation emérged in
the 1970's in a school of thought described as interpfetative
or qualitative research, which is characterized by a concern
for the’individual and seeks to understang and interpret
social phenomena from the inner perspective of man himself.
This approach leans more to the 'newer' sociologiéal fhan
‘the psychological styles ofwresearch?%NISBET;?lQﬁﬁ,fpf5),
and contends that most of the studies within the traditional
approach havégaddressed the wrong questions, have followed
inappropriate methods and have consequently contributed
little of significance. (POPKEWITZ, 1981, p 157.) This
approach has gained support in Britain and Europe, but until
fairly recently has had little impact in the U.S.A.

(KARABEL AND HALSEY, 1977, p 47.)

This paper will attempt to examine the differing orientations

and principles of enquiry associated with each of the approache:



although it must be recconized that the division into twa
campsvis not always clear cut. Rather than view the
situation as a confrontation, an attempt will be made to
examine the strengths and weaknesses of both viewpoints, and
to interpret the emergence of a range of styles as a spectrum,
ranging from a positivistic to an ethnogenic approach to
research. There are many ways of knowing, and no one method
can answer all the questions or offer all the necessary
perspectives. 1In the writer's view the diversity of styleé
adds to, that than detracts from, “the power of educational
research, and we wouié do well to concentrate on significant
problems and to draw on the concepts and methods of whatever
disciplinéry source éives promise of dealing with the problem
most adequately. The possibility of detente between the
opposing camps and a mutual exploitation of findings offers

hope that practices such as action research may point the way

to more fruitful studies.

]

Philosophical bases of contrasting research orientations

rt

The pesitivistic and interpretative views on research stem
initially from different -conceptions of reality,“knowledge
and human behaviour. Burrell ané Morgan (1981, p 3) have

identified four sets of assumptions which help to explain

the contrasting orientations.

1. Ontological assumptions about the nature or esszance of

the teaching phenomenon pose the problem of whether A
reality is external to the individuals concerned and

imposed on consciousness from without, or whether it :

is & product of individual consciousness. :
2. Frisiemological assumptions concern the bases of knowledge.
The n

.

rature of knowlsdge may be seen as real and carpable



of being transmitted, or as more subjective, spiritual
and transcendental, based on experience of a unique
and essentially persdnal nature. The position taken by
the researcher here will affect the way he uncoQérs
knowledge of social behaviour. For the gquantitative
researcher, who sees knowledge as objective and tangible,
thi§ viewpoint will demand a detached observer role,
together with an allegiance to the methods of science.
The_quélitative>researcherﬂwill séemhié task as one which
ihposéS'én invo%émeht.ﬁitﬁ his subjects, as he sees

f

knowledge as personal, subjective and unigque.

Human nature and the relationship between human beings

and the environment. Two images of the human being
emerge from the third seﬁ of assumptions. One viéws
him as responding mechanically to his environment, while
the other sees him as the initiator of his own actions.
"Thus we can identify perspectives.in social science
which entail a view of human beings responding in
a m~chénicél or even deterministic fashion to the
situations encountered in their external world....
- This -extreme perspective can be contrastéd“with one
-which attributes to ﬁuman beings a much more
creative role: with a perspective where free will
occupies the centre of the stage, where man 1is
regarded as the creator of his environment, the

controller as opposed to the controlled, the master

rather than the marionette." (Burrell and Morgan, p .}

The actual position adopted by a researcher may be
pitched somewhere in the range between these two viewpoints.

The above assumptions have direct methodological

implications, as each demands different research methods.




For those who adopt an cbject (posit

[
[ SRS

vist) aocroach

the choice of research instruments will be limited to a
range of traditional options such as surveys, experiments
etc., and the emphasis will be on data that is
objective,vegternal, quantifiable, explanatory, publicly
verifiable and replicable. 1If, on the other hand, the
interpretative view of social reality is favoured, then
the principal concern will be with an understanding

of the way an individual Creates,:modifies and views

the world. Unstructured interviews, participant
observation, acc;unts and conversa?ions will supply

research data which will be subjective, internal,

qualitative, interpretative, unique and negotiable. '~
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SECTION I

THE MAINSTREAM POSITIVIST APPROACH

The belief that the application of scientific principles to
the investigation of social bhenomena will yield the same
success in uncovering law-like regularities and principles

as that achieved in the natural sciences lies at the heart

of the empirical-analytical approach, which is sometimes

- also known as a normative approach.

“ "Positivism is a broadly défined‘movement'iﬂ‘thefhisééfy
of man's intellectual development, the distinguishing
feature of whicﬁ is the attempt to apply to the affairs

of men the methods and principles of the natural sciences,"

(HEATHER, 1980, p 22.)

The dominant research stvles of this approach are patterned
after the natural sciences. Kerlinger (1969, p 1127), “for
instance, is quite clear that educational research should be
limited td the objective, precise, qguantitative perspective.
Travers (1978) has defined this.view of research as an
activity directed toward the development of an organized

body of scientific knoﬁledge about thgweventsmwith which
educators are concerned. HéAseeé fhe gbal 6‘ educational
research as the discovery of laws and generalizations about

" behaviour that can be utilized to make predictions and control
events within the educational context. Mouly restricts the
term "educatioﬁal research”

".... tC systematié and scholarly efforts designed to
provide educators with more effective means of
attaining worthwhile goals ..... It will be reserved
for activities designed to discover facts and
relationships that will enable educators to make the

educational process more productive. Conversely, any




systematic study designed to promote the deveslopment
of education as a science can be considered educational

research...." (MOULY, 1978, p 26.)
t .

The basic assumptions of scientific research

The following are the kinds of assumption that are held by

scientists, often implicitly, as they go about their work.

Scientists hold that certain kinds of reliable knowledge *
can only originate in experience, and that the tenability
of information depend; on the nature of empirical evidence
that can be provided for its support. (ATY, JACOBS AND
RAZAVIEH, 1972.,) Barratt has stated it like this:
“The decision for empiricism as an act of scientific
faith signifies that the best way to acquire reliable
knowledge is-the way of evidence obtained by direct
experien¢e." (1981, p 8.)

1

The following five steps have been identified in the pfocess
of empirical science:-
a) experiénceaﬁ;scienceustarts<with.anvabservation to
which chers are adaeg.
b) classification - this is the. formal. systematization of
otherwise incomprehensive masses of
data.

c) gquantification - a more sophisticated stage where

n

mor

(]

precision of measurement allow
adequate analysis of phenomena by

mathematical means.

joN]

discovery of relationships - the identification and
classification of functional

relationships amonc phesnomena.

i)

2o, R




e) acproximation to the *truth -

3Zience

3

roceeds by gradual
approximations to the truth. (MOULY,
1978, p 26.)
I
Scientists assume that events have causes which can be found

throggh Observation, and proceed on their task of diScovering

and understanding these. The universe is seen to conform to

a lawful pattern, and the scientist aims to formulate ideas
and principles which will account for such regularities in -
terms of laws and relationships. These will give a firm

’
basis for prediction and control.

The idea of parsimony is another basic assumption: phenomena
should be explained in the most economical way possible.

The principle of generality embraces the concept that o

observations of the particular can be generalized to the world A

at large. (COHEN AND MANION, 1980, p-16.)
The attitude of mind of the scientist .is one which his highly
sceptical, bent on achieving.impartiality and objectivity,

and respectful of facts rather than value judgements.

The ultimate level of science is theoretical science, for it o
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«.. & set © constructs {(concepts)
definitions and propositions that presents a systematic

view of phenomena by specifying relationships among

variables, with the purpcse of explaining and pPredicting !

phenomena. " (1969, p 1127.)




Scientific thecry represents our pest efforts +to understand
the world in' which we live, and holds good only until replaced
by a theory with greater validity or Stronger explanatory
power. While accepting that fheory is by nature provisional
and incomplete, most scientists believe that there is a final
scientific truth about the universe to which successive
scientific theoriés ever more closely approximate. Scientific
theory is thus a stage in the search for universal laws whlch
explaln and govern the reallty which is being observed. -~Many
scientists regard theory as complementary with research,

and researchers like guppes are highly critical of the
"triviality of bare empiricism" (SUPPES, 1974, p 3 - 10) and
endorse the vieQ that a researcher should begin his

investigation by fitting his study into the framework of

existing theory.

ASSUMPTIONS ON WHICE POSITIVISTIC RESEARCH ON TEACHING IS BAESED i

The general principles of science reqguire interpretation when b
applied to specific areas of enquiry such as teaching. The
following interrelated assumptions underlie the mainstream

approach to research on teaching.

Following in the empiricist tradition, positivism limits

)

~

enguiryv to what can be firmly established bv means of

observation anéd experiment.
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b) Positivism implies the unitv of scientific metho

the diversity matter of scientific investica=zior.
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Mouly believes
"It is not inconceivable that some day a single
theoretical system, presumably unknown at this time,

will be uséd to explain the behaviour of molecules,



c)

d)

”éﬁiﬁgls and peopie."’ (p 40.)
There is a commitment to a disinterested science, for
the statements of science are believed to be independent
of human goals and valueé. Scientific theory is seen
as an explanation of how things work, of'what is; moral
.theory, on the other hand, -concerns what ought to be.
Empirical theory therefore separates itself from the

interests of rneople who operate in social and human

' concepts. Mouly draws attention. to.the fact thétgmapy

of the most persistent probleéms of education are ethical
’
and moral problems which cannot be solved by the kinds
of activity science engages in. (MOULY, 1978, p 16.)
The social world is seen as a system of interacting
variables that are distinct and capable of being studied
independently ;f each other. Teaching is thus reduced
to scientific wvariables thét can be measured
independently -of other elements: in the system. The
kinds)bf variables involved in<invesﬁigations of this
kind have been classified by Dunkin’and Biddle in the
following way. Presagekvariabies; involving certain
teacher'characteristics;'contékt.variablesy«involving
grade level, subject matter, size ofvclass and other
features of the context within which the teaching and
learning take place; procesé variables, which describe -
what goes on in teaching-learning situations such as the
ways in which the teachers and pupils interact and behave;
anéd finally, product variables, which Genote the ambunt
of learning, or achievement of educational objectives.
By interrelating the variables six possible pairings
may be derived'-‘viz. context-process, context-product,
presage-process, presage-product, context-presage and

process-product, and it is believed that from these the




cause of behaviour within the system can be known.

The idea of causality is used to define relationships

among empirical variables that can be explained or

manipulated to produce conditionally predictable outcomes.

e) There is a belief in the need to formalize knowledge.

Concepts about teaching, for example, are re-ordered into

specific variables that have invariant meaning and can
be measured concretely. By making units of analysis

‘invariant, the researcher can create ~'independent' and

'dependent' variables that show how each unit is related .

’

to others. Variables can thus be compared and manipulated

in order to confirm or disprove hypotheses.
£) The search for formal and disinterested knowledge compels
the reseafcher in this tradition to rely upon Mathematics
imr~theory construction. Quantification bf variables
enables ressearchers to expose-émbiguities and contra-
dictions in the system's variables. :
'
"Mathematics models:are'éktremely powerful tools,
not only for .systematizing research on individual
theoretical formulations but also for controlling
compari;ons between compéting formulations."

(SNOW, 1974, p 96.)

iathematical models may well be used by other research
paradigms, but they are of particular importance to the

res

(b

archer in the pesitivist tradition.

METHODOLOGICAL CHARACTERISTICS OF THE POSITIVIST APPROACH

One of the most important methodological characteristics of
this approach is its adherence to a set of procedures which

shows not only how findings have been arrived at, but which




is sufficiently clear for others to replicate. The term
'scientific method' is in reality a cloak for a number of
procedures which vary in their degree of sophistication
depending on their function énd the particular stage of
development a science has reached. The following procedurés
are always present in the progress of a science and may be
drawn upon by the researcher according to the kind of problem
which confronts him. Cohen and Manion (1981, p 13) describe
these as

p

1. Definition of the science and indentification of the
phenomena which are to be subsumed under it. |

$ 2. Observational stage at which the relevant factors,
variables or items are identified and labelled.

3. Correlational research in which variables and paramatas
‘are related to one another and information is
systematically integrated as theories begin to develop.

4. Systehatic and controlled manipulation of variables to
see if experiments will producé expected results, thus
moving from correlation to Céusality.

5. ‘The firm establishment of %?body of theory as the outcomes
of the earlier stages are accumulated.

6. The use of the established body of theory in the

resolution of problems or as a source of further hypotheses.

Of particular interest to the mainstream positivist researcher
are staces 2, 3 ané 4, for this triumvirate of research
methods, often referred to as the "descriptive-correlational-
experimental loop" (ROSENSHINE AND FURST, 1974, p 96) has
become the most widely accepted model within which to conduct
research on teaching. These methods will be examined more

closely in relation to investigations of teaching.

- 11-



DESCRIPTIVE RESEARCH o

Many educational research methods are descriptive, they

set out to describe and interpret what is. Perhaps the
most commonly used dEScripfive method in the mainstream
tradition is_ the survey.

., "This is a broad classification of research
methodologies, comprising a variety of specific
techniques and procedures from the standpoint of akE
their common purpose, which is to determine the =:V
present status of a given ‘phenomenon." (MOULY,

, o

1978, p 179.)

Descriptive research differs from experimental research
in that it provides an investigation of phenomena in
their natural conditions, as opposed to experimentation £

which is directed to the isolation of causative factors

under controlled conditions.

Descriptive research may be classified into two broad

sections, namely, descriptive studies oriented towards F
the description of current status,.;and -analytical studies,

in which phenomena are analyzed in terms of their basic

components.

DESCRIPTIVE STUDIES

1.1.1 Surveys constitute a primitive type of research

in that, being exploratory in nature, they are

concerned with accurate assessment of the incidence

and distribution of phenomena. Their value in

e T T e T

N ey vk g
T a

providing an adequate knowledge basis as 'decision'

.rather than 'conclusion' oriented studies should

not be overlooked, for they provide information’

- 12 -~



on which to base sound decisions. Their value,
however, is not limited to fact gathering, for
they are also concerned with determining the
degree to which underlying factors exist in given
Situqtions, and in estimating their relative

importance.

Wherever possible, mainstream researchers believe
that survey data should be integrated into a
theorétical structure:
o
"Doing descriptive research without a minimum
of theorizing is like putting together a
jigsaw puizle with the blank side up. The
picture obtained from non-theory oriented
research usﬁally makes about as much sense
as the lines delineating the pieces on the
blank cardboard side of th?.puzzle.",

(MOULY, 1978, p 30.)

Conducted in .this way descriptive research provides
the spade work on which more sophisticated research
can be built, and obviates the uncritical
collection of relatively meaningless data. Nisbet
(1980, p 4) warns that the result of information
gathered without hypothesis or theory is 'news'

rather than scientific fact.

- Two problems.of importance in research are

particularly crucial in surveys. The sample on
the basis of which information is collected must

be representative of the population under

- 13 -



investigation, and the validity of the technigues
Or instruments used in gathering the data is very

importance to the validity of the conclusions.

There is tremendous variation in the scope and
complexity of descriptive research. This may
range from surveys carried out at national level

using samples from a total population to small

scale surveys within a school.

-
’

Survey testing

The most systematic survey conducted in education
is the standardized achievement rating prbgramme.
This, together with pupil appraisal in
intelligence, special aptitﬁde, personality

adjustment and vocational interest, is not usually

‘regarded as research because the aim is not

-directed to deriving generalizations applicable

beyond the class or school.

Programme Evaluation

' Although basically survey research, programme

evaluation is more directly tied to rational
decision making than to research as its-primary
concern is to assist policy makers in choosing

between alternate courses of action concerning

' given programmes. Whereas research is concerned

with the derivation of lawful relations between
phenomena that can be generalized, evaluation is
primarily concerned with securing dependable
answers concerning the functioning of single

programmes.

o i e e ek o e s an e oy SR Emitarior z




TOOLS OF DESCRIPTIVE STUDIES

Questionnaires and Structured interviews are the
pfincipal research tools of descriptive studies,
and are the instruménts used to convert into data
the information directiy given by a person. The
questionnaire and the Structured interview - (which
is, in a sense, an Ooral questionnaire) - makes
possible the measurement of what a person knows,
(knowledge and information},~what.a-per$on likes
or dislikes (values), ‘and what ‘a :person ‘thinks
(attitude; and beliefs). This information .can

be converted into quantitative data by using
attitude scaling or rating scale techniques, or
by”counting the number of respondents  who give a

particular response, thus giving rise to frequency

data.

... The strengtthand“weaknesses qf each device are
discussed very clearly'b§ Mouly (1978, p 189).

In general, these methods present problems such

as securing themco4o§éfation of subjects when being
interviewed or when completing questionnaires:;
getting them to reveal what is, rather than what
they think conforms to society's patterns ‘or their
own self-interest or the expectations of the
researcher; and the subjects' difficulties in

verbalizing what they think and feel.

"Quegtionnaires do not necessarily measure
what people believe but what they say they
believe, not what they like but what they say

they like." (MoOULY, 1978, p 216.)
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1.2 ANALYTICAL STUDIES

1.2.1

- phenomena into distinctive categories within which

frequency counts -of phenomena, content. analysis

Analysis is one of the fundamental techniques
underlying the whole process of research. It is
also a research method in its own right, covering
a broad category of techniques ranging from
frequency counts to observational and rating
studies of various degrees of complexity and

sophistication.

Analysis is used to indentify and allocate

’

e e e e

relationships can be discovered. It is effective
only to the extent that the breakdown of phenomena
is into categories relevant to the study being H
undertaken, and provided that it is not carried

to the point where the phenomenon ceases to exist

as an entity.

Content analysis

From studies of a tedious clerical nature involving

has progressed to collecting information only

after they have been fitted into a scientifically

meaningful context e:g. historical accuracy,
exposition of acceptable social ideas, readability

etc. as a basis for assessing a History text book.

Factor analysis

This is an analytical technique used to reduce the
matrix of intercorrelations among data to the ;

T
smallest number of factors capable of accounting J

for the differences in individual performances.

- 16 -
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Hypothetical constructs such as a verbal or

numerical factor are extracted from the various
measurements whiéh appear to have a high loading
on a given factor.

Observaticnal. studies

Naturalistic observation és a descriptive research
activity proﬁides useful knowledge which helps to
formulate exploratory hypotheses.  Certain
classificatipns are developed to help organize
what is é£served, and the means‘employed can range
fromhvery simple to the most scientific and
precise, involving the use of mechanical and

electronic gadgetry to supplement human

observation.

To qualify as scientific observation the following

criteria are suggested by Mouly (1978, p 216)

a) The observation must be systematic rather than
haphazard,.and should be directed'at those

-aspects of a situation considered important

from the sténdpoint of the study. The effective-

ness - of such observations will'depend upon the
significant as@ects Having been correctly
identified‘initially,land carries an inherent
risk of overlooking important aspects outside
the observer's frame of reference.

b) Observation should be objective and free from
bias, notwithstanding the fact that it should

be guided by a clearly defined hypothesis.

c) Wherever possible, scientific observation should

be guantitative because this will increase the

precision of the data obtained and make easier




their analysis.

d) The criteria of reliability and validity must
be met. This presents a particularly difficult
problem in.view of the difficulty in controlling
prgconceptions and bias on the part of the
observer. 1In his emphasis on the importance
of teaching, B.O. Sﬁith-helped to focus
attention on the classroom itself as a 'subject
for scientific investigation,

"If very little is known about a phenomenon,
’
the way to begin an investigation of it is to
observe and analyze the phenomenon itself. It
must be observed , aﬁalyzed and classified into
its variousvelements. Until the factors which
are involved in the phenomenon are understood
 and-described there ‘is little likelihood that
significant and correlational, - predictive, or

causal studies can be made," (BELLACK, 1981, p 61

Many researchers have attempted to develop
descriptive schemes for the analysis of classroom

teaching. Mirrors of behaviour (SIMON AND ROYER,

1970) is a 15 volumevcompilation of 79 analytical
schemes. Many of these reveal a fundamental -
weakness in that their construction without
reference to a theoretical framework contributes
little to an understandihg of teaching, and for

“the ﬁost*partxthey»represent collections of
miscellaneous terms without an underlying conceptual
rationale to describe and limit the categories

includeqd.

ST,




-

Bellack (1981, p 62)‘makés thé intefesting point
that the compilers of such systems appear to have
subscribed to a view that their principal purpose
was to ideﬁtify discrete teacﬁing vériables which
would serve as process variables in process-
product research, and that this orientation has
deflected attention from analytical studies of
the classroom designed to describe and explain the
process of teaching itself.

. ’ :
Clifford (1974)_points out that underlying enquiries
focused on student outcomes lies a belief that
changes can be brought aboutvas a result of
understandiﬁg the caﬁses, but that in practice such
changes come about throﬁgh social and cultural
factors rather than research. She sees a special
role for researchers in the conserving role of
. 'making sensible':that.which:is:stable.in. education.
At least some time should be directed to under-
standing the roots of classroom practice and the

forces ingschoolvand;society'whichﬁsustaih them.

In evaluating observation research it is important
to notice that unlike the use of survey.methods
such as the questionnaire énd‘interview whefe the -
respondent provides data, observation provides an
opportunity to get at some information:at first
hand. -Aspectsfof;behayiouffsuch as attitudes,
feelings and emotions,‘however, are difficult to

ascertain except from inference.



The difficulty.of getting the required data f?ée
from the many co-occurrences in the classroom
situation is solved partly by the possibility of
using video-tape reéording, but against this must
be weﬁghed.the possibility of distorting the
phenomenon by introducing1distfaétions of this
kind. In fact, the very presence of a non-
'participant observér will :serve to distort the
teaching situation'xo some degree.

’
As a scientific method, the establishment of the
validity and reliability of data obtained in this
wéy presentS‘particular problems. (ASHER, 1976,
p 134.) 1In spite of skill in observational
strategies, a clear frame of refereﬂce and apparent
lack of bias, the observations made are likely
toibresent selectivity of Derception”andLCertain
disto?tions,4,When conducted ?nder optimum
-conditions, héwever, supporters of the
scientific tradition are prepared to concede that

s osuch studies..can.-yield useful .results.

CASE STUDIES

Case studies represent an intensive, detailed analysis
and description of a particular unit (individual, group
or institution) within the context of its environment.

Case studies may be used as a method of evaluation in

.an -educational programme, ias an .ancillary in formal
: evaluative:research,yor}as a follow up to more rigorous

-investigation.- .Ati"the centre of a case study lies a

method of observation. This may be either participant

or non-participant in nature.

-20..




Thé édvantages offered by case studies may be seen as
providing the means of complementing more rigorous
experiments to the same kind of problem, providing a
complete and structured picture of a unit, permitting
study in a natural context and allowing more holistic
qualities to be taken into account. Further, its
intensive nature may bring to light variables and
interactions for further attention, and can provide‘the
investigator with insights for further hyoptheses. ""The
method makes it easier to reformulate a problem once an

’

investigation is under way, and to abandon false trails.

The disadvantages }nclude the fact thét findings cannot
be generalized to other situations as they are limited
in their representativeness, and the method is
scientifically weak in that the degree of control over
variables operating is slight. Well-trained researchers
can minimize the subjective bias to which this method

is prey.

DEVELOPMENTAL STUDIES

The main purpose of developmental studies is. to establish
patterns of development. Although originally retaining
their biological orientation in terms of having to do

with thé growth of perceptual and motor skills of the
young, they have been proved to apply to cognitive and
affective domains as well. For the teacher the most
important educational advantages to be gained through
studies of child development probably lie in the field

of instruction and learning. Both curriculum and teaching
methods can be made more effective if applied to an

understanding of developmental trends. The emphasis in




Three main approaches can be identified (COHEN AND MANION,

1980, p 48.)~ Longitudinal studies require the

investigator to study the same subjects over 3 period
of time. 1In Britain the term 'cohort' or "follow up'
study is used to describe successive studies, whereas
in the U.S.A. the term 'panel study' is applieqd.

Cross-sectional studies refer to studies of ‘different

groups of children at each level of development on the

assumption that groups are comparable, while trend or

prediction studies examine data to establish patterns of
change that have already occurred in order to predict

what will be likely to occur in the future,.

Longitudinal’ and Cross-sectional studies have both
adﬁantages.and‘disadvantages. ‘LongiFudinal studies offer
continuity énd are ﬁniquely able to identify patterns of
development and to reveal factors which elude other
Tesearch designs, but they are expensive in terms of
time, personnel ang finance. Provision has to be maden
for loss of members of the original sample,'the_loss of
motivation oVer a period of tiﬁe, changes .in research
personnel and alteratiogs in the school structure. The_
Cross-sectional studies are less expensive in terms of
time.and'money~and Yield results more speedily. They are
particularly vulnerable to sampling errors, particularly
since different subjects who may not be coﬁparable are

involved at each age level.



Appraisal of Descriptive Research

Descrlptlve research dces not appear to be held in particularly
high esteem by educational researchers in the malnstream
tradition. It has been argued that it is not S0 much that the
techniques are unsophisticated or inadequate but that the use
of them in education has been superficial. Thisg caution is

reflected in the work of Asher, who says
"Research was once described as doing your best to
understand a situation with the tools available to: you.m
Descriptive research 'is ofter the only tool available,

’

it can be quite worthwhile when well used." (ASHER,
1976, p 134.)
The tendency»of researchers in the past to accept superficial
relationships derived from descriptive studies at face value
rather than submit them to further research has been

responsible in part for this wariness.

2.  CORRELATIONAL RESEARCH

]

One of ‘the primary aims of those who subscribe to the
mmaihstreemaapproach is to discover relationships among
varlables in the- ‘teaching phenomenon Wlth the view to
predlctlng and ultimately controlling their- occurrence.
Much of the research on teaching from this orientation
~is involved in the discovery of relationships such as
whether there is a link between'a particular way of

teaching and a desired student outcome.

'SeveralwthareeteristieS"bf_Correlation research have led
to its becomingAthexmospifévoured method in investigating
teaching. (COHEN AND MANION, 1980, p 134.) 1t is a
suitable method when variables are complex and doAnot

lend themselves to experimental method and controlled

13
8 _




manipulation, which is clearly the case with classroom
research. Correlation is appropriate as a method when
there is a need to discover or to clarify relationships,
and here it has seemed to offer particular hope in
identifying the variables associated with student outcomes
particularly since the correlation statistic is able to
indicate degrees of relationship. Multiple correlation

is able to establish the degree ofsassociation'between
thfee Or more variables simultaneously, such as “the.degree:
of association between academic achievement, intelligence
and neuroticism: Whereas partial correlation aims at

establishing the relationship between two variables after

the influence of a third has been controlled.

Prior to 1960 (SHULMAN, 1981, p 87) educational researchers

-supposed that-particular combinations of teacher traits,

aptitudes, personality or attitude defined teacher it

effectiveness, but when this confidence.:that presage-

process research would yield valuable insights was not (i

fulfilled, attention was turned to process—product_research,ef

-and many thousands of studies have subsequently been
directed at attempts to relate variations in the
"behaviour of teachers to variations in children's academic

achievement.

PROCESS—-PRODUCT RESEARCH

There has been considerable disappointment at the

comparatively slow progress and inconsequential findings

of process-product research. In the preface to the
Second Handbook of Research on Teaching R.M.W. Travers says
"Those who participated in the First Handbook would

never have guessed that a decade later, authors of

oI

A




the Second Handbook would be having even greater

difficulty in finding significant research to report

than did their predecessors." (TRAVERS, 1974, Preface.)

In spite of the inconsistent and 6ften insignificant
findings of most process-product studies reported in
reviews of teaching effectiveness such as Dunkin and
Biddle's (1974) Study of Teaching, Gage is not

discouraged. He remains‘conQinced;thatmwhatwiswrequired
for an adequate scientific bdsis for teaching is the study
of regular, non:chance, statistically significant events
related to classroom practice, and in particular the study
of reliable relationships between process and product,
between what teachers do in the classroom and what children

learn as a result. (GAGE, 1978.)

He sees the explanation for the disappointing results
acﬁieved thus far as being attributable in bart to the
complexity of what goes on in the typical classroom and
to the relatively small size of samples used in
conventional process~proauctﬂstudies;ﬁsﬂeﬁéuggests that
when these inadequacies are taken into account by testing
for the~significance-.of combinea results, statistically
significant clusters..of.-results can]be‘aéhieved. However,
even if the clustered studies do produce significant
results, he does not believe that £hey will constitute
an adeguate scientifié basis. He is aware of the weakness
of correlation studies, and maintains that a truly
scientific basis will be established only when research
can demonstrate empirically by means of quantitative
- experimental studies that the relationships suggested
in the correlational studies are causal.

Zs-’
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Doyle (1978) has criticizeg process—product.research by
maintaining that researchers in this tradition oversimplify
what actually happens in classrooms by ignoring events
that intervene between specific teaching béhaviours and
learning outcomes, such as student behaviour in the
c¢lassroom, antecedent lessons, etc. He also criticizes

- brocess-product research on the grounds that it focuses
too narrowly on behaviour that isg easily observed, -and
that by.emphasizing the measurement “of-Iow=inference
behaviours that can be directly observed many significant,
but 1less easily‘éuantifiable factors, are ignored. The
naive assumption that causal influence always flows from
teacher to student in stabie and isolated time sequences
is patently wuntrue, for we know that students also

influence the performance of teachers, and Doyle is

equally .aware of this weakness in process-product research.

DoYle suggests two supplements.tngrgcess—product research.
Firstly, he urges that account be taken of mediating
processes such as student responses and psychological
processes that govern;1earning,nandqsecondly; he draws
attention to relationships between environmental -demands
vand *human responses in the classroom-ecology paradigm he
describes. The latter involves a type of differential
attentiveness and requires that the student become

skilled in reading cues.

Gage acknowledges these problems, but does not believe
that..they invalidate;theﬁpnocess—product paradigm as a
means of obtaining reliable information. He suggests

instead that the médiating and classroom ecology variables

...26__
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described by Doyle should be used to construct a more

complex process—prdduct paradigm.

Process variables would still consist largely of the
teaching behaviours, strategies and techniques of teaching,
-“and ‘these: would. in turn provide ‘students with .cues .

concerning expected behaviour. After perceiving and

o ot e ama
1

,'intgrpreting the cues, the students would engage in
appropriate mediating\responses which would influence
the products. Gage sees that the application of the more

’

complex paradigm requires that gquantitative techniques |

be supplemented with gualitative methods to define patterns
»gofﬁIéiatioﬁShipsnmithin classroom interaction. . He iﬁsists,
however, that the validatioﬁ of findipgs as casual still
depends on qﬁantitative;experimental findings. Many
.researchers are doubtful of the feasibility of experimental !
.

1
i
i

rather than correlational studies of teaching because
the degree of control required is so,difficult to achieve j

in the classroom.

'ﬁinpc;itiCism of‘Gagef§~elaerated'proceSS*prdduct‘paradigm,
it appears that while he is ready to take into account
the different student responses to the demands made upon
them in the classroom, he uhde:estimates‘the difficulty
of determining what :those demands are, as well as the
problems in getting teéchers to take thém inteo cOnsidgration
in their own behaviour. Ethnographic accounts indicate |

1
I

that meaning networks are exceedingly complex and variable,
“. . wand :that no matter how carefully planned a lesson may be,
;\effective’teathing“Wilimfémain,difficultsbecause of the

many changing cues to which both students and teachers
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must respond. While one may agree that teachers play

the central role in classroom interaction and that it

makes sense to study the cues they provide, it does not

follow that these can be deliberately designed to control

what students learn.
In spite of the obvious problems facing process-product
research, a persuasive case .can be made for the kind of

argument Gage advances in its support. - If the quality

of teaching is to improve, valid experiments that will '~

I
reveal the effects of teacher behaviour on children's

learning are surely a relevant field of enquiry. That
advances will be gradual and that persistence will be
needed to continue with investigations of this kind is

-

unavoidable.

In a review of many studies Rosenshine and Furst (1974)

concluded thatAstudents<learned best Yhen the following
teacher characteristics were present : clarity;
variability in methods, curricula and media; enthusiasm;
task-oriented and/o; businesslike behaviour; indirectness;

student opportunity to. learn material; teacher use of

structuring comments; and multiple levels of questions

or cognitive discourse. They emphasize that since most

of these relationships came from correlational rather
than experimental studies, it cannot be claimed that Y
teacher:behavioﬁrs caused the student learning gain. |
The consistency of these correlational:data strongly

suggest that the process-product associations are real.

They also have face validity in that they hang together
well and appear to be compatible and likely to be

intercorrelated.




Ay

. Dunkin and Biddle (1974) adopted a more critical approach,

but they too reached similar conclusions about process-
product relationship to those of Rosenshine and Furst.
They were careful to point out that few of - these correla-

tional -relationships had been. borne out by experimental

'studies.

In accounting for the disappdintiné*ﬁéture of many
’

~results, they criticised theffailureﬁtoutake'into account

Aifferences Qf students such as ‘intelligence :and -socio-

economic status,tfallure to include control 2ol o comparlson
groups, and failure to investigate possible non-linear
relatiOnshlps.between‘teacher behaviour and student
outcomes. There appears te be fairly general agreement

arong Dunkin, Biddle, Rosenshine and'Furst'that most of

“wﬂthe variables they list are related to student learning

*and attltudes, and that additional variables related to

~classroom management such as those proposed by Kounin

‘could-be significant.

Kounin's (1970) approach suggested that teaehers most

~-successful: in ‘managing their classrooms reveal behaviour

1nd1cat1ve of 'withitness'; Overlappingness; smoothness;
ability to maintain.pace*and momentum; ability to keep
the class_a;ert; success 1n holdlng ‘students accountable
for attention and learning; generatlng enthusiasm; and

prov1d1ng variety in work assignments and general class

Aact1v1ty



- comparable to medicine or agriculture. The skilled

..dependent variéble); and control (all the variables

~~and methods, and then he must select instruments, choose

Amongst researchers of this persuasion the hope remains
that as knowledge about effective teaching accumulates,
teaching should increasingly become an applied science

teacher is seen as one who has mastered a large body of

principles and skills, who can diagnose a situation

N .

correctly and who can decide which of the many:.options

available to him are appropriate to the situation.

. ’
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. EXPERIMENTAL RESEARCH

In its simplest form an experiment has three components:

the variable which the experimenter systematically and

deliberately manipulates (the independent variable); the

effect produced from the manipulation (known as the

e o gy 7t e A e A
T TS e

except the independent variable are held constant).

t

The essential ingredients of experimental research are

the use of an hypothesis, rigid control, sensitive

.measurement/assessment techniques- and the introduction

of independent.wariables whose impact on the phenomena

can bevmeasured. The essential stepswof-an'experiment

are the following. First the probleﬁ has to be defined
and analyzed and an hypothesis formulated. The population
to which tﬁevresearcher wants‘tp generalize his results

must be taken into.account in deciding on sample size

tests and decide on appropriate methods of analysis. Often
a pilot test precedes the experiment to identify possible %

snags. During the experiment itself the researcher must
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endeavour to follow the tested and agreed on procedures
to the letter. Finally, with data collected, the
researcher processes and analyzes the results obtained.
He then confirms or rejects‘the’hypothesis in the iight
of these results, but this is stated in terms of
probability rather than certainty. It is hoped by thesé
means to establish true cause and effect relationships,
to test predictions derivedifroh theory and to help

build up theoretical systems.

Expcrimental research differs from other methods chiefly
in its use ' of the element of control. It attempts to
minimize tHe influence of variables extraneous to the
situation by means of

a) eliminating the’variable as a variable- e.g. selecting
subjects with the same IQ when investigating the
effect of an independent variable on student
performance;

b) randomization. This ensures that the effects of
unspecified or uhknown variables are ev§n1y¢distributed
through each group;

c) building the extraneous variable into the design as

~another independent variable e.g. the effect of an
independent variable on the performance of boys and

girls.

There are many different types of experimental design
available. The classical design is the pre-test post-test

control group design. This may be represented as

Group Pre-test ' Treatment Post-test
Experimental Test 1 X Test 2
Control ' Test 1 Test 2

3
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Although this design has strong internal validity, the
main problem is its external validity. Since both the
experimental and control groups are pre- tested, it is

not known whether the same findings will be obtained from
other individuals who are selected from the same
population but not pre-tested. The effects of pre-testing
are likely to be more marked in studies concerning
attitude change, values etc. than cognitive abilities.

The contamination of the control group by experimental

subjects is also likely in a“school-based research.
’

The Solomon four group design controls the effects of
pfe~test, and can make several comparisons to study the

impact of the independent wvariable.

Group ‘ Pre—~test Treatment Post-test
- Experiment 1 Test 1 | X Test 2
Control 1 Teet 1l - Test 2
,ggﬁtrol.Z - X Test 2
Control 3 - o '»v‘ - Test 2

The main limitation Qf this ‘design isAtﬁe problem
encountered in implehehting it in a prectical situation.
Thevresearcﬁer requires sufficient time and resources
in order to conduct two experiments simultaneously and

there is the problem of obtaining enough subjects.

The demands of the experlmental design are stringent,
«and many . condltlons thteaten to jeopardlse the validity
of exper;ments; ’The;rigour demanded by.th;s”type of
Vresearch has resulted in only aAsﬁall portion of all
research and evaiuatioh in educatioﬁ‘employing true

experimental design. Often it is not possible to conduct




a true experiment because the relevant variables céﬁnot
be controlled, or the groups cannot be randomized or

matched. Investigations conducted under such compromise

procedures are called gquasi-experiments.

"The essential difference between a genuine experiment ,”y:§
and a guasi-experiment lies in the fact that, in the
genuine experiment, the different conditions to which {ffi"
the different groups are exposed are assigned at
random to the groups. In‘the quasi-experiment the

‘
conditions are taken as they are found, in naturally
occurring situations. The difference is immense;
The genuinegexperimenégneceSSarily yvields more certain

knowledge, and should be preferred where possible."”

(TRAVERS, 1978.)

Causal research or ex post facto enquiry are terms
generally reserved for investigation$ where possible

causes for an existing condition are sought in the past

by an examination of records or documents. It is
appropriate in circumstances where more powerful.

experimental method is not possible — .where an experimenter °:J}

is not able to select, control or manipulate the factors

necessary to establish cause and effect relationships; : i

where the control of all variations except a single
independent variable may be unrealistic; and when
laboratory controls would be impracticable or unethical.
‘-The weaknesses of this approach from the positivist
e‘viéwpoint lie in lack of control of independent variables;

~ the -problem of distinguishing relevant from spurious

" causal factors; the possibility thaf'a given coﬁsequence

may have resulted from the interaction of factors instead
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of a single one, and the possibility of mistaking } N

covariant factors for clear-cut cause-and-effect ones. ;

(COHEN AND MANION, 1981, p 47.)

CRITICISM OF POSITIVISM AND THE SCIENTIFIC METHOD

The fundamental clash between the positivist and.humanistic
approaches lies in their conflicting views"of human nature.
The humanist sees man.as a unique, rational being, possessed
of free will and capable of choice; not subjéct to
scientific determinism and cohﬁrol but free to operate

’
independently of the forces of nature.

"The precise target ofkthe;gnti—positivisgs attack
has been science's mechanistic and reductionist view
of nature which, by definition, excludes notions of
choice, freedom and moral responsibility." (COHEN ?é
AND MANION, 1981, p 14.) : |

'
~Mouly finds this view of man difficu1£~to éécept
M...for the very rééson that it denies the concept.of'

orderliness that must necessarily characterize all
<phenomena,_inclﬁding human behaviour.;..m¢1n>fact,
above all else, man must be predictable. It is true:
that human behaviour is éomplex andvthat, from our
present limited level of-understanding, it frequently
appears disorganized and self-contradictory - but that

is simply because we do not understand it." (1978, p 14.)

ﬁ&he'alternative to positivism is offered by a number of
‘sdhools of thought, united ty a common rejection of the belief
“that *human behaviour is governed by general laws and

characterized by underlying irregularities. These see man as

an autonomous being, and the social world as being capable of
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being understood only from the standpoint of the individuals !

who are part of the action being investigated.

The positivists take the view that the complexity of human
beings and phenomena present particular problems in
manipulation in conformity with rigorous -expermental conditions,
but
ﬂ;t does not mean the human behaviour is incapable of
scientific determination any more3ﬁﬁéngptéhi5tbricﬁman's
inability to un@grsténd the ﬁhysical world constituted
broof that physical phénomena could never be brought

under law." (MOULY, 1978, p 14.)

This explanation forithewiailure;of reséarcﬁ’i; the social
sciences to keep up with the advances made in physical science
does 'not satisfy the critics of positivism, who question the
appropriatenessqofuthe”scientific researchfparadigﬁ as a basis
for an inveétigation of téaching. The humanistic approach
rejects the viewpoint of the detachéd, objective observer
which is a mandatory feature of traditional research, and
:waféhe thatﬂunderstanding ofwﬁheyipdiﬁiaugiiéiintéfpretation ';
of the worla has to come from the inside, not the‘outside.

Social science is thus seen‘as a-subjective rather than an

objective undertaking, for it is -a ‘means’ of aealing with the
direct experience of people in specific contexts. Kiekegaard
saw it like this: ' ' ‘ v

"Subjectivity and concreteness of truth are together

S Rerac o
TR
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the light. Anyone who is committed to science, or to

rule~governed morality, is benighted, and needs to be

i

rescued from his state of darkness.” (Quoted in COHEN

~AND ‘MANION, 1981, p 15.) :*
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’ Jones expresses concern at the way in which pésitivists use
quantification and computation. He writes
"The argument begins when we guantify the process and
interpret the human act..... However high-minded the
intention, the result is‘depersonalization, the effects
of which can be felt at the level of the individual human

being, not simply &t the level of culture."” (Quoted

in COHEN AND MANION, 1981, p 5.)

He objects not to quantification itself, but to quantification
which diverts attehti;n from a study of the human condition
té an end in itself - avbrahchlbf mathematics. In similar
vein, others fearxthatraﬁ;approacﬁﬁwhith?demands that nothing
must be regarded as realvwhich canﬁot be found by‘empirical

science and rational methods will overlook the importance of

man's inner world and-consciousness in human existeéence.

Other critics claim that the positivist has a restricted image

of man because he concéhtrates on the repetitive, predictable
v?and invariant aspects of the‘person~to tHe'eXéidsion of the
_subjective,}and that in;emphasizing;theqpéris‘hé does '‘not

understand the whéle.

Positivists concede tha£%their ééprbach i; subject to certain
limitations. Among the most pressing'problems confronting
eduéafion are ethical and moral considerations which cannot
be solved by the type of activities scientists engage in.
“w%§Values are involvedfin‘thé*choice;pgfgducatidﬁa1 objectives,
t%he.selection'of content, and in decisions reéarding thg
éé%ectiveness of teaching methods which lie‘in the domain
?ﬁbfgedﬁ;ational‘philosophy. However, the positivist stresses

'fthat‘sciéntific research has a part to play in the assembling
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and evaluation of adequate and relevant evidence on which

judgements may be based.

A further limitation of scientific research lies in the fact
‘that although it has provided a good deal of information'
concerning general trends, it is of limited *help to the
teacﬁer in working with the individual. Positivism fails to
take“account of man's unique ability to interpret his
;éxperiences and represent them to himself.Janﬁ$gﬁﬂiﬁguto
recognise this, posiﬁivistic social science fails to see.the

’

profound differences between itself and the natural sciences.
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SECTION II

INTERPRETATIVE PERSPECTIVE

Despite a bewildering number of somewhat esoteric labels such
as social interactionist, phenomenologist and ethno-

methodologist, certain basic concepts unite supporters of the
interpretative viewpoint in their opposition ‘to ‘the teneﬁs of

the mainstream appreoach to research.

A fundamental point of departure is their commonﬁ@ejeﬁfion of

the idea of the unity of scientific method, and. in insis#énce

on a multiplicity‘of,kethods for understanding reality.

They reject also the view that human behaviour is governed

by laws characterized by underlying regqularity, and they do

not accept that “the methods of'the natural‘séiehéeé provide

an ideal standard for inquiry‘into human affairs. They insist

..on the development of research methods appropriate téfthe

unique Characferistics»of human action in society and culture.
N . '

Whereas the positivist approach assumes an invariant quality

in human behaviour which can be disvovered andaexpressed‘in

lawlike geperalizations, the interpretativéfpérépeétive

shiftsrattehtion to the fiéld of human agtion, intention

and communication as *the -means through which rules to goverﬁ‘

social life are negotiated and sustained. .«

" The interpretative approach stresses the ability of human
‘beings to use symbols to communicate meaning, and gives
..attention to the intéractiqns in social situations through
'thch:peopleAdefine expectations about behaviogr. For instance,
instead of obbserving the role of the teacher as an

."abstraction cabable of being objectified and treated.éé a

fact which can be generalized to other situations, the
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‘j interpretative approach seeks the rules governing this
behaviour in each situation where people engage in teaching,
acknowledging that the definition will be negotiated
differently in each.

"Knéwledge needed to understand human behaviour is

- embedded in the complex network of social intéfaction.
To assume what‘itkis without attempting to tap it, to
refuse to tap it on the grounds of SCientifié,
objectivity; or to define this knowledge with
constructing opgratiénal defihitions,‘is to do grave
injustice to the character and nature of the empirical
social world that sociologists seek to know and
understand." (FILSTEAD quoted in COHEN AND MANION,

1981, p 37.)

Central to the theoretical work of the interpretative'school
.are the concepts of intersubjectivity, motive and reason. 1In
every situation people‘interaét and develbp consensual norms
that bind them to patterned ways of acting. Objectivity is not
seen as a law guiding individuals, but as the result;of inter-
subjective consensus .that occgrs*ﬁhrohghfsbcial interaction.
The obijectivity of an IQAtést, for example, lies not in its
innate qualities but in.thersbcial agreement.thé%ﬁ;nables'
people to interp:et the resultslinfa%dertaiﬁAway. The
implications of this reasoning may be extended to science,

~which is viewed as culturally bound and historically limited.

A *key concept of the positivist épproaéh is that behaviour
.refers to either external environmental stimuli (e.g. demands
of society) or internal stimuii (e.g. hunqef). This is the

“1because of' type of causation and in each case is W

stimulated by events in the past. The interpretative approach



takes into -account motive as well as reason, and emphaéﬁzeé
that the 'in order to' aspect of human behaviour is equally

in need of examination.

perspectives is the same: the development .of theory. The

_interpretative researcher sees theory as emergent .from

particular situations, and;ho1ds that‘itishouid be1grounded
on data generated by regearch;zﬁUnlike%the”positivist, tﬂis
view. considers that ﬁheofy shoula-follow and not precede

research. The aim for the interpretative reééarcher is to

understand and compare the diverse sets of meaning which are

yielded antﬁeory in many different situations and at different

times. There is .no hopevof .a-universal theory : simply many
. {
multi~faceted images of human behaviour arising from the

varied situations and contexts supporting them.

The emphasis on understanding the soqial”wonld from the .
standpoint of the individuals involved in the action is basic

to interpretative methodology. Individual behaviour can only

. be understood:by sthe researcher:sharing the actor's frame of

‘reference and by shedding the~Viewpoint of a detached,

objective observer. The positivist researcher interprets
behaviour on the basis that both he and ;the 'subject share the
meaning of the action, whereas the interpretative researcher

can negotiate and reconstruct meaning from the data with the

- actor himself.

T gy

~The anti-positivist movement in sociology is represented

- by ithree s¢hpols of thought - phenomenology, ethno-methodology
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and symbolic interactionism. A common concern of all three

is a concern for phenomena: the things we directly apprehend

together with an emphas1s on gualitative rather than

quantitative methodology. The significance of each in

- contemporary research in classrooms is discussed below.

L

1.

Phenomenological Research

Phenomenology is "a systematic attempt to observe and

2qdescribe An . all its.: essentlal characteristics the world

'gof phenonema as it is presented to us. (BURNS, l980

’

P45 Research in this tradition lacks the neatness

of experimental method, for there is No established set
of techniques beyond careful observation, analysis,
description ang reflection.' The salient elements of
Phenomenological enguiry into teaching appear to be

the following:

An 1nitial suspension. of judgement in order to view, the

phenomenon as.something neither . -good nor - bad but in

“need ‘of - understanding, is accompanied by an attempt to

«.;understand the. situation-from: ‘the - child's perspective

aSzwell as from that of the teacher.:&Bronfenbrenner
Stresses that o /
"provision mﬁst be made for.assessing each
xwparticipant's definition of the situation, how he or
she perceives the setting,andiits-various-elements."

(Quoted in BURNS, 1980, p 47.)

- :Unless this is done, the meanings assigned to ‘actions by

'*bthe researcher without clarification by the partiCipants

can distort the truth. Great emphaSis is placed on

observation asg a partiCipant
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':ﬁferticipant Oobservation is a concept that is
characterised by a period of intense social
interaction1between the researcher and the
subjects in the milieu of the latter."

(BURNS, 1980, p 49.)

While not discounting the usefulness of quantltatlve

data, ‘the pPhenomenologist ‘claims that reallty 1s more

~than a statlstlc and that every dttempt:s should bEfmade

to derive useful ohservatlons from a' phenomenon in its
natural setting: Most phenomenological investigations"
reply heavily on verbal descriptions derived from
interviews,_letters, observations, discussions, etc.
ThiSAHataxmight.well be ignored by-quantitative“data—
gathering techniques: Unllke cut-and-dried stat1st1cal
results yielded- by -quantitative research
phenomenologlcal enqulry -demands - careful cons1derat10n
of all available data. ' The task is'not how to process
and analyze data, bﬁt what‘the reports and observations

mean.

A major difficulty with studies of this kind is that

.‘the social context of the school and community with their

accompanyingbconstraintS'are often ignored invthe

emphasis on subjective meanings -of teachers and pupils.

Ethnomethodological Research

Ethnomethodologv Sees teachers and students ‘as active
interpreters and constructors of the world of the
classroom; the task of the researcher is to analyze
how'teachers and students find ﬁeaning in their mutual

actions.  This Viewpoint contends that understanding

of “teaching is reached through~constitutive o

y2



“investigations, that is, by focusing attention on actual

processes of negotiation, and structuring activities
of teachers and students rather than merely descrlblng
recurrent patterns of classroom events or seeklng

correlations between process-product variables.

Linguistic ethnomethodologists focus attentién?bn the

use‘ofulanguage and the:way.inwwhich everyday~conVersa—*@“

. sstions are structured whereas situational ‘ethnomethodo—:"

logists seek to understand the ways in which people make
, ,

sense of and order their environment.

Bellack makes the point that this approach, with its
emphasis - on negotation over meaning by teacher and

pupils in every classroom encounter, tends to divert

.--attention away from the ‘tendency of interactions to

occur in . repetitive patterns. "Teachers- and children

‘do not comeftqgether;in_a histo;iCe;xﬁacuum; the weight

of precedent conditions.ithe outcome of 'negotiation’
over meaning at every turn." (BELLACK, 1981, p 67.)
Here again, if classroom studies are conducted without

reference to the broader social context within which

classroom events occur, Bellack believes that they will

miss the#constreints that set limits to what is.

negotiable between students and teachers.

SymbolicwInteractionist Research

Symbolic interactionistsgseesbothnstmdéntsvand teachers
bringing to the classroom their own cultural backgrounds
and personal histories. The way in which teachers and

students 'define the situation' in the classroom will
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be influenced by their own personal backgrounds and the

contexts in which schools are embedded. Interactionists
are attentive to the nature of interaction‘taking place
between people, and see this as “ardynamic and active

process.

Sociology of knowledge

Research related to all three mpproaches d1scussed'thus
.. far 1s linked explicitly W1th the soc1ology of |
knowledge. The need to study how knowledge is selected
and organised can'be approached from an analysis of

the curriculum, but to understand how it is transmltted

calls for observatlon of the interactions between pupils

and teachers in classrooms.

--METHODS:- OF INQUIRY.

The bas1c Problem of method is to- develop research
strategles :that :enable . the researcher to 'get at' the
1nterpretat1ve procedures of teachers and students in
the classroom. “Participant observation entails the
following: R : fﬂu“‘}*.f' . :;d
“"The participant obserNer-gathers dataQby participating
in the daily life of the grcup of organization he:
studies. 'He watches the people he is studying to
see what situations they ordinariiy“meet"and how they
- behave in them. ~-He -eénters 1nto ‘conversation w1th some
v or all of the part1c1pants in these situations and
dlscovers the1r interpretations of- “the:events he has

described." (BELLACK, 1981, p 69.)

Bellack points out that interpretative researchers in
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;éeheral "display a cavalier attitude towards reporting
their methods and presentlng the evidence which is the
basis of their c1aims."‘ (1981, p 69.) The findings
which result from participant observation methods are
‘not generalizations that apply across many teaching’

situations, and cannot be'regardeamasufurnishing rules

- ... for practice; they are seen rather as 'intellectual

instrumentalities' to guide ‘teachers in ‘the

'Minterpretation of events within their own ©lassrooms. .-
p
The following description of research methods indicate

emerging techniques of the interpretatrve.school and
range from those which'have aspects in common with the
traditibnalwscientific approach- to.those .which:quite -
clearly belong to aﬁ ethhogenic;perspective. Action
research,~which@may{meet the needs of either viewpoint,

is discussed separately.

Triangulation

Some researchers have éointed out that reliancebupon a

- single established procedure in research lays ithe study
‘open to the llmltatlons of that procedure. For example,
reliance on'anwattitndevscale'to,reveal.studehts'
attitudes to a. course places rellance ‘on that scale

to yleld accurate data, whereas often the scale selected
is chosen for convenience rather than its strength in
yielding results. Similarly it has been feund that
many studies are culture or/and time bound; sociological
studies eften make excessive use of individuals; while

many studies are seldom replicated. As a solution,

researchers have come to stress the necessity of using
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two. or more methodological approaches to a problem 1
rather than rely on a single one. This process of
combining methods which represent reality more

accﬁrately is known as triangulation. (COHEN AND MANION,

1981, p 211.)

‘Denzin has formulated a typology consisting of :six
categoriés of triangulatidn. ﬂﬁe'designates tﬁese{ﬁs
"-ﬂtﬁﬁe' space, combined levels,%theoneticaliﬁ%nveéfigéiér
and methodologiCalltriangulation. Time triangulation
seeks to counte; the omission of the effects of social
change by méking use of cross-sectional andllongitudinal
approaches. Space friangulation takes culturél and
sub-cultural “‘differences into.account by helping to
,mitigate the shortcomings of studies undertaken among
‘,similar.sub-groupsvwithinwa“population. ?The’béilééﬁion
of data:is.nSually.agueithergindividual, grdup or
soéietal level, sandvcombined levels of triangulation
appfoach the problem from more than one level. 1In
similar manner theoretical triangulation putsntQEthe
. test, competing theories,,inyestigatOrnifiénéuiétion'
involves the uée‘of sevefal observers té obtain more
reliableAdata; whi1eamethodoiogicalﬁtrianguiéiion refers
to the replication of methods‘onvdifferent occasions,
or the use of_different5methods.on the same object of

‘study.

Triangulation studies are appropriate when a holistic
yiew o¥ educational outcomes is required, and when
complex phenomena require inVestigation.-'A multi-
method approach to the investigation of achievement in

/

basic skills in formal compared to informal classes
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basis. This process is also helpful in evaluating
dlfferent methods of teachlng, and where controversial

aspects of education need to be evaluated more fully.

The first task:of the researcher us1ng tr1angulat10n

is to decide what- kinds of 1nformatlon he. needs and what
whe .is to do with it. This w111 determxne-whether‘hls
research data should be collected in quantitative or
qualitative forn. ‘Where information from which findings
can be generalized is needed, statistical data will be
the most efficient, whereas accounts or interviews will

be more successful in yielding a personal. or

phenomenological perspectiVe.

Tr1angulat10n has been used with. success in help1ng
teachers to -monitor. and 1mprove features of their
teaching performance. The comparison of three sets of
qualitative data - the children's, part1c1pant observer s
. and teacher's - may be compared’to brlng about a
refocusing of the teacher's viewpoint and consequent

. improvement in his teachlng performance. R /

Accounts
Ethnogenlc studles stand in constrast to the convent10nal
approach to studying human behaviour. This Vlew
concentrates on man as a'person who is a plan-making,
'rbself—monltorlng agent 1nvolved in achieving his goals.
Accounting for actlons 1nvolves the thoughts, feelings,

1ntentlons, conversations and written records of:those
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within that person's experience.

"An account deals with the problem of how it should

be interpreted, Speculating on the motives, intentions
and characters. of those involved, and generally
offering some king of.: cr1t1c1sm and justification

of whatever are taken to be the goings .on."'

(COHEN AND MANION, 1981, p 53.)

Ethnographers insist that provided these accounts are
’

authentic, there is No reason why they should not be

used as scientifjc tools in_ekplaining people's actions.

whether,the:dataﬁis;gnantitative or;qualitative.. The
researcher will then: ‘Prepare .an. account of these accounts,
making exp11c1t the cross-checks undertaken to guard
against bias where 1nterv1ews are used, and the.

. safeguards taken in gettlng the part1c1pants to convey

the truth as they see it.

The strength of this method lies in the insights made
available to the researcher through the analysis'of
accounts ‘and social eplsodes. The beneflts 0of this
approach ‘are-best- seen by - contrast wrthrsurveys; for
accounts give attention to the very things taken for
granted by them. Many surveys, for instance, have

identified the incidence and duration of disciplinary
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lapses whereas accounts give insight into the meaning -
of classroom disorder. Surveys are cross-sectional
techniques taking their data at a particular time,
whereasethnqgenicstudie; such as accounts of'episodes

employ an observational approach which focuses on processes

rather than products.

.. While the importance of the meaningsmofnevents,and?m,
ractions to those involved is now generallyvretqgﬁLZQG
in social research, difficulties may arise from the
multiplicity of'meanings for the same behaviour. There
is need to ask 'to whom' when analyzing meaning, for
it is impossible to find the meaning of an act. The
researcher will need to assume responsibility in
deciding on the}importanceito give to an individual's

~account, and an outside observer's account of a social
episode.is useful alongside,the,explanations that

participants themselves may give. . .u

Role playing

Role playing is used as a distinctive investigative
:fechnique in research and provides an alternative to
the ethically questionablevtechniques of deception.

The researéhér justifies its use by_explainingaihai:y

- since human actionshunder“inﬁéstigation are'éituational
and take place within a framework of roles,
participa£ionfin simulatea social situwations can throw
1igﬂt on the role/rule contexts goverpingﬁrééluiife

social episodes.’

Role playing serves a number of functions. It throws

light on people's problem-solving techniques; allows for




'e&aluation of decision making; permits the assessment
Iof social skills, ard enables researchers to explore
people's beliefs about the way others behave, creates
new ideas and is useful for generating ard testing

hypotheses about social behaviour,

. This method is particularly releVant-to.the interpretative
approach to human behaviour in thatvis'capitalizeswonE
pﬁthe person as a self-directing-agent.-* “Further;, simdtation
methods provide a means of alleViating a number of
problems 1nherent in laboratory experiments. While the
experimenter has complete manipulative control over

every aspect of the situation, the subject is able to

act in the way she/he cons1ders appropriate in “the
51tuation. Ferguson's Toreside Comprehensive Schocl

-1s a simulation. ‘'game to -encourage teachers to think about

the relatlonships between subject disc1plines in a social

setting.n (MEGARRY l980 )

Personal Constructs

Thisvtheory is associated with George Kelly and has
sparticular relevance for the interpretative researcher.
Each person has his own view of the world; he has

k developed general rules of a sc1ent1f1c kind sthat’ 1ead
him to make predictions about the consequences of certain
actions. The individual makes some pedictions
ccnfidently and the hypotheses on which they rest need
rarely ‘be revised; “but others arefmod&fiédﬁfrequently

in the light of experimental evidence. This implies that
man is oriented to the future, andvthat he has the
capacity to represent the environment.rather than merely

 :respond to it. The repertory grid has been devised as
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fé'method of gauging and symbolizing the way in which an
individual's‘expectations interrelate. In this aséessment
an individu;l is asked to apply adjectives (and their
opposites) to key figures and organizééions in his

life, and a.-mathematical analysis of these scores
‘produces a codified account,of?fheaway4&hwwhich the
individual views his world. ‘This~method‘has~beép used

iq a number of instanfes with children~éndgin'thegéthool
contekt.

’

CRITICISM OF THE INTERPRETATIVE-APPROACHA

Critics point out that while an understanding 6f the
actions of others requires knowlédéerf ﬁheif intentions,
there is=sti11.the task of making.ihtoxanfexplicit

and comprehensive body of knowledge that which is anly
known in a partial way by the actors themselves.
.Furtﬁer, there is a-strong argumentwtoﬁbeVmade for the
view that in abandoning scientific procedﬁres of
verification and in giving up hope of discovering
~.generalizations about,béﬁaviour the interpretative
researchers have gone téo far:-' The insistence upon
~using~verbél accounts to get at the subjective meaning
of events hag}not Obviated'the problem of obtaining..:

reports that can be incomplete and misleading.

Bernsféin (1974, p 59) haS»criticiied.the concern shown

. by phenomenologists and ethndmethodologists with meanings
of situations and the way these are negotiated. He points
out the power of others to impose their definition of
situations on participants, and indicates that the way

in which an individual defines a situation is itself a

>/




product of the circumstances in which he is placed.

t

SECTION IIX

RELATIONSHIP BETWEEN POSITIVIST AND INTERPRETATIVE APPROACHES

~Bellack (1981) p9ints out that the similarities and
diff?rences between the two approaches to researéh are brought
into stark contrast in the following three key issues, but
points to:the possibility of a‘conceptual framework within

which to relate the two orientations.

1. Subijective inte;pretation and. objective, description
Whereas the mainstream approach is Eased on ijéctiVe
description from the viewpoint of an impartial observer,
intefpretative studiesvsfress sﬁbjective meaning and
interpretéfion in gaining understanding of the social
world of the classroom.
"o sﬁch differences, per se, need by no means
constitute a loss in knowledge. ,On the contrary,
such differences may>wéll make for a gain in
knowledge -~ just consider stereQSCOpic vision.
There is .a difference bétween,theﬁgight and the left
pictures that are offered to you.‘-But it is precisely
this difference £hat mediates the acquisition of a
new wholeness, of an additional dimension, the third
dimension of space. To be.sure, the precondition
is that we achieve a fusion between the picture on
the right and on the left. And what holds good for
vision is :also true of cognition - unless we obtain
a fusion, éonfusion may be the result." (FRANKL

- quoted in COHEN AND MANION, 1981, p 23.)

While they are both very different, they play
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complementary roles in social science research.

Quantitative and Qualitative research

The preoccupation with the relative merits of
quantitative and qualitative data is unproductlve and
can distract attention from the 1nvestlgatlon of
significant pedagogical problems using whatever methods
are appropriate. ~ As Karabel and Helsey observe
"If the ethnomethodologists bete-noir, the
methodological empiricist, can be‘faulted for
tending to believe that.relationships that are
not readily measurable ate not quite real, the
ethnomethodologist;isgguilty~of concluding that
relationships that are measurable, but imperfectly,

are equally unreal." (1977, p 47.)

Causes versus reasons and 1ntentlons

Malnstream researches are d1rected at uncoverlng the
causes of classroom events, whereas the interpretative

approach looks to reasons, intentions or purposes of

‘teachers and students in order to understand why thlngs

happen as they do. Given the limited knowledge about
teaching and factors in the school and community which
influence it, it would seem that the causal/intentional
approaches are not incompatible, for either causes or

reasons may be involved in explaining human events.

The argument that has been advanced so far is the belief

“that -educational research is a collage of‘activities,

techniques and methodologies which can contribute to
an understanding of teaching. Cohen and Manion have

summed up the complementary rather than competing nature

33

—




of these two persbectives by saying that
- "Clearly the best way forward lies in the judicious
use of both approaches with a view to synthesizing
their outcomes into a'more comprehensive and

unified whole." (1981, p 27.)

This approach may well find expression in methods such
as action research, which can meet the most pressing
needs of each perspective.

¥

WHAT IS ACTION RESEARCH?

Action research is less rigbrdus than research iﬁ the
positivisf tradition-in*that.its‘aim‘is to acquire precise
knowledge for a particular situation rather than to obtain
generalized findings appiicable to many comparable situations.
It is collaborative in tha£ fesearchers and teachers work
togethe;ﬁto develop new skills and approacheslio problem
solving. Action research is‘participatory in that it is
often undertaken by teachers.in é sifuation who monitor

the procedures adopted. Self-evaluation is important, for
the feedback is analyzed and modifiCations'areimade with a-
view to bringing aBout improvementsvto the process itself.
The practice of applying findings immediately instead of at
‘some future occasion as is the case with traditional research
is one of the distinguishing characteristiés of action

research.

Action research may be undertaken with the following purposes
in mind in the school or classroom. It is a means of
remedying problems diagnosed in specific situations in order
to produce functional knowledge; it can serve as a means of

in-service training, equipping the teacher with new skills
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and methods; it is a means of introducihg new approaches to
teaching/learning into a system which normaily inhibits
change; it is a means of improving communications between
teachers and academic researchers; and, although lacking the
~rigour of scient%fic research, it is a means of providing

an alternative'to a subjective, impressionistic approach

to problem solvingkinithe classroom.

Critiéism of this approach is directed to its more relaxed
view of scientific methdd-and its situational and spedific
nature. That sample; are regtricted and unrepresentative
and that there is little control over independent variables
are further indicaiiohs of its less rigorous scientific
nature, as is the fact that the findings are not
generalizable but restricted.to the environment Whefe the
research is conducted. While conceding that all this is
true, it may be argued that theories can be useful, statistics
helpful} and the discovery of generaliza%ions praiseworthy,
but in the~eﬁd;'as tgachers) we must be concerned with what

is practical, meaningful and useful. Should a teacher avoid
attempts to understand, creategand,iearnfbecause“he,gapnot
embark on a pro&ect that would meet the appfovalﬂbf a
professionai researcher? Statistical complexity and elaborate
terminology are surely secondary to good ideas, unde;standing,
creativity and professional development which may be achieved
by defining research in teaching as all these efforts designed
to understand, enhance, and improve upon some aspect of

education.
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A CRITICAL APPRAISAL OF SOME DEVELOPMENTS IN TEACHER

EDUCATION IN ENGLAND AND AUSTRALIA SINCE 1970

INTRODUCTION

In order to restrict this discussion to manageahle
proportions, an attempt has been made to illustrate trends
by referring to two educational systems in particular, viz
teacher education in England and Wales, and in Australia.

It is perhaps a misnomer to refer to an Ausgralian system,

as education in that country is very much a state rather
than a federal concern, and yet there is a surprising degree
of similarity in the issues raised from one state to another.
For the sake of economy of expression reference to England

hereafter implies the inclusion of Wales as well.

In attempting a survey of this kind it soon becomes apparent
that decisions on teacher education which are taken at
political and bureaucratic levels are more often influenced

by questions bf finance and demand for provision than by the
need to improve the quality of educational provision. A
‘géperal decrease in numbers, for instance, does not necessarily
iaﬁly that there should be a decrease in provision. . From an
educational viewpqQint the resources thus released could be

used to provide imprqved staff—ratios; in-service and refresher
courses etc. Howevef, the context in whiéh such opportunities
for revision arise results often in the situation being

viewed as a problem rather than an opportunity, and it 1is
seldom that bureaucrats can resist taking out of education

the money "saved" by smaller numbers, and arguing that existing

standard can be maintained at lower cost.
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CHAPTER ONE

CHANGES BROUGHT ABOUT IN THE STRUCTURE AND ORGANISATION

OF TEACHER EDUCATION

HISTORICAL PERSPECTIVE

In ordef to obtain the necessary perspective on the
developmegts in these two countries, it is helpful to look

at the faétors which exerted an influence on both the numbers

of teachers trained and the nature of their education.

In both countries the need for more teachers was influenced !
by the rising birthrate and subsequent expansion of the

school-going population as well as the influx in immigrants. i

(Fitzgerald, 1975). Added to this was increased public

confidence in schooling as a means of securing social and
economic advancement and the influence that this had on
extending schooling at both ends of the system. Increasing
urbanization, the growth of tertiary industry and the
application of technology made simple literacy outmoded for

securing employment. There was a mood of optimism and

exhileration generated by confidence in the future and in i
the power of education to secure a better world. (Taylor, f
1981, p 86). Not surprisingly, there was an accompanying i
rapid expansion of teacher education programmes. By 1970 |
the numbers in Colleges of Education in England had trebled, | !
(Alexander, 1984a, 104) while the six universities and 14 !
state education departments in Australia had increased to

14 universities and 39 state teachers' colleges.: (Fitzgerald,

1975, p 213.)

Lynch (1979, pp 33 - 49) describes the disquietening signs ;

which were already in evidence in England in 1970. A drop




in the birthrate to below replacement level, mouﬁting economic
and unemployment problems which came to a climax ‘in the
dollar-fifty pound and the 0il crisis of 1973/4, and a
flattening of the rate of increase of 16+ age participation
rates were all indicative of what lay ahead. a very
different ideological climate resulting from these factors
brougﬂt education uﬁder increasing criticism. Alexander,
Craft and Lynch (1984) describe the spirit of the time as
follows

"At one extreme, the 'Black Papers' offered a sharp

critique of egalitarian ideology and progressive

practice which found a surprisingly widespread resonance,

and at the other, proposals for '"deschooling’ enjoyed

a vogue.~‘Thé 'great debate' on education, introduced

by the Prime Minister ofvthe day, contributed to a

closer scrutiny, a new concern for accountability,

and, in due_course, evaluation at all levels of the

system. Education, like industrial management, the

trade unions and government, was iﬁcreasingly called

to account for national'economic failure, a rising

level of social disorder and a lack of national purpose."

(p XIV)
All these factors were indicative of the need to rethink
and restructure on many levels. Australia was not immune
to these problems, but they were not of the same magnitude,
came later and were dealt with in a way which marks an

interesting contrast to England.

STRUCTURAL AND ORGANIZATIONAL CHANGES

In England

Until the changes brought about by the James Report (D.E.S.1972)

and December 1972 White Paper, wryly entitled "Education : A

_}_.




Framework for Expansion" teacher education had been seen
as a province of the College of Education sector of tertiary

provision. The Colleges of Education consisted of more than

160 institutions and offered their 120 000 students three

routes to qualify as teachers. (Taylor, 1981, p 86.) ; }

~ The majority followed the three year certificate of
Education course,
- The ablest minority of these, 10% in 1968, (Alexander,

1984a, p 104) were able to qualify for the four year

B.Ed. offered by Colleges and awarded by the

Universities with which the respective Colleges had \
_ : . ;

been associated. : b
‘ i

- A small number of studehts followed concurrent B.A./B.Sc.

courses incorporating the study of education with a

specialized subject, and enabling the student to make

the choice at the appropriate time whether to teach.
(Alexander, 1984a, 103 - 4.)
The role of the University was limited to the initial teacher

preparation of 5 000 graduate students on onhe year Post ,

Graduate Certificate of Education courses. (PGCE)

The "Mark II" B.Ed. course became known as the container

revolution course. Following on the James Report (D.E.S. 18972)
and associated White Paper of December 1972 the new style

B.Ed. was characterized by consecutive training and the
possibility of deferred choice. Its use of modular courses

to accommodate a B.Ed. ordinary in three years or four years

Honours B.Ed. gave maximum flexibility and reflected the
attempt to link the courses with professional needs. From

1978 the undergraduate certificate courses were phased out.

(Alexander, 1984a, p 110.)




Changes in the "Mark III" B.Ed. since the CNAA 1981 report

(Alexander, 1984a, p 115) indicate a return to a four year,

honours only B.Ed. concurrent‘degree.

In brief, the routes presently available for the attainment

of professional qualifications to teach in England may be

summarized as

Primary teachers : Concurrent B.Ed.; B.A./B.Sc. + PGCE

Secondary teachers : B.A./B.Sc. and PGCE; Concurrent B.A./B.Sc.;
Concurrent B.Ed. (Alexander, 1984a, p 127.)

In Australia

In spite of the independence of each state, they have produced
very similar education systems. Pre-service teacher education
is provided in either Colleges or Universities; until the
early 1970's Primary School teachers and those who taught in
the non-Matric classes of Secondary Schools went to State
Teachers' Colleges for concurrent courses of two or three
years duration, while secondary school teachers were graduates
who obtained their professional training at university by
means of "end on" one year courses following their degrees.

(Evans, 1980, p 166.)

The development of the Advanced Colleges of Education from
the older Technical Colleges and .technical institutions,

and the decision of the federal government to assume greater
responsibility for the tertiary sector of education (while
permitting states to rétain policy making in respect to
teacher education) (Goldman, 1976) have resulted in most
Teachers' Colleges being absorbed into the Advanced Education
Sector, while some of the larger ones have expanded into

multi-technics.



These institutional changes have entrenched the binary system
of educational provision for teachers in Australia. The
typical college course is concurrent over three years for
Primary teachers, and leads to the Diploma of Teaching. The
college pattern for Secondary teachers is varied; usually
coﬂéurrent, it may span three or four years, and in the

latter case it leads to a B.Ed. award.

A majority of universities follow the end-on pattern, leading
to the B.A./B.Sc, Diploma in Education, bhut a considerable
number offer a four year concurrent course for a combined
degree in arts or science and diploma in education or B.E4.

qualification. (Evans, 1980, p 166.)

COMMON.THEMES

From the welter of reform in teacher education in England

and Australia since 1970, it is possible to identify the
following common themes and patterns of developments, and to
consider these against historical and socio-cultural contexts.

1. Rationalization of Provision

Few would have denied that the structure of teacher
education in England was in need of perceptive and far-
reaching changes in 1970, or would have found fault with
the principle of rationalization of provision. In‘
practice, many shared Hencke's (1978, p 160) view that
what had bequn és an academic operation to improve teacher
training became an excuse for re-organizing the public

sector on the cheap.

In essence, the policy was to rationalize the 160 colleges

by suggesting that within the major institutions of higher
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- Some might remain monotechnic but take on more in-

service work.

education functions.

- Mergers with existing polytechnics of Further Education
were possible together with amalgamation with other
colleges to form larger diversifieg institutions.

’

— Some might merge with Universities, provided_that they
fell within the Universities' overall planning target.

=~ Closure would be the lot of those which could not be
accommodated amongst any of the above. (Dent, 1977,

P 153 - 154.)

Few realized the exXtent of the changes which would be

wrought to the whole fabric of teacher education wi+thin

t

this decade of contraction. Inextricably in erwovarn with

r+
[a]

the country's economic promises as it was, 1 esulted
in the virtual disappearance of the single purpose Colliege
of Education between 1972 - 1981, and the cutting back in

-numbers of those who trained outside universities by two

thirds.

Alexander (1984b) has contrasted the "culture" of the
pre-1972 College with the spirit Permeating education for
teachers ten Years later. He describes the former as

n

-+-8 concern for the bersonal development of the

student, and a Corresponding emphasis on pastoral




Care; a residential tradition ..... small group teacﬁin::
awareness of the social and moral responsibilities of
teachers; ..... a playing down of the)importance of
subjects and of discipiinary frontiers in favour of

a child-centred, problem focused approach; anxiety

about the dangers .of academicism coupled with fears
about the limitations .of over-emphasizing relevance

and the practical; a Vision of the world that viewed
technological advance with some scepticism, that gave

a valued place Eo personal rélétions and the qualiﬁy

of life, that ranked sincerity, integrity and a degree
of moral seriousness above training in critical analysis

Oor a commitment to social change." (Alexander, 13984b,

pp 18 - 19.)

By 1982 the changed institutional settings revealed stronger'
academic emphasis, a shift to a more conservative, subject-
centred, instrumental education, values:which addressed
industrial rather than professional models of teacher
organization, and decisions about course structure
influenced by fluctuations in responding to demographic

and economic needs.

n

On the credit side the process of rationalization has

{

indeed led to a rationalization of provision and resourcés,
and it has succeeded in bringing teacher education into
the overall planning of higher and further educatioﬁal
provision. Not only is this seen as facilitating the
transfer of staff consequent on further expansion and
contraction, but it has ended the professional isolation

of teachers in training. It has resulted in greater



N
1

O

n )
n

sch shic albeit at the expense of professional concerns
On thé debit side it has been poorly managed at g3 personal
and institutional level, where personal suffering and
diminished career opportunities have dealt a hefty blow at
morale. Moreover, there has been ‘a Strong feeling that
both economic ang organizational convenience have been
“served at the expense of educational considerations, that
the change has heralded g change from academic to
bureaucratic emphasis, and that there has, in many cases,

been a loss of profe551onal skill and expertlse in

staffing cuts.

In Australia, as in England, some Teachers' Colleges faced
closure in the later 1970's (Imeson, 1976), but greater
CO-operation between bureaucrats and educationalists appear
to have eased the process, for during the 1960'sg leading
academics were invited to serve on official committees of
review and enquiry at botb state and natlonal level.

"Given these opportunities, the intellectual reformis+

was able in some cases to progress from a gadfly

function'to one of helping to formulate guidelines

for future policy and practice." (Fitzgeralg, 1975, p 167.;

Through leaving the control of tertiary education in State
hands while picking up the bill, the Federal Government
has assisted in restructuring provision in the ways already

describeqd, but the greater sensitivity displayed in handlins

in England.




An interesting feature is the modest part plaved by
national politics in-determining teacher education policy.
in both these countries. This is because teacher
education, its structure,‘organization and content do not
generally engage the sharp differences of opinion that
issues such as secondary education organization or
examination frameworks geénerate. Alexander (1984b) puts
it like this

"In a democratic,upluralist society, politicians and

government do not expect teachers to inculcate

’
“particular national'purposes, nor to sustain

ideological purity." (p-20.)

Against this background the problems facing Primary School
education in this pProvince are thrown into clear relief,
The need to rationalize the provision of teacher education
for all the people of the country in one educational
System has already been indicated in the de Lange report
(1982), but its rejéction in terms of political ideology
of the government bérpetuates the tragic divisions in this
country. At Provincial level it results in the
economically and, to some, morally indefensible support of
no fewer than eight colleges for white primary school
teachers bursuing non-graduate courses. Six of these
colleges (fully staffed and equipped on independently
maintained campuses) are entrusted with the task of
educating while primary school teachers. Their
responsibility is for a combined annual intake of first
yYear students reaching barely 500, based on the
demographic projection of needs in the white sector four

years hence. Against this background Alexénder's (1984b)



observation about the political status of teacher

education in a democratic country gives one much food

for thought regarding thelimplications of an ideologically
loaded national teacher education system in this country.

K further significant result of rationalization in both
England and Australia has been the loss of opportunity

by institutional heads to function autocratically. The
internal academic governance of educational institutions
has become more co}legial, witﬁ’academic authority vested
in the Board or Senate to which faculties report. (Taylor,
1981, p 89.) While encouraging participation, such
democratic proéess necessarily occasions délays'and sometimes
internal political caucusing; however the benefits to an
institution of joint decision-making and participation

outweigh the disadvantages.

Confirmation of a Binary System of Educational Provision

Both England and Australia have retained the binary system
o€ higher education‘in which both universities and
'public' sector colleges and institutions such as
polytechnics contribute to the education of teachers. The
cornerstone for such a system in England is the Council
for National Academic Awards (CNAA) which has led to manv
interesting developments. By 1982 the CNAA had increased
its involvement from 400 registrations in 1970/71 to

15 000 by 1980/81, and represented a very substantial

proportion of teacher education. (Sharples, 1984, p 71.)

Crucial features of the way it operates have been summarized

by (Sharples, 1984) as



"

Institutional integrity and autonomy; a concern for

documentary evidence and Statement; a reliance on

visitation and discussion; a dependence on collective

wisdom in committees, boards ang visiting parties; a

breadth of concern for the overall work of the

institution; and a demand for the publication of

information." (p 74.)

Increased autonomy of institutions

The CNAA has been instrumental in bringing about the

autonomy of the institutions it validates.

have contributed to this,

’

Once validated, a course is very much the responsibility

of those involved at College level.

There are no procedures for annual review, and, unlike
University validation, there is no close, continuing
contact of persons. ‘

The rotation of members on CNAA visiting parties
contributes further to the lack of personal continuity.
The council is heavily dependent on documentary
submissions in which Colleges propose courses and
suppqrt these in written reports.

The institutions are responsible for their own
evaluative procedures and for appointing their own

exXxternal examiners.

Partnership in validatior

Although the system has not vyet led to the development

of autonomous powers of validation for the larger

institutions, the encouragement given to self-appraisal

by the CNAA makes this a goal to which to strive.

Several factors

amongst them being the following

P s S



Growing Climate of discourse

An encouraging development from CNaA validation has been
the impetus given to inst;tutions to find shared
ﬁnderstanding of what they are Proposing to do before

making submissions to the body.

A further advantage has been the remarkable forums for
exchange of ideas ang development of thinking in many
areas provided by the open debate of Principle among

members of boards of the Council.

Research concerns

The emergence of concern to encourage applieqd, pedaqoglcal
research focusing on professional action, and the Council’s
e€xpectation that a growing pool of potential researchers
wili come from the institutions augurs well for positive

growth.

Implications for South Africa

With regard to South Africa, the binary system of tertiarvy
Provision has also been adopted, but within the structure
the white technicons in the Cape.Province have greater
autonomy than the white Colleges of Education. Universities

remain the sole degree awarding institutions.

The position of the White Colleges in the Cape Province

is problematic. Linked in terms of the National

Education Policy Act No 39 of 1969 (Section 1A(3)) with the
Universities of their choice for accreditation of their
courses, they are caught in a tryadic relationship between
Provincial Education Department which eXercises considerable

pressure through its financial respensibility, and the

/3
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Universities with their demand for academic excellence. -

Where the philosophy of the University and the Department

reflect ideological differences there can be no easy

solution to the impasse.

Credentialism

A trend towards credentialism is evident in both England
and Australia. 1In England, where for a long time non-
graduates were-allowed ‘to teach in secondary schools, the
achievement of an ?ntirely gradﬁate profession for all L
teachers who have qualified from about 1981 reflects this
movement. (Fowler, 1984, p 268.) Courses leading to
diplomas have not been offered to Primary teachers since
1978. (Bone, 1980, p 62.) A similar movement towards an

all graduate profeésion is taking place in Australié

(Evans, 1980, p 164), where there is growing interest in
returning to complete degrees on the part of those who

hold diplomas. Craft (1984, p 333) suggests that this
movement can be explained as an example of the credentialling
spiral, or as a reflection of the more demanding task of
teachers (Evans, 1980, p 165), but that demography must

not be overlooked in seeking explanations. In times of

contraction the urgency for accountability becomes more
pressing, and major surgery on posts will generally lead

to the retrenchment of the least gualified.

Within the South African context there are many who would |

see the dissolution of the Colleges and a movement to an

entirely graduate system for both Primary and Secondary
education. These are the people who find it convenient
to forget about the needs of schools other than those which

cater for Whites, and who see no problem in widening the ’
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other racial

groups.

Greater Centralization

In common With~other industrialized countries, both
England and Australia have witnessed a movement towards
greater centralization in teacher education. As Alexander,

Craft and Lynch (1984) indicate

-+... there is the pivotal but changing role of central

.. government; we are struck bi the paradox that in a
period of progressivé democratization in our national
life, a process reflected in schools, teacher education

institutions and'validating_procedures, there has also

been a mark centralization of government control." (p XVIII;

Craft (1984) points out that in a period of financial
stringency, and'particularly since the disenchantment in
the powef of education as a panacea and means of providing
"room at the top" for all, the education budget is bound
to be_coﬂtroversial and reflect public concern. He argues
that
"Provided that the role of an informed and independent
inspectorate is attained, that the numerous
institutionalized advisory bodieé and -avenues of
consultation are fully utilized, and that the role of
local government is not constraihed further, a more
accountable structure mav present no threat and much
more opportunity for more vigorous educational

development." (Craft, 1984, p 335.)

None the less, there is uneasiness lest the "desperately

R e el e




un-English" notion of increased central control impinge

State's approval of all existing and future courses. This

council will establish Criteria relating to selection, entry
qualifications, staff content ang other matters, most of

which are part of current practice, but much will depend

on the spirit of implementation.

Taylor (1981, p 90), has‘pointedlout that although CNAA
validation might be cited as further proof of greater
centralization in Eagland in practice it involves elements
of both centralisﬁ and institutional autonomy. Institutions
have greater freedom than they had under the previous
validation by universities, and even although the Council
Operates on a national basis, with HMI assessors on many

of its committees, local authority representatives are much

in evidence. !

Similarly, in Australia, where the States at first opposegd
the 1972 financial “take-over of tertiary education by
federal authority, this measure of financial centralization
has not resulted in any loss of state control over policy
in regard to teacher education. Another interesting facet
has been that although the hichly centralized administrative‘
framework of states remains the same, local initiative has
been encouraged at community and school levels, and greater
authority has been delegated to Pfincipals and staff in

areas like curriculum. (Barcan, 1980, p 353.)

Within ‘South Africa like White Colleges of Education

_16..



falling under the control of the Provincial authorities
differ from one province to another in the degree of
autonomy permitted them. Those in the Cape enjoy the
least autonomy, although in the case of the College known
best to the writer the support derived from the
association with the University has strengthened its
representations to_the Provincial Department, and served
in some respects to ameliorate the strong influence of
central direction.

’

Changes in course structures

Consecutive oOr concurrent?

One of the great debates of the 1970's in teacher education

concerned the relative merits of‘consecutive and concurrent
courses. Underlying this debate is the supposition that |
the dualism of vocational/educational or professional/
personal education is valid, and the linking of different
parts of the course with one or other 6f these conceptual
groups has made the exploration of alternatives difficult.
In England the pendulum swung away from concurrent towards
consecutive courses, not so much on grounds of principle
but more in answer to the need to preserve maximum
flexibilitv in the late 1970's. vThis would enable the
B.Ed. route to be more responsive tc market needs and to
deploy manpower in other directions. The university route
with its structure of degree and Post Graduate Certificate
of Education remained éonsecutive. The 1980°s have
reflected an interesting return to concurrence in the form
of the B.Ed. {(Mark III) degrees. The report of the CNAA
enguiry into the B.Ed. (CNAA 1981) came down firmly in

support of a four year, honours only B.Ed. degree. Some




of the new courses offered a framework that
"was not so much concurrent as neither consecutive
nor concurrent: the grip of an 'either/or' way of
thinking had weakened, ;nd there appeared to be a real
pProspect that some of these courses might achieve the
-unification of 'personal’' and 'professional’ education
which had not so much eluded teacher educators for 40

|
years as been resisted by them." (Alexander, 1984a, p 117. \

There is concern, however, that ‘this process will be

’
delayed by influences such as those exerted by the HMI
discussion paper Teaching in Schools : the Content of
Initial Training (Des 1983) which places subject mastery

as its prime priority and which may hinder progress in this

direction. (Chambers and Chambers, 1984, pp 306 - 6.)

In Australia the consecutive pattern for university teacher

education has been maintained, but somg of the newer

universities such as McQuarrie (New South Wales), Flinders

(South Australia), La Trobe (Victoria) and Murdock (Wes<t }ﬁ:

Australia) have introduced some interesting concurrent
patterns. (Goldman, 1976.) The College pattern remains
concurrent,.with a minority of colleges adopting the
consecutive pattern which leads to a Graduate Diploma.

(Evans, 1980, p 166.)

Initial and in-service teaching

A more fundamental structural re-appraisal concerns the

relationship between initial and in-service training for .

teachers, and will be dealt with more fully in a subsequent 3

chapter.




CHAPTER I1I

CHANGES IN TEACHER EDUCATION CURRICULUM

The "Personal"/"Professional” Dilemma
The conceptual division of the teacher education curriculum
in England into "personal" and "professional" subjects is
unfairly blamed on McNair (Board of Education, 1944), for
although he differentiated between the two, he warned
specifically against separating them,
"Thoﬁgh we have found it convenient fo refer to the content
of training under Fhe two head{ngs of professiona1>subjects
and general subjects it would be wholly wrong to regard
‘the staff as though some were concerned exclusively with
one aspect of training and some with another. The whole
of the staff are concerned with the personal education of
the studenf and with his preparation for professional

life." (para 230)

"Personal subjects were associated with subject study, and
after the introduction of thé B.Ed,, came to be associated
in a status dimension with academié‘study. ‘By association,
the other subjects ‘were -seen mot so much as "professional”
but as non-academic. This divisivéness was taken further by
the separation of subject studies from their associated
curriculum or method courses, and by .the fact that validating
bodies for the Mark I B.Ed. courses were unconcerned with
method. (Robinson, 1971.) The underlying message was that
only subject study was degree-worthy, and that

"..... learning how to teach one's subject was less
important than continuing one's own study in that subject;

that there was no necessary connection between such

personal study and the kinds of understanding needed for




teaching that subject in schools.” (Alexander, 1984a,p 13C.;

Instead of being perceived as
"each student's central and deepest engagement with the
school curriculum." (Eason, 1971)

subject study was justified in terms of scholarship.

A D.E.S. survey (D.E.S. 1979) revealed that up to 50% of the
time in Mark I and II B.E4. courses was set aside for subject
study. While the’SeCOQdary School étudent teachers could
manage with the time allocated for method courses in their
two main subject areas, the Primary School student teachers,
who had the same proportion of time to develop the vocational
skills needed for the cross-curriculum enterprise required of
a class.teacher, were béing inadequately provided for.

(Whalley, 1980, p 217.)

In 1981 a national interprofessional ccnference on the B.Ed.
as it applied to Primary School teachers (Alexander, 1984a,p 131)
emphasized the disproportionate emphasis on subject study to
the neglect of vital aspects of Primary teachers' professional
education. By the timé the Mark III B.Ed. began to be
implemented there were encouraging signs of a shift towards
replacing the professional/personal polarity by a unified
concept of professional study in which understanding of a
subject was seen to be integral to one's capacity to teach it.
The notion of professional subject knowledge also showed signs
of changing from that of a repertoire of "starting points".
As Alexander (1984a) explains

"What was now indicated was a grasp of (a) the anatomy of

a subject, the underlying constructs, concepts and

pProcedures which characterized its essence...... ; and (b)



the way children's apprehension of such structures evolvesd

from infancy to adolescence. " (p 132)

Status quo. Concern about allegegd wWeaknesses in subject
teaching, notably Mathematics and Sciehce, Caused H.M.I. to
recommend to the Secretary of State (Taylor, 1984, p 29) that
all stﬁdents, primary as well as secondary, should spend two

of their four years on subject study. (D.E.S. 1983a, 1983b.)
In response to criticism from the primary sector, H.M.I. agreed
that "subject" for Primary students might mean a broad

curriculum area, but were adamant'about the non-negotiable

nature of the two-year requirement.

Educational Studies

In the three-year certificate and Mark I B.Ed. courses, the

1960's saw a departure from the "mother hen and mush" tradition
and the emergence of the four disciplines of education as
autonomous modes of enquiry. In the same way that subject
study had become more academic in the quest for degree-
worthineee, SO0 the academic standing rather than the professional
utility of educational theory was now emphasized. As Chambers
and Chambers (1984) put in "Knowledge was Supreme, and skill

Subservient." (p 301)

The eariy 1570's saw efforts to mesh the components by !
identifying themes as a basis for integrating education courses,
and attention was focused on curriculum as a basis for a

totally integrateg approach. The individual disciplines i

progressed differently, with philosophy and sociology of educatior:



beina the growth points. Curriculum theory was emerging

(Chambers, 1971) and reflected such ideas as the teacher-as-
researcher, school-based curriculum development, and action’

research. (McIntyre, 1980; Elliot, 1980.)
By‘the mid 1970's it was evident that educational theory had
acquired a life of its own and become increasingly more
rigorous and academic. The neglect of pedagogy was being
remedied in the P.G.C.ﬁ-, where the contraint of time and
need caused academics like Wragg (1974) and Stones (1979) to

’
turn their attention to procedures for developing specific
teaching skills. Thus the débate'had clearly diverged between
"pure" educational studies on Qné hand and "applied"”

professional theory on the other. Serious thought is currently

being given to the role of professional theory for teaching.

Alexander (1984z, suggests that two causecs for thne persistencs
of the theory-practice problem present themselves. One is
that the various solutions have been inappropriate and the
other is that the problem has been wrongly diagnosed. He
suggests that

..... all the 'solutions’ to the"theory~practice problem’

reported so far depend in essence on the replacement of
one sort 5f 'given theory' by another : ‘undifferentiated
mush' by the disciplines of education; the disciplines -
by themes; disciplines and themes by a newvgrand theory
derived from empirical classroom studies; or constructed
by *raiding the disciplines'; all these by a practical
theéry created by the codification of teacher craft

knowledge.” (p 143)




In each caée, the problem of using “"recips knowledgzs" at one
stage removed from the particular way in which each teacher
conceptualizes his task, remains.
McIntyre (1980) has suggested that theory should be viewed as
intellectual process rather than propositional knowledge, and
argues that learning how to teach should be a continual
process of hypothesis testing framed ty a detailed analysis
of the values and constraints related to teaching. The view
of the student teacher as an active agent in constructing his
’
own professional theory accords with the idea of a teacher's

need to be involved in observation and action research, and

offers an exciting challenge.

That the same kinds of problem in reconciling appropriate
theory with bractice have exercisedlthe minds of educationalists
in some of the Australian states becomes clear from scanning
the titlesvof articles in their professional journals. The
work of Gwyneth Dow (1979) and the research project which she
led at Melbourne provides an interesting account of research
along lines very similar to the views expressed above viz.
"Teacher training must find a way of relating theory and
practice for its students; schools must be able to turn
tc teacher-traininc institutions for practical as well as
academic help; and teacher~training bodies have to inform
themselves of the new realities in the schools..... There
is, moreover, great scope for action reSearch to be
undertakén by schools and universities togethér." (Dow,

1979, p 4.)




Curriculum Courses

For many years curriculum/professional studies were given low
status, insufficient time and ignored by those universities
in England responsible for vélidating courses. They were
fragmented and often criticised as “superficial and
intellectually undemanding." (Renshaw, 1971, pp 61 - 62.)
The 1970's have seen an increasing concern for Professional
Studies and there has been greater interest in the process
of teaching.

’ .
In part, this may be attributed to the growing influence of
the C.N.A.A. as a validating body, and its commitment to the
establishment of parity for profeséional preparation with the
achievement of academic standards; (Chambers and Chambers,
1984, p 303) increasing concern of H.M.I. with the lack of
professional competence of teachers, particular in the primary
schools; and a growing demand for time to include the more
deliberate and systematic approach to pedagogy which probed
problems such as teaching slow learners or mixed ability
groups. The use of technigues such as microteaching (Brown, 19753
interaction analysis (Kleinberg,1975) self-confrontation
(Finlayson, 1975) and simulation and role play (Taylor, 1978)

were all in accord with the spirit of the time.

The need to reconceptualize professional studies has begun at
secondary level in England, but in a form which is more
directed at the need to eliminate the divorce of "personal®

and "professional" in terms of subject study. Alexander (1984z,
p 140) indicates that such reconceptualization may well be to
the detriment of primary teaching, and urgés that attempts
should be made to address the "whole curriculum" problem

attendant on the class teaching system.



Such concerns with professional studies and the attempt tc
find solutions to counter the criticism of their being
“lacking in practical relevance, boring, repetitious and
fractionalized” permeate much of the literature in Australian

states. (Turney, 1982, p 24.)

Whalley (1980, p 215) indicates that much of the work in
teacher education in the 1970's in England involved the
construction of courses and the re-organization of institutions,
and that the emphasis éhould now bé directed to addressing

.

problems such as the theory/practice disjuncture and

relating these findings to the content of courses.

Implications for Cape Town Teachefs' College

Some of the implicafions of the issues raised in this chapter
for the work in educating Senior Primary students at this
college need to be indentified. The closer links forged
between this institution and the University of Cape Town
since 1978 have yielded maﬁy positive results, not least of
which has been concern about raising the academic standing

of many of the subjects. Commendable.though this is, it
should not take place without egqual attention being paid to
the professional commitment of the college as opposed to the
"search for truth" dimension of the University. A particular
cdanger of such validation on a piece-meal, subject basis is
that the coherence of the course as a whole is disregarded.
The responsibility oi the College itself to engage in self-
evaluation becomes more urgent against this background. 1In
seeking to avoid the mistakes made by others the College will
perpetuate new ones of its own, but knowledge of what has been

achieved elsewhere saves it from re-inventing the wheel in




. Some respects at least.

Curriculum/professional studies are neglected in regard to
an inadequate allocation of time to this component. This is
an area in which the College may profitably learn from the
experience of others. Although not guilty of separating

subject study from the accompanying and related methodology, }

much remains to be done in forging links between the
component :sections of -the course and achieving a conceptual
unity. 1Tt is the wri?er{sfbeliéfffhat a focus for such a
restructuring of the course is provided by a systematic
approach to pedagogy along the lines suggested ky Stones
(1979 and 1984). Certainly the College has nothing to lose

by attempting such a reconceptualization of the Professional

Studies course.



CHAPTER III

SCHOOL EXPERIENCE

Of central importance to this aspect of teacher training

is a satisfactory reconciliation of the theoretical and
practical dimensions of the courses offered. The long
struggle to find a given body of professional knowledge which
might be applied to successful practice is chronicled in the
research literature in the positivistic tradition, surveys
of which have been undertaken by people like Dunkin and
Biddle (1974) with disappointing results. An increasing
interest‘in practice ltself, and attempts along the lines of
those undertaken by McNamera and Desforges (1978) in
objectifying the craft knowlédge of teachers, have yielded

little that is really helpful. Through it all, educational

institutions have continued to decry the apprenticeship model

of teaching, yet in practice have collaborated in keeping i

alive the tradition.

)
The writer‘believes that the inquiry approach outlined by
educationalists like Stones (1979) and McIntyre (1980) offers
a valuable alternative approach. Usingﬁwhat#hasuemerged
from the psychology of learning theory as a basis, Stones
suggests that students should be helped to understand such
concepts, recognize them in practical situations and apply
them in their teaching as part of the process of continual
hypothesis testing. From this perspective, the boundaries
between theory and practice merge into a seamless_garment.
McIntyre (1980) makes the point that it is necessary to
encourage the student to identify and examine the values
which underlie his practice, for without these he becomes
a technician and not an éducationalist. McIntyre is well

aware of the constraints under which teachers work and sees
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tne need to prepare students for these. in ef

(1Y

ect, he is
making a plea for a receptiveness to participation observation
and action research at ‘each stage of the students professional
development. Some of the implications of such an approach
will become apparent in the discussion which follows.
In both Australia and England there has been increasing
emphasis focused on school experience, (Start, 1979, p 258;
Bone, 1984, p 66) and many people would place it in a central
position in initial t%acher education programmes. Two distinct
themes underlie most of the literature on school experience:
(i) diversification in patterns and functions, and (ii)
proposals to integrate it with collége/university—based work.
It would seem that successful identification of the purposes
which it is intended to achieve in relation to the theoretical
basis of the course should have priority over other
considerations in formulating a satisfactory programme.
In drawing attention to the discrepancy which often exists
between theory and practice in teaching, Ecgleston
characterizes the practicum as foliowsu
"Allegedly, the student arrives in the school full of
college-inspired faith in the individual--goodness and
creativity of children with fanciful lesson plans suggested
by lecturers who have not taught for manyv years, devoid of
knowledge cf how tc control the turbulent and restive
oversized classes ancé supervised by an unknown tutor .....
In such circumstances the student is in a'déuble bind.
Not only is his faith in the credibility of the college
shattered bty the school staff, he is also overwhelmed by

their enthusiasm to help him 'really get to know the job'.

5 N




Teaching practice becomes an undercover initiation into an
alternative style of teaching unrelated to the work of.
the college. Problems may indeed arise when the college
assessment takes place, but the school staff are loyal to
their student and conspire with him to put on tge sort of

show that can be relied upon to satisfy the college.” (p 97)

Many features of this description are embarrassingly familiar, B
and reflect a kind of wvicious circle from which teacher
edﬁcation is having difficulty.in escaping. Unless there is
’
understanding and mutual support in striving to achieve the
gcals to which the teacher education couse as a whole is
directed, the undesirable socialization of students into a

theory-practice dichotomy and into isolationist roles as

teachers is 1likely to continue.

In both Australia and England the literature reflects a growing
ccncern to secure collaboration between tertiary institutions E
and schools. The essence of successful school experience is g

being seen as a product of co-operation between schools,

students and institutions in a Jjoint :attempt:to test theories
which offer hope for improving practice. (Copeland, 1981;

Stones, 1981; Turney, 1982, p 194.)

An important feature in securing this kind of co-operation

is embodied in the James' Report (1972) recommendation that
each school should have a member of staff nominated as a
professional tutor, part of whose duties would lie in assistiné
with>the education of pre.service teachers, A little thought
indicates some of the desirable qualities of the incumbent of

such a post. The teacher tutor needs to have a developed
i .




consciousness of hesr Owr practice, personal gualities which

enable her to communicate with students who are often more
aware of their problems than the problems, and good relations
with, together with the respect of her school colleagues in

order to convince_ them of the value of student presence. In

turn the teacher institution owes it to the tutor to see

that she is fully conversant with the schocl experience policy
adopted and its underlying rationale; to invite critical
comment from the school's perspective; and to let her know

that her contribution is valued, not just as another labourer
’

at the chalkface giving students a proper context for their

work, but as a valued colleague.

The writer believes that the teacher institutions responsibility
should go further than this. Ideally, one would wish to see
all co-operating teachers from schools used for the school

experience programme actively involved in the way described

above. One would also wish to see an attempt on the part of

college supervisers to get to know their schools, to visit

them, become informed participants in their experience, and to

show themselves ready, not only to work alongside them and to

learn with them, but also to refresh their own experience.

This mutual sharing of expertise surely constitutes one of

the most effective ways of securing in-service renewal for

all concernecd¢. The strengthened association possible when

lecturers assums recsidency at schools for set pzriods durinc

53

the block practice perioé will be discussed more fully in the
writer's dissertation, but it is hoped that the reduction
in the number of schools used, the greater time available

TO

the lecturer who spends a full day at the school, and the
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personal links thus formed enable the institution to build

up a team of colleagues who are lively ccllaborators and

critics cf what is being done.

In both England and Australia it would appear that the way

in which those lecturers engaged in pre-service training have
become involved in wdrking alongside experienced teachers in
both initial and in-service education of teachers constitutes
an important change in teacher education. (Dow, 1979: Evans,
1983.) The involvemegt of'co—operéting“teachers, lecturers
and students in school-based programmes in which prpblems are
explored and possible solutions ‘tested reflects a siéﬁificant
change from both the transmission method of teaching :
professional components of the course and an apprenticeship
model of acquiring professional competence. (Stones, 1983;

Copeland, 1981.)

The literature reflects an.interesting . emphasis on the role of
observation as a key component of school experience. 1In this
respect the emplovment of ethnographic methodology and action
research encourages prospgctive“teachersvto'observe
systematically, to ster back and utilize their findings in
considering why particularféchooling practices occur and their
implications, and tc cresent their fiﬁdings in & coherent
written form. Such practice assists students in linking theorv
to practice, and encourages them to be reflective in considering
all dimensions of teaching. (Gitlin and Teitelbaum, 1982;

France and Woolton, 1982.)

In addition to providing a number of varied ccntacts with

children, schocl experience is increasingly seen as providing
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lie beyond subject cencerns. The need for the

Prospective teacher to be exposed to as wide a Tange of these ‘

as possible lieg behind the change in name from Teaching

Practice" to "School Experlence", and amongst these we may

list pastoral care, the use of leisure and enrichment.

N

ccach tour Operator, dJspenses a summative evaluation and

El:,
departs again, leav1ng the co- operating teacher to blnd up o

A
wounds inflicted is Yielding pPlace to a more enlightened ﬁ

approach.

subordinating the role of evaluation to the prime purpose of

the exercise, that of providing a learning Situation in which

the student, co- operating- teacher and lecturer address themselves . i

e

to a teaching problem. (Stones, 1984.) Whereas evaluation i

has of necessity still to be done in many ;nstances,

more likely to be based on a Programme sustained cver a numker

of weeks rather than on a student's performance on one lesson.

(Hogan, 1983; Gitlin, 1981.)

‘Another 1nterest1ng innovation

has been the use of a greater measure of self assessment by

the student, through which it js hoped to assist the student

W LR IR RN

in f

ostering self- ~knowledge and greater professional knowledge.

(Kremer and Ben Peretz, 1984, )

INDUCTION OF NEW TEACHERS

Within the last decade there has been a growing awareress in
the states in Australia and in England of the crucial role of

the induction Year in the overall pbrocess of professional i
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develoomant ang socialization, The concertion of

he

rt

continuous nature of professionaj growth and development is
éncapsulated in the "triple 1'g» of Initial, Induction ang

In Service phasges of a teacher's brofessional career.

the Necessary Structures to Support this concept, but much has _
Yet to be done. An extensive survey by Taylor andg Dale (1971) T;
in England confirmed the need for such Provision, ang the ;
James Report (D.E.S.“ 1972, para 65) emphésized the necessity i;
of systematic induction and the life—long character of
teacher education. »;Tne_finaneialjproblems;of the time were
pPartly responsible for neglect in implementing the

recommendations, and between 1974 - 1978 Several D.E.Ss.

pProblems of young teachers. Of these the work of the
Bristol-basegd Teacher Induction Pilot Schemes (TIPS) is

probably the best known..ﬁThewfindings*whichyemerged confirmed

under-rated by educational authorities. 1p Australia a

survey of induction Practices, andg this wgas conducted in
two stages. First, between 197¢ - 1978 a descriptive survey

wWas undertaken of what State, regional and schocl authorities

claimed was done, andg then a Svstematic Survey of what
beginning teachers actually experienced followegd between

Tisher, Fviielga and Tavlor (1978, 1979) ; '

+

1. Induction Activitiesg
————==2 ACtivities

The results of these Surveyvs revea] Mmany similarities

in concern and focus, Among significant features the

73




place of induction activities and then importance wil}

be considereqd.

Provision for new teachers on entry

-

rd

The importance to young teachers of the first encounters
with the educatlonal employing agency in determlnlng
whether they were percelved as having worth ang status

was conflrmed Delays An conflrmlng appointments ang

majority of Australian states Would be‘essigned to serve,
as well as information about leave, legal responsibilities,
transfers, conditions of service etc were all perceived

as conerlbutlng to a feeling of security. 1In the
Australian Survey there were indications that teachers

were not adequately informeqd in this respect.

Prior Visits

Prior visits, either self-initiated or at the invitation

OI the Principal, were seen as helpful in reducing anxis*v

before taking up a Iirst-aooointment. In England pre-
service Orientation visite ranclng from a few davs to
three weeks were generally accepted as standard practice,
while in the Northern Territory of Australia these are
orcanized into Programmes covering nmethodological topics
such as teaching English as a Second Language. (Tisher,

1980, p 75.)




Reduction in Work load

The need to reduce the load of ney teachers was
emphasizeqd by the TIPS Project, as well as the
Australian reports. 1In pPractice about a quarter of the
-LEAS actually accomrodated a reduction of 5 - 10% of
workload in England in 1978, whereas the same Proportion

claimed to intend to do so in future (Tisher, 1980, p 75).

iruIn.Australia about half of the nation's new teachers

'benefited by a reduction of Zb%, while the remainder hadg
, .
smaller Cclasses, parallel classes, or fewer Supervisory

and clerical duties.-“'

serving, which includes special meetings and ccnsultations
throughout the year. 1p Australia it has become the
Practice for the Principal or his deputy to assume such
responsibility. Tisher, Fyfield ang Tavlor (1979) report
.thatfyoung%teachers beiieve thatgthey%Shouidlbe‘given more
opportunity to observe the metnods of other teachers in
this programme. In Englang this task is more the function
of a designated teacher-tutor, who should be freed from
evaluative responsibilities in order to assume ga
Counselling andgd induction role. Regional short conferences
of 2 - 3 days duration in both England ang Australia are

not génerally as well received as school-basegd help.

rlay in fostering closer ties between the institution,

employing agency anrd beginning teachers. 32 shared

%5
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percs

ption of the continuous nature of teacher educaticen,

and of the need for true collaboration in relating pre-
service training to the practical task of teaching would
provide a sound start to meaningful reform.

-~

Implications for the Cape Province

The degree of assistance given to new teachers depends more
upon the initiative of individual Principals than upon any
well—formuiated induction policy. It may well be argued

that this function is Part of tﬁe fésponsibility of Heads 6f
Department, but there is little formal recognition or
provision for this in terms of the time that such assistance
requires. The granting of permanent status at the end of

15 months, and following on a formal visit by a Superintendant

of Education marks the end of a thecretical period of induction.

There is a challenge to the Colleges of Education to follow
up on the training given. to its studentsiby'means of
questionnaires and visits, and to use some of the resources
made available through decreased enrolment to pursue its

continuing responsibility to students in the field.




IN-SERVICE TEACHER EDUCATION ’ !

The current interest in in- service teacher education may be i
attributed to many factors, of which the following are a
representative group '

= The view that teacher education is an ongoing process

of professional development, commencing with initial

teaching training andg ending officially at retirement. ?

(Start, 1979.)

~ The need for teachers to review and modify their methods
4

and approach in the light of extensive and fast-moving

changes. (Taylor, 1980, p 328.)

- The inherent importance that teachers should centinue

their personal ang professional educatlon (Bolam,

1978, p 85.)

= The need to improve upon the pefception of teachers as
mempbers of an under-~educated profession, ‘whose workinc
ccnditions do not €ncourage the kind of peer
interaction which would improve performance. (Taylor,

1980, p 328.)

ertraction resulte in reduction in the numbher ¢f

Promotior pocsts available, ang increases competition

Contemporary thinking about in-service education of teachers

&rpears to fall into one of two camps. (Bolam, 1982, p 21¢.)

One view holds that professional development should consist of

externally provided, off-the-job ccurses for individual




teachers. Implicit in this course-based approach is the

belief that if the perscnal ang career needs of individual
teachers are attendegq to, the school System will benefit ae
a result. It ig assumed that the needs at each stage are
distinctive, but that they shoulgd form part of 3 coherent

ard integrated pattern of professional education. The

The course-based model has predominated in England, in that
the pattern for in-service training has been one of teacher
withdrawal in order to undergo training prov1ded by an outside
agency. Criticism of such "pressure ccoker" ccurses (generally
held on Fridays and Saturdays) have been similar in both
countries. At worst they have been described as

"taught by tired administrators after Schocl, or hack

Ccurses taught at the local ccllege.ﬂ (Power, 1981, p 166.:

Many courses have been criticized‘for being based on a teacher
defective rather than a teacher deéelopment model, and often
the content has been judged irrelevant by'teachers. The
problems of the teacher returning to a very different local

situation or seeking to implement a new approach in the face

Hh

Oor the suspicion and often hostility of cclleagues has been

a real di fficulty not always acknowlegq ged By contrast, the

school kaseg glternative +o éXternal coursss which owed not

’

\

a little to pressures on schocls and teachers to be
accountable, tended to concentrate on the cur riculum without
regard to the particular characteristics of the teachers who

were to implement it or the schocl in which it was to operate

= .
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Agains:t this background +he idea ¢of school focused in-servi~=
teacher education developed. 'It was defined as employing al:?
the strategies of teacher educators and teachers in
"directing training progfammes in such a way as to meet
the identified needs of a school, end the standards of

.teaching and learning in the classroom." (Perry, 1982,

p 218.) ?

Henderson (1979) argques that the course-based model.stressed
‘the needs of teachers as professiohéls,wthe school-based model
stressed the needs of’the “teacher as an employee and the
school- focused model offered 'a means of resolv1ng thlS conflict.
The three main aspects of schocl-focused in-service prov151on

are embraced in the following description. Needs are defined

neither by a survey of what teachers want nor a listing by 4

the headmaster of the school's needs, but by a professional
assessment by the staff reaching agreement on what is rec:ulre'q 0
and plannlng how it will be achieved. sInyimplementation it

calls for the school staff to plan some activities for them-

selves, for more effective channels of communication with

outside providers andwwith'memberSfofﬁStaffjwho’can share the
berefits of insights obtained while on "off-the-job" ccurses.
Evaluation should play a part in informing the staff of their

brogress towards .goals, redefining their needs ard modifving

the process cf implementation. (Eraut and Seaborne, 1984, p 196.

Several challenges are directed at the teaching professional

‘in terms.of “this approach to in-service education. Insufficient
use is being made of available resources and possibilities

in terms of professional self development, ‘and it appears that

few systematic attempts are made at self-appraisal as a basis




implies that ve

ry few invite colleagues to zssist them.

An innovation in schools in England has been the development
from 1975 of schocl-based advisory activity by college lecturers .
(Bolam, 1982, p 191.) Unfortunately this co-operation has
beens called “consultancy" which has raised unjustified hopes
of the neat solution of identified problems by experts. The
key to this enterprise lies in the acknowledgement of
partnership of equal status between a college lecturer with
specialized knowledge, skills and wide experience, and a

’
teacher who, in turn, brings specialized knowledge of his
children, schocl and its .established .practice.: Together they
explore a problem and seek solutions. It is particularly
disappointing that overtures to be cf assistance in this way
have been received with suspicion in some areas in Englana,
since the severe cut-backs in teacher education have led schools
to believe that the help now-offered is in the cause cf job
preservation rather than a genuine desire fo be of assistance.

(Bolam, 1982, p 192.)

There is fairly wide-spread reccgnition,.in both “England and
Australia, tlkat at any one time a proportion of the teachiﬁg

force should be released for in-service education. In England

D

s hav
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difficult economic circumsctanc resulted in a lower
release percentage for in-service training than was originally
planned (Eraut and Seaborne, 1984, p 176) while in Australia

the Auchmuty report recommended that each teacher should have

the opportunity of 5 days in-service education each year. .

Finally, it is important to note that however important in-

service provision is, it should not be allowed to take the



rlace of-an individuzl teacher's legitimate asvirations for
career education and further personal education. In addition
to the teacher's role as part of a school-focused team contri-
buting to the solution of a particular problem, the teacher
should also be encouraged to pursue his own advanced studies

and rersonal interests by appropriate funding and leave.

DISTANCE EDUCATION

In both England anrd many of the Australian states there has

been a transformation from viewing correspondence ccurses

as "second best" to t;eir acceptance as valuable alternatives

to full time study. Much of the credit for this goes to the
Open University in the U.XK., while in Auétralia the need has
been met more recently by Macquarrie, Murdoch and Dezkin
Universities, together with the Universities of New South Wales
and Queensland. Since the inception of the Open University

in 1971, it has enrolled an average of 16 000 teachers each year
for the in-service B.Ed; degre;. (Eraut and Seaborne, 1984,

p 179.)

Together with using radio, television.and théﬁmdre usual means
cf communication, the growth in computer-assisted schemes is

of great significance to these institutions. When systems like
Cicerc and Cyclors can be made available at a price which will
enable students to set up telephcne ccmmunication with electric

blackbcards between users, and Galn direct contact with a

)
ol

Central computer giving access

ct
@]

data banks, another great

milestone will have been reached.
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CHAPTEER V

i

OTHER APPROACHES TO TEACHER EDUCATION AND THEIR IMPACT IN

ENGLAND AND AUSTRALIA

The Competency-based approach‘to teacher education (CBTE)

has become the accepted rationale for many teacher education
courses in the United States. These programmes envisage that
the student should acquire specific knowledge of major fields
against the background of liberal arts studies, and that
their pedagogical knowledge should incorporate both
interpretative and performance skills. (Orlosky, 1980.)

The approach to interpretative skills is provided by means of

protocol materials, while micro-teaching is extensively used

for developing performance skills.

England and Australia have remained relatively unaffected by
the CBTE approach, a factor attributed kry Bone (1980, p 64) to
a greater respect for the philosophy of education, less money
and a less‘vociferous call for teacher acpountability in these
countries. Some of the technigues have indeed been adopted,
although in a different context aﬁd for different purposes.

As examples one may guote the ﬁée of protocol materials or
"slices of reality" captured on tape to illustrate concepts,
and the presentation of these to students so that they may
identify with the teacher and devise solutions to the problems

posed in the accompanying workbock.

Turney and Rvan's Inner Scnool Teaching programme, for instancs
(Diehl, 1979, p 271)-is -the :ARustralian equivalent of Inner

)

/-

~1

City Teaching Problems laboratory devised by Cruikshank (196
Such simulations present considerable problems of credibility

for students because each person's perception of a situation




15 different, and many claim that they would nct have azliiscwed
a rarticular situation to develop. Stones (1984, p 75)
suggests that the use of protocol materials in the approackh
which he suggests for acquiring skills provides the meeting

point for theory ard practice.

,

Micro-teaching, as a procedure in which students practice
teaching with a reduced number of pupils in a reduced period
of time.with an emphasis on a narrow and specific teaching
skill, provides a "safe" practice‘opportunity. Orlosky

, ‘
(1980, p 277) “sees it-as providing the same 'kind of transition
for the teacher as :the -cadaver for .the medical student and the
mock trial for the lawyer. The early development of‘micro—
teaching by Alién and Ryan (1969) at Stanford University
incorporated the procedure currently employed, namely ;ﬁ

- selection of a skill to be practised i

- preparation of a mini-lesson to practice the skill

A agi-pii ey

- provision of supervision and feedback - preferably with

T oowwr s TR

a video recorder, ard
- reteaching after receiving sugcestions and identifying

specific changes to ‘be-made to imgprove the skill.

Among the potential advantages derived from Micro-teaching 't
over conventional training are its provision of a2 less comglex
learninc environment than the classroom, the oprortunity for

"the student to concentrate on his own learning rather than on

[o1]
th

his pupil

w

coping with the needs © , the systematic analysis :
*pf his own practice and evaluation thereof, and the opportunity
for‘repeated practice. (McIntvre, Macleod and Griffiths, 1977.)
Bone (1984, p €3) refers to the significant"but rather limited

use that has been made of this technique, especially in Europe

ard Australia. He indicates that the difficulty in providing




trained and skilled supervision for each student has contributes

to 1its reduced effectiveness in such situations and the

overall reduction in its use.

From another perspective Stones (1984) appreciates the value

of micro-teaching but feels that "it had a crucial weakness

in that the selection of skills was ad hoc and unrelated to

any pedagcgical system." (p 26.) he believes that an
analytical approach to teaching can be justified, but that
different facets of a student's activity must be manifestations’
of the deeper underly{;g capabilities or structures of teaching.
These he identifies as those which are general and

Afundamental to the teaching of any subject, ard which are
criterial to pupil learning. He believes that there is a

sufficiently sure basis of psychological theory about human

learning from which such coherent premises may be drawn.

Finally, a sharply contrasted but fast growing perspective

on education is that which emphasizes the human relations
training for teaching. 1In some institutions it is emphasized
ac a necessary ccmplement to the ‘focus on mechanically acguired
competencies. The Thiokol Interaction Laboratory for Teacher
Development (Bone, 1980, p 65) is one of the sets for

exercises used in such places, with the students actively
involved in role plaving, simulation games and action-oriented
problem solving. The whole aim 1s to improve the teachers

ability to 1

D

ract successiully with other reople:; the

1T

v

approach is humanistic in that is concentrates on the
understanding of oneself and of others in person-tc-person
interaction. Bone (1980, p 66) indicates that this approach

appears to be spreading to Australia as well.

)
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Implications for Cape Town Teachers' College

The approach to teacher education is in the process of being
changed from a traditional cfaft to an enquiry perspective.
(Zeichner, 1983.) The ccmpetency based approach with its
somewhat mechanis?ic orientation and its apparent disregard
for values and context will find little favour as a model

at this institution. However, some of the techniques which
it erploys have promise for modification and application
within this situation. Similarly, while sympathetic to some
of the goals of the humanistic orientation, tﬁese would be

’
useful as an adjunct to, rather than central it importance

to the training programme.




NEW ISSUES

The micro-electric revolution and teacher education

The rapid progress in computér technology has far-reaching
implications for Fhe shape of educational strucfures
generally. Many schools in the U.K. and in Australia have
acquired modest computer capacity, and unless teachers'
education includes constructive discussion of these
developments, together with experience of tﬁe potential and
limitations of computers inveducation, tomorrow's teachers
will indeed be as hanhicapped as yesterday's illiterates.
As happens so often in education, the challenge of the micro-
electric revolution has called forth a reactive rather than
a pro-active response. In many cases efforts are being made
to see that teachers can match the youthful expertise which
their pupils have acquired through growing use of personal
computers, rather than being in a position to lead in
employing éuch technical aids for educationally sound and

)

professionally defensible reasons.

While teaching in the future may well assume a different
character in terms of the skilléirequired and possibly the
numbers of personnel needed, the need for teachers who can
supply the elements which no micro-electric device can replace
will remain a real one. (Cortis, 1981, D 154.) &As long as

education is seens as a moral and rational interprise, and not

n

merely as an information—proces ing activity, there will be
need of the human ang bersonal skills of autonomous and
professionally accountable teachers. (Bailey, 1982.) Skills‘
in communication, motivation, counselling, evaluation and

research remain important aspects of the teacher's professional

Preparation, and the likelihood Oof any syvstem, no matter how
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sophisticated, rep

b
0

ACIng tne human experience of legrri--

by talking, listening, moving, laughing ang interactin
with others seems improbable. Taylor (1981, p 92)

signs of a new emphasis on the teacher as a moral ang pclitical

agent, and on the.part that instruction is subjects and skills

on the academic organization anrg content of teacher education

‘ccurses in the future. -

’

Multi-cultural education

“Until -the last decade the question of teacher education for

a rulti-cultural society was one of the most neglected of

e i e v p e Ba e b e FE

educational issues. (Craft, 1981, p 19.) Aprroaches have
ranged from a melting pot approach in which the schools
became more sensitive to the needs of minority groups and

Droposed measures to accomniodate them in a berevolent faghionr
!

those in which cultural pluralism has been fostered zng
extended. (Lynch, l983.)~.Such;approaches-have-preserveé
boundaries between groups and related the curriculum'functionally

to the percesived personal needs and view of Citizenship for

T e g - s ) . % < a4 . .a P RS T, -1
egulagtion grouncad 1in tnsz nSeElds oI & \_I’Ul_\v multi cultur=sl
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Africa is thg nagcta

tion of a structure on whick a just and
multi-culrtural society can be establishedﬁ and the
cultivation of a climate of educational thought which perceives

the key role of teachers in making this a reality.
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