








Abstract

In South Africa vast efforts and considerable resources continue to be spent on
providing in service tri 1ing for teachers to stimulate professional development
and improve classroom practice. The impact of these professional development
programmes on long term practice is uncertain. But there seems to be evidence
that programmes based on a growth or constructivist model are more effective.

This study investigates University of Fort Hare graduates who have completed a
four year part time in service degree course in primary education. The intention is
to determine the impact two years after completion. Are the learnings from the
course still being implemented? Is self monitoring continuing now that support
from the institution has ceased? A series of research initiatives undertaken while
the students were still on the course produced optimistic results. The question is,
are these apparent changes in practice being maintained over time?

The literature tends to be negative about the lona term benefits of conventional

teacher development programm or going so far as to state that
South Africa’s previously disadv will always require
bureaucratic control and monito n indicates something to the
contrary, and finds that the sma ers who participated in this
research project have maintaine ns two years after completion.
Their classrooms remain learne hinking is promoted and a

range of ways of coming to know aregfjjjj#frated. These teachers do self
monitor and give clear evidence of adopting a meaningful reflective professional
attitude. in most cases ¢Ehtiged Buibia e hotragtdi®®ed to their classrooms

but extend to the local commugittkad heighiedling:echools.










CHAPTER 1

INTRODUCTION

‘Following independence, most African nations embrace an educational policy
that seeks to revise ra :ally the inherited colpnial curriculum. Recently, an
influential body of work has emerged to suggest that the curriculum is a critical
arena in which the ideology of the state is both projected and contested. The
curriculum becomes a site of conflict and contestation because it embodies the
values, norms, objectives, interests, priorities, and directions of the state and

other powerful sectors of societ

South Africa, an Africi 1 nation | nt development in its post-
apartheid era, the dep: ture froi.. vuation through a commitment to
an outcomes based cuwﬂi%ieéciﬂ (8EPSF6W %éhe new curriculum
required teachers to ¢ ange Mt Hdsgrédin practide. The new demands on
teachers and their teac ing have become a new challenge at the centre of
education research d¢ ite as they created a need for a major paradigm shift in
teacher education to e :ct the desired changes in classroom management
practices. Vast efforts 1d considerable resources continue to be spent in
providing in-service tr  ing for teachers for stimulating professional
development, improving school practice or implementing social policy in order to
improve the quality of ¢ ucation and to ensure improved learning outcomes for

students.




















































adapts ideas and programmes comes closer to the growth model of a

developing teacher.

| am interested in the way in which B.Ed graduates act autonomously in their
classrooms. Are they blindly following the theories and ideas suggested in the

imithamo or are they adapting them, extending them and making them their

own?
The social market view of teac lies to education, the
production-consumption systel in the economic sphere

(Bagwandeen 1993). Educatio. uv this view is governed by the

principle of behaviourﬁﬁﬂ @Feﬁ?vgfrﬁt(ﬁzfrm [t%e dominant view is that

teaching is only the provisibtr €4 siimtdudfRet would result in particular

conditioned responses (Cole 1978).

The Hermeneutic view of teacher education has situational understanding as the

basic principle that underpins it. It suggests that practice is grounded in

interpretations of particular situations. Its manifestation in the in-service field has

been the adoption of classroom and school focused action research approaches

which highlight the rc : of teachers as researchers in effecting improvements in
practical situations which are seen as complex, ambiguous and unpredictable
(Elliot 1993; Craft 20 )). Such a view therefore suggests that an effective
development programme should equip teachers with strategies to adopt a

reflective and critical stance. Teachers should be encouraged to make some
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2. NON - IMPLEMENTATION - Here the new ideas are simply ignored.

3. MUTUAL ADAPTZ ON - Here the new curriculum is changed or modified in the
process of teaching. This means that the new ideas and the teacher’s practice are
changed. The change is not conceptualized as a dramatic change but rather small,
incremental changes always involving teachers and constantly taking into account
the contexts in whi.  the new policy or ideas need to be implemented.

lin in Hoadley & Jansen 2002:212).

CONCLUSION

It is clear that effective professiOnavm programmes for teachers are
mostly based on a conqtiygfyiat la@p[?a@[ A%opstrttivist approach to teacher
development values the knowletige and skills that teachers have and uses them
as basis for programme content. This increases relevance and because the
content is more appropriate, the programme is most likely to boost the teachers’
confidence and competences in teaching. It is believed that long term
programmes using the growth model lay a foundation for long term quality
teaching and are more valued by all stakeholders than approaches characterized
by “quick tips for teachers, grabbing of handouts etc “... (See pages 14 & 20 of

this chapter)

There is a clear indication in the literature that there should be a link between the

development programi 2 and the reality of the teaching world so that teachers
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CHAPTER 3: RESEARCH DESIGN AND METHODOLOGY

INTRODUCTION
This chapter puts for ard the research methodology underpinning this study and
also describes the 1 iearch path followed. There were three primary objectives
of this study:
o to discover how the UFH B.Ed graduates manage teaching and
learning after completinn
e To critically assess sroom practices against the

claimed ch: 1ges ide asearch.

e Tofind out whether ... :
.
to the theopﬁs and é)hijOfgp%«ismﬁié&d jn the UFH B.Ed

imithamo or canthgebedittiibutagde othét factors?

..nagement practices are related

APPROPRIATE ME 1{ODOLOGY

This study adopted a qualitative research stand. Qualitative research methods
are increasingly comt >n in contemporary research in education. Miles and
Huberman (1994) su¢ est that qualitative data provide a source of well
grounded, rich descri ons and explanations of processes occurring in a local

context.

This study is investig 1g the “real changes in teachers’ classroom

practice”. So collecti | qualitative data within an ethnographic approach is
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e intervie g the graduates after the classroom observation
e docume¢ ation

e dataan ysis

SELECTION OF PARTICIPANTS
A representative sar ling dividing the participants into different groups was

used. Eight graduates from the first cohort of the University of Fort Hare B.Ed

(F&I) were selected. The follov“~— ~™ used to select the participants:
e Four of these graduate 3utterworth district which is
classified as disadve . The other four were from the

East London strict Wuvu as urban. This was done to
compare teac{p{7} GTSEHE BIFG f1 AR ooaltes.

e Two graduates frofrt&4c¢h ared had fot & years continuously attained
merit in their studies and two graduates from each area have at a
certain year d ing their studies been considered to be at-risk teacher
learners orre :w cases. This was done to determine if long-term

change is reli 2d to academic performance.

INFORMING PARTI( ’ANTS

During April and May 04 | contacted the graduates telephonically to invite
them to take part in this study. Then visits were made to the schools to speak to
the pri ipals and seek jermission, clarify the purpose of the study, to negotiate

mutually convenient times to conduct the interviews and classroom
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It is in the light of the ove weaknesses that the researcher followed the
observations with an ir :rview and a portfolio presentation so as to get a deeper
understanding and a{ e reflection of the real situation. More over, aligning
myself with Brunner's ieory of culturalism (as discussed on page 29 in chapter
2), even if the teachin and learning situation is altered just for me, the culture

that learners have be:  socialized into will surface.

During the classroom observati-—- ** " »r tried to be as unobtrusive as
possible to minimize the impact The researcher joined in for
some time so as geta underst as happening and also to let the

learners feel free. This was don. 'a asking learners questions on the

content taught in orderw ﬂf&%fé‘iff%f%i‘laﬂaﬂfé'af classroom - was it

based on the right ans\ r syH&rori& of werefearmers’ critical thinking skills being

developed?

INTERVIEWING THE ( :YADUATES AFTER CLASSROOM OBSERVATION.
Interviewing the gradu 2s was a structured interview. General questions were
formulated to be used . . prompts to explore the interviewees’ perceptions. (See
appendix D). This was done immediately after the classroom observation. The
interview served two pi ooses for this study:

¢ to clarify issues from observed classroom practice.

e toensure that 1e classroom setting and proceedings have not been

altered .
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biases of participants. uba and Lincoln 1988 ; Patton 1990; Cantrell 1993,

Craft 1996 ).

For this study, the grac ates were asked to present their portfolios based on their
current work and also their learners’ work. The graduates displayed their work
and defended it, in response to questions posed by the researcher. This was not
unfamiliar to the graduates as this is one of the tactics used in the B.Ed.
assessment. This direct evidenc~ =~!~~~ i~ “=~¢=sting patterns that are more
general and lead to the develop onclusions on classroom

practice. More -over the gradua 2 portfolios and their responses

to the follow up questi s revea..v
also revealed the reaswinﬁ behi%d {t;?ir fﬁgﬁrﬁ%&,@oices they make in

their professional work. Thig wiidi8 detdlledhefié ihder data analysis.

-t their classroom practice. It

DATA ANALYSIS
After having done inten :ws of different people, visited different classrooms,
seen and listened to different teachers defending their portfolios and having
transcribed all the data | had gathered, | was left with an enormous amount of |
data that was rich and broad. This left me with the problem of how | would work
through and present the data.
‘Data analysis involves orking with data, organizing it, breaking it down, synthesizing
it, searching for patterns, discovering what is important and what is to be learned and

deciding what you willt  dthers “( Bogdan and Biklen in Cantrell 1993:97).
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CHAPTER 4: RESEARCH FINDINGS AND DISCUSSIONS

INTRODUCTION
This chapter details the findings obtained from using the different research tools
or instruments such as open ended and structured interviews, classroom
observations and document analysis. There were three primary objectives of this
study:
¢ to discover how the UFH P =+ ~-~-~*~~ manage teaching and learning
two years after completi

¢ to critically assess the o T practices against the claimed

changes identified in ea...\,v
e tofind out whem&ivmgpammf@ctices are related to

the theories and phifdsgphies chatatt&rizedin the UFH B.Ed imithamo or
can they be attributed to other factors.
The findings will be analyzed and discussed in this chapter so as to draw
informed conclusions and make appropriate recommendations in the final

chapter.

FINDINGS AND RESULTS FROM OPEN ENDED INTERVIEWS

The open ended interview focused on the graduates’ practice while they were
doing the course and after completion. From the analysis of data collected, the
following patterns of their practice emerged

(a) Their practice inside the classroom has clearly improved.
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This really impressed the researcher because it seems that there is clear
evidence that particip ing in the B.Ed course has enabled such teachers to play
a pivotal role in imprc  1g the culture of the school. What these teachers have

gained goes beyond :rsonal development. ’

The interviewees in a the schools echoed that the long term changes have been

significant. By being o :n about their studies and having involved all

stakeholders including eir coll ’ ndents felt that the graduates
are now responsible for maintai 1d high standards. Sustaining
what they learnt from the course ntinuing to be accountable.

This responsibility and accountauuvrs is evidence of commitment.
This echoes and supp@m%f@fwﬁt@@g@ﬂgﬁ@nference was
referring to when he made th& #itk betweern competence and commitment. (See
page 15 of this study). ' hat these teachers are doing shows that their
professional competences go jointly with their professional commitment and this
is evidence that the B.E' course did not only focus on competences but also on
commitment. Most inten :wees echoed that the assessment tactics used in the
B.Ed programme developed and encouraged professional commitment. This
proved that the course has helped to create a culture of accountability among

teachers who have parti »ated in it.

Concerning the graduates’ practice in the classroom, there was consistent

response from the inten wees in the different schools that the graduates are still
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and verbal communication effectively is seen as a contributing factor in liberating

learners’ potentials.

Teachers themselves were seen using gestures to clarify concepts especially in
the foundation phase and also learners’ writing was a mixed mode. The learners
expressed their thoughts in literal writing and also in drawings, which is a form of
artistic expression. What | also noticed and really impressed me was that not
only the teacher encouraged lea—= -~~~ *~ ==~~~ ~* ~ach other, but this practice

seems to have been instilled in t selves.

In summary in the classrooms vi\mv‘. | found is that the classrooms
are communities of praﬂrﬁﬂ @P@W'HPF wq_ﬁﬁagwing are embedded.
Every learner’s self esteem i Bty develdpedand tie value of equality and the
practice of non-discrimination is instilled in learners. The relationships between
the teacher and the learners are characterized by mutual understanding, acting
critically and taking shared responsibility for the smooth running of the

classroom.

Grouping procedures

As found out by Chartres and Paige (2003), some teachers used a variety of
grouping structures that were appropriate for the learning experiences. The fact
that the teachers matched the organizational structure with specific activity is a

significant one in terms of professional development and this proved that the use
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blocks the establishment of reciprocity and cooperation in considering differing
view points, if they are provided with opportunities or a culture where the
consideration of differing view points is the norm and practice, they can
transcend the barriers of egocentrism. (Piaget’s claims have been discussed in

chapter 2 on page 27-28 of this study).

Classroom Arrangement
In all the classrooms visited, the !~~rn~re did ~~t st in rows but sat in mixed
groups. All the classrooms had ¢ and teaching resources that
were used to enhance learning ¢ ng to abstract concepts
introduced. This was evidence tt...'. ~n creating a learner centred
environment has had & b t&r&gﬁfg/t W%e[‘f]aﬁfﬁi‘@ere were different
corners for various activities k&kitrg ptace intHietlgys and learners knew when to
use the different stations. For example there were reading corners, mathematics
resource stations, a corner for those who needed extra support or even extra
work. This was further proof that managing learner diversity has become an
integral part of teaching >r these teachers. All the classrooms were rich in print
literacy produced by learners. This proved the long term impact of the languages
imithamo on teachers’ practice. Here is a sample of writing that is on the wall in
one of the classrooms | visited that was evidence of the graduate having made
the managing of learner diversity an integral part of her teaching.

Classroom 8: A child is like a butterfly in the wind. Some can fly higher than the

others but each one flies the best it can. Why compare one against the others?

(1) Each e is different.
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communication as a teacher you begin creating a community that will begin to
value and respect what is happening at school. It is through this open
communication with their communities that the B.Ed graduates earned respect

from parents and other educators.

The continued sharing of information with other people that is evident in the

classroom management practices of the B.Ed graduates has proved to be very

central to their successful deve!~==--= ¢ et--~=the school's ‘normative glue’
through a dialogue he >ed the E id their schools to have
communities working with and { hile | was doing this research, |
observed parents visiting the sc.. ... reasons. In the rural areas

some came to find outwh[ﬁ y@igfffegfgﬁawﬁg%had seen a car arriving

at the school. At one urban sep&sllsome pafettswere mending the fence and in
one school, one parent had come to report some boys he saw smoking outside

the toilets.

| found out the only difference between rural and urban is in the availability of
bought resources and the condition of uniform that most learners were wearing
and this was due to the difference in learners’ social and financial background.
Jut with teachers like the Fort Hare graduates who use all means to create
resourceful classrooms, the absence or scarcity of bought resources had no
impact on teaching and learning. In all the schools, rural and urban they have

policies and provisions as guided by umthamo 42 on developing learners’
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involved a commitme it to systematic questioning of one’s own teaching as basis
for development. This was an outstanding characteristic as it provided the
teacher learners with the capacity for autonomous professional self-development
through the study of e work of other teachers and through the testing of ideas
by classroom resear | procedures. | believe this led to the teacher learners

knowing that they are not alone and teaching thus stopped being a lonely

profession.
The B.Ed’s adoption of a non-c odel that is based on a
constructivist approach to teact ontinues to have a significant

impact on teachers’ practice as . \v.udndation for long term quality

teaching. From the stuﬁyﬁﬁ %Wdf’?ﬂﬁ M@iuates’ potential and

boosted their confidence. Betatidethere was o ifffk Setween the programme’s
declared intentions and the reality of the teaching world, this contributed to the

B.Ed graduates not having any feelings of inadequacy

Yes, the graduates have developed professionally and their development is
extensive. In my opinion there is consistency between the claimed changes and
the real changes. From the research | found out that their professional
development practice was more than the development of their own classroom
practices. The changed practice is characterized by a classroom practice that

has clearly improved and an extensive and continued involvement within the
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There is evidence tha: ese graduates continue to nurture a culture of
communication and p: :icipation in their schools. This has resulted in schools
and communities crea g each other. The schools nurture a culture of

comm 1ication with their communities. This has led to the communities being
aware of their role in ¢  ating the type of a school they want, a school that they
own and are proud of. | believe that if you can make a difference in people's
lives you have a life w th living. This is seemingly truly so for the B.Ed

graduates. Their teacl 1g life h: life worth living.

For me, as | carried o with this that among the successes that
are worth being celebrated the D.ve has helped in counteracting the
stigma and low statusmmqﬁwﬁ@qmﬁfemimary school teacher
and the negative ripple effett figd on thé rhor&ie of primary school teachers for

decades. This is sure  the beginning of a new era for primary school teachers.

Reco mendations for further research
o Good work col wues to be done by the UFH B.Ed and this research found
out that the pri tices continue to be translated into practice by those who
graduate from is programme. This programme has produced
communities of reflective practitioners, change agents who continue to
grow professionally and whose growth extends its influence to change
other people’s /es. But how can this filter to other teachers not registered

in the programme or even fortunate enough to be among the communities
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