Edith Cowan University
Research Online

Theses: Doctorates and Masters Theses

1-1-2005

Developing learners and learning in teacher education in the
Seychelles: A critical investigation

Odile Jean-Louis
Edith Cowan University

Follow this and additional works at: https://ro.ecu.edu.au/theses

b Part of the Education Commons

Recommended Citation
Jean-Louis, 0. (2005). Developing learners and learning in teacher education in the Seychelles: A critical
investigation. Edith Cowan University. Retrieved from https://ro.ecu.edu.au/theses/669

This Thesis is posted at Research Online.
https://ro.ecu.edu.au/theses/669


https://ro.ecu.edu.au/
https://ro.ecu.edu.au/theses
https://ro.ecu.edu.au/thesescoll
https://ro.ecu.edu.au/theses?utm_source=ro.ecu.edu.au%2Ftheses%2F669&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/784?utm_source=ro.ecu.edu.au%2Ftheses%2F669&utm_medium=PDF&utm_campaign=PDFCoverPages

Edith Cowan University

Copyright Warning

You may print or download ONE copy of this document for the purpose
of your own research or study.

The University does not authorize you to copy, communicate or
otherwise make available electronically to any other person any
copyright material contained on this site.

You are reminded of the following:

e Copyright owners are entitled to take legal action against persons
who infringe their copyright.

e A reproduction of material that is protected by copyright may be a
copyright infringement. Where the reproduction of such material is
done without attribution of authorship, with false attribution of
authorship or the authorship is treated in a derogatory manner,
this may be a breach of the author’s moral rights contained in Part
IX of the Copyright Act 1968 (Cth).

e Courts have the power to impose a wide range of civil and criminal
sanctions for infringement of copyright, infringement of moral
rights and other offences under the Copyright Act 1968 (Cth).
Higher penalties may apply, and higher damages may be awarded,
for offences and infringements involving the conversion of material
into digital or electronic form.



USE OF THESIS

The Use of Thesis statement is not included in this version of the thesis.



B DeVeloplng Learners and Learnmg in Teacher Educatlon in the"
: Seychelles A crltlcal mvestlgatlon R

+Odile Jean-Louis -

- .'-A theSIs submltted 1r1 partlal fulﬂllment of the requrrement for the o
o Award of . o

-~ Master of Education -

At-the Faculty of Commumty Serwces Educatlon and Somal Smences

_--_j_;jEdlth Cowan Unwersnty, Mt Lawley

' Date of submission: Juy, 2005



DECLARATION :

ol certify that l_ﬁiélheéié does not, to the best of my know_lelc._l:'gé'_'_z_i'r_lﬂ:_;belief :

“incorporate without acknowledgement any material previously’

o ‘submitted for a degree or diploma in any 'in'sti_t_u_ti_b'nﬁ@_)'__-f__'_ higher educatio

(i) contain any material previously published or written by another person

except where due reference is made in the tex

- contain any.defamatory material. . -~ .

Gy

il



- Abstra't':_t' L

: ---'--'_.cumculum and m thc educallon_policy :

'Recommendatlons have bcen madc for prospectwc rcfoml in tcachcr educatlon an

'for further rcsearch focusmb on lhe teacher educatmn Ieaclnm, 1nterface



" Iwishto cxtr:nd my sincere gratitude to the followmg, people ['or thc:r grcall
apprcmatcd asmslanCP with the thesis: Lo LT

- and encouragement throughout the project;

- whenever required, especially my mother Eva, my mother-in-law ~
- Yvette Esparon and my sister Yvonne De Commarmond;

- data collection;

) :_Lemarchand for their help and support

My colleagues and friends in Australia, cspccially Jcnimy Louange )

- ACKNOWLEDGEMENTS

My supcrwsor, Dr Dawn Penney for her mvalmblc adwcc, gmdancc, support N

- Mmlstr)er of Education and Youth of the RCpubhc OfSC)'Chcllcs and lhc Lo

National Institute of Educatlon for prov:dmg lhc support and assnstancc fbr : o

.- Allthe parlicipants who weérei

My relatives and collcagues in Scychelles for support and .'c_lss'_is_tzin_c'c S

Thc staff of Edith Cowan University who havc provldcd any assustancc '_ _
and hclp in one way or anolhcr ' G . B

iii



_ Contents -

Abslract _
D&,laratlon _ R
" Acknowled gements

- Tablc of Contcnts

-~ CHAPTER ONE;
N Introduction -

Background fo the Study

L1 Hlstoncal overv1ew T
l'.-2_ Evolutlon of' Tcacher Educauon

gThe Sl'gmﬁcancc and Purpose of the Study

:Focus and Scope of Study

_Research Questions

":Outl_i'ne of the Thesis

CHAPTERTWO

2. Contcxtof Study |

2 1. Poll_c:y::_Pt‘io_ritievsff
B 22

Tcachm g, the N'ational. Curriculun - Education in

- Review, of therature }
.1 lntroducuon _ TR B o
* Teaching and Teacher Educatlon contcmporary changes
3 .'Phllosophues and images of teacher educatlon guldmg policy
- development _

_-The issue of standards and pro[‘esszonallsm _ _
:EStruclure and cumculum of Teacher Educatlon e
-Leammg in Teacher Educallon - research ﬁndmgs and pohcy - -
directions - R L0

iv



o 37 -':_-__'i___Goals for Tcacher Education: L1 fclong leammg and -

leammg societies PR _
<" Visions for Teachcr Educatlon Mlchacl Youﬂg'('l'ggs
.' 39 _'Chapter Summary ' L

'CH;E\PTER FOUR B
4 Theoretml Framcwork

. _'_'4 1 Introductlon

' ”Young 5 (1998) framcwork of Leammg in Teacher Education
3 "_"ZConccptuallsmg Educallon Pohcy '

. '\_._-"Cumculum Concepts

| An integrated framcwolk Leamlng,:(}umculum'and _
' Education Policy S
| Chapter Summary

. CHAPTERFIVE
5 Methodology :
sl Introducllon
5.2 Research Paradlgm i
B .'5 3. DcSIgn dI'ld Method B
5. 4:": Partlcnpanls o |
o X ".".:'::_.Documenl Anal)’Sts:’,'i :' |

. Dala Analys1s

: 5’"'__Elhxcai Conmdcrahons
.87 Limitations

.9 Timeline

CHAPTER SIX | |

; 6 Presentatlon of ﬁndlngs »
S8 lntroductnon .
:6 p) Fmdmgs for each Gat cBOry.:f':
.;6.3.Chapter Summary |



CHAPTER SEVEN _

T Discussmn of ﬁndmgs

_' 11 Introductlon _
. ':7 2. Dlscussmn ofﬁndmgs |

?3 Chapter Summax_-y e

CHAPTER EIGHT _ e |
8 Rccommendatlons and conclusmn o

" 8.1 Introduction
'.8 2 Recommendations for teacher cducatlon
L 8.3 Recommendations for curriculum and schools e
" 8.4 Recommendations for policy makers .
8.5 Recommendations for future resedrch __l o

o 8.6 Conclusion

“References

List of appehdic_es'

1 Appendle Cumculum types accordmg 10 .
_ Bernstein (1971, 1990) SR S
- Appendle Schedule of mtervww ’_
'-_;‘\.ﬁplt?ndix.c. Statement of disclosure and consent form

-Appendix D: Sample of guided interview questions

Appendix E: Samples of documentary analysis

Appendix F: Sample of transcriptions

Appendix G: Similarities and differences in evidence frdfﬁ th

various groups of participants

‘8. Appendix H: Evidence of recommendations f_rém p.articiipaflt'_s

i



CHAPTER ONE: Introduction
1.1 Background to the Study

1.1.1 A Historical Overview _ . _

~ Seychelles is an archipelago in the middle of the Indian Ocean, 4° south of the equator
with a population of 80,000. The French took possessibn of the islands in 1756 and
the first settlement started only in 1770. Seychelles remained a French colony up to
1811, when the British took over ihc islands along with Mauritius. Thus, Seychelics
was a British colony from 1811 until its attainment of independence in June 1976.
Before independence the church played a major role in the education in the country..
:: The first school was started in 1839 by the Mico Charity, an Anglicar Mission _
society, This was followed by the opening of Roman Catholic schools from 1851_..
Church schools started receiving government money as grants in 1867, Religious
education dominated a large section of the school curriculum within these schools. In
1872 a Board of Education was set up and the first Government secondary school was

started in 1902.

In 1977 as a result of a coup, a socialist government was cstablished. This second
republic, a one-party state, remained until the shift to a multi-party state in 1992.
Following the 1977 coup, there have been a series of education reforms'. 1997
represents something of a watershed for education in Scychelles, with the introduction
of a National Curriculum. Current education policy is based on the principles of
Equity, Quality and Acceuntability relating to the operational goals of the Education
service, while the termizial goals are Education f{or Empowerment, Education for
Productivity, Education for Social Cohesion and Education for Global Participation

(M:'nisrry of Education, 1991). (Discussed further in 2.2)

Y Education for tomorrow: The 1991 education reform, 1991; La Reforme de I'Education: D:’aguos!fc—
Restructuration-Priorites, 1978; Le Plan Sectoriel et lu Reforme de P'Education aux Seychelies 1982-
1986, 1982; Triennial Report of the Education Department for the years 1965-67, 1967,



1.1.2 Evolution of Teacher Education

The Colonial Report of 1945-1951 noted that the shortage of good teachers was one
of the principal hindrances to the development of education in the Seychelles
(Colonial Office, 1951). Consequently a teacher training centre was opened in 1945
and two travelling teachers were appointed to move from school to school
demonstrating and advising on methods of instruction. Vacation courses on leaching
instructions were also organised (Colonial Office, 1951). During that same period a
supervising teacher together with the Director of Education organised and conducted
part-time feacher training® courses al the centre. In 1959 the new Teacher Training
College (TTC) was opened. The college started to function part-time from June until
October of that same year, when full-time courses were introduced. The course

comprised three years of college-hased study plus a further year of upgrading referred

© . to as ‘pre-teaching’ (Education Department, 1967).

In 1983 the TTC became part of the Seychelles Polytechnic under the name of School
of Education and Community Studies (SECS). Trainee teachers were enrolled for a
three-year or two-year course in primary and secondary teacher training, respectively.
Certification was in the form of a Diploma in Education for Primary or Secondary.
The secondary course was most often followed by a tw'o—ycar overseas university

study to obtain a Bachelor of Education degree.

In 1999 there was major change in both teacher training and Nationa! Curriculum in
Seychelles. The Curriculum Develcpment Section (CDS), which used to be a
separate section in the Ministry of Education responsible for curriculum development
and evaluation, merged with the School of Education to become the National
Institute of Education (NIE). The contents and structure of the teacher education
programme was, however, unchanged, In 2000 a review in the primary teacher
training course was undertaken, upon which the course was duly extended from three

to four years duration and its content was modified. This review did not extend to

* To be noted that the term *teacher training’ was the majbf term used for teacher education until the
" last education review in 1998. From 1998, the term ‘teacher education’ replaced that of "teacher
training’ :



secondary teacher education. In focusing on the secondary context, the study reported

here was thus extremely timely.
1.2 The Significance and Purpose of the Study

Education is one of the most important concerns of every developing society. The
following education policy statement confirms that it has always’ enjoyed prio_rily |
status on Seychelles’ improvement agenda:

Teacher education will be built on a sound understanding of society in
Seychelles and of the evolution of the education system in the context of
the changes within that society. Teacher Education and training will be
delivered through the unified system which promotes life-long learning,
with infiial and in-service training being viewed as a continuum.

(Ministry of Education of Seychelles, 1991, p. 13).

In Seychelles the development of education is intended to respond to the demands of
an evolving society and contribute to the further development of that society. The
education reform of secondary education in 1998 stated that “a bolistic approach is
called for, aimed at developing intcgrated, positive and effective education
environments, high quality — all-round evolution, not just structural evolution”
(Ministry of Education, 1998, p. 3). Yet, while considerable attention and resources
have been directed towards reform of the school cumiculum and specifically, the
introduction of a new National Curriculum in the Seycheiles, the training of teachers
has remained largely untouched. The various education reforms (in particular those
of 1991 and 1998) concentrated on the infrastructure and adjustments to the National
Curriculum. Teachers are key to successful implementation of the curriculum, the
development of responsible citizens, life-long leamers and a learning society.
Teacher education (initial and continuing) has an undeniably crucial role to play in the
achievement of aims for education in Seychelles. The absence of recent review of
secondary teacher education is notable as is the absence of research focusing on

teacher education.

This study set out to explore the approach to learning and the development of learners
in the current secondary teacher education programme of Seychelles, and specifically
investigated the extent to which it is aligned with the visions established in

government policy, (and embedded in the National Curriculum) for the transformation



of secondary education, development of leamers, learning communities and a leaming
society. I, as the author, have worked in education for the past two decades. I have
developed a breadth of knowledge as a result of my work firstly as primary and
secondary teacher and subsequently as a history curriculum developer. In the latter
role 1 was involved in the development, monitoring and evaluation of the history
curriculum for secondary schools. In 1999 when the Cumiculum Development
Section of the Ministry of Education merged with the School of Education to become
the National Institute of Education, I started working as a lecturer, while maintaining
my responsibility as a curriculum developer. I have, therefore, been involved in the
training and monitoring of both pre-service and in-service teachers, the development
and implementation of the new national curriculum and the review of both the
Nationa! Cumriculum and the primary teacher education course in 2000. Whilst
witnessing this major review of the primary course, | was eager to see a major review
in the secondary teacher education programme. Instead there was a slight and
somewhat Impromptu modification to the secondary course. This situation has
promulgated my quest for investigating the teachers’ and students’ perceptions about
the practical state of teaching and learning vis-a-vis the introduction and application
of the new national curriculum, and the influence of the current teacher training
program upon such teaching and leaming. My hope is that the results of this study
will contribute to the enhancement of teacher education and education more broadly
in the Seychelles. While the study is specifically focused upon Seychelles, its
significance undoubtedly cxtends to international academic and professional
communities. Many of the issues addressed are of intemational relevance and

interest.
1.3 Focus and Scope of Study

The fact that there has been little research in teacher education in the Seychelles
generates a host for prospective agendas for studies. The focus of this study has been
the development of learners and learning in the current secondary teacher education
programme, This focus was chosen to maximise the extent to which the study
connected with broad visions for education in Seychelles and specifically, the hopes
embedded in the introduction of a National Curriculum. The short time span for this

study and resource considerations, including distance and cost, has necessarily



restricted the scope of the __stu'dy._- Funherdetalls of methodology are discussed in

“ chapter five.

| 1.4 Research Questions

_ The main research questions and sub-questions established for the study were:-

Research Question

Sub-questions

1. What visions for learning,
learners and society are expressed in
government policy of education and
the National Curriculum?

(a) What is the broad education policy
on secondary teacher education,
specifically with regards to learning
and leammers?

(b) What is the vision of and for
leaming and leamners embedded in
the National Curriculum as outlined
in ‘official text’ and in practice in
schools?

(2) How are these visions reflected
(supported, contradicted) in the current
secondary teacher education programme
in Seychelles. What modifications and/or
developments appear necessary to better
align secondary teacher education with
broad visions for education, citizens and
society in Seychelles?

(a) What is the vision of and for
learning and learners embedded in
current secondary teacher education
programme as ‘official text” and in
practice?

(b) Are there any apparent issues of
tension/contradiction in education
policy and developments across
education sectors and arenas with
regards to approaches to learning
and the development of lifelong
learners and a learning society?

(¢) If yes, what developments in teacher

education are needed to alleviate
them? '

In relation to all these questions, the investigation has looked at learning with

reference to the theoretical framework presented in Chapter 4.

1.5 Outline of the Thesis

The remainder of the thesis is structured as follows: Chapte_f 2 provides an o_verﬁew

of the policy issues regarding teacher education in Seychelles and describes the




current structure of the institute in relation to policy and curriculum. A literature
" review is then presented in Chapter 3 with an outline and analysis of the various
points of view on research publications related to teacher education in general and
specifically in relation to the approach to learning as well as leaming theories. A part
of the litcrature review has been dedicated to the development of lifelong learning and
learning communitics. This is followed by Chapter 4, which provides explanation of
the theoretical framework which underpinned and guided the study. In Chapter §
attention tums to methodological issues. Having discussed the paradigmatic stance
which has been adopted, the methods used for the collection of data, the stage/design
of the study and data analysis are discussed. Chapter 6 presents the findings from
both the documentary analysis and the interviews. Findings are discussed in Chapter
7 with specific reference to the evidence from the interviews and documentary
research, Chapter 8 provides recommendations and concludes the study by examining
issues highlighted by the research and identifying areas for future research based on

the findings.



CHAPTER TWO: Context of Study

2.1 Policy Priorities for Education in Seychelles

As stated in the education policy review of 1991, the mission statement of the
Ministry of Education of the Republic of Seychelles is “to build a coherent and
comprehensive system of quality education and training, reflecting shared universal
and national values, which will promote the integrated development of the person and
empower him/her to participate fully in social and economic development” (Ministry
of Education, 1991, p.1). The review of the policy in 1991 was considered a major
undertaking intended to motivate pupils, teachers and parents in education, to make
education more cost effective and also to raise the standards of education at all levels,
This was later foliovred by a reform in secondary education which was implemented

in 1999(Ministry of Education, 1998).

In relation to teacher education, it has been clearly stated, as mentioned previously,

that:

Teacher education will be built on a sound understanding of society in
Seychelies and of the evolution of the education system in the context of
the changes within that society. Teacher Education and training will be
delivered through the unified system which promotes life-long learning,
with initial and in-service lraining being viewed as a continuum.
Classroom action-research will be actively promoted as one of the most
effective ways of ensuring that teachers constantly reflect on their teaching
and seek to perfect their practice. The habit of dialogue with peers on
professional matters will also be actively promoted.
{Ministry of Education, 1991, p.3).

2.2 Teaching, the National Curriculum and Teacher Education in Seychelles

The National Institute of Education (NIE) remains the sole provider of teacher
education in the Seychelles. The institute has two main functions: teacher education
and curriculum development. Apart from initial teacher education the institute is also
responsible (upon request of the Ministry of Education) for in-service courses for

teachers, Hence the present structure of the NIE is as follows:



Director NIE

b J

N

T

Assistant Director Assistant Registrar NIE
Curriculum Director Studies

Curriculum Team Course Heads of Student Welfare
Leaders Leaders Facuity Officer
Curriculum

teams Lecturers

Trainee Teachers

Figure I1: Structure of the National Institute of Education of Seychelles

There are five faculties within the institute:

Language Faculty (responsible for

Creole, English and French), Maths, Science, Information and Communication

Technology (ICT) and Environment Education Faculty, Social Science and

Educational Studies Faculty, Personal Social Education (PSE) and Physical Education

Faculty, and Technical Studies Faculty.

The Secondary Teacher Education Programme is a two year programme, after which

the graduate is awarded a Diploma in Education in the area of specialisation. The

table below shows the structure of the secondary course. The number of hours has

been modified in January 2004 from 4 hour sessions to 3 hour sessions, to create time

for additional units within the course.



Table 1. Secondary Course Structure of the Nationul Institute of Education

Year One Subject /NO of Hours Practicum

Term  One  (12-13 | Specialisation - 4x3hours per week 3 weeks

wecks) Educational Studics - 2x3hours per {Observation and
week Team Teaching)
Subsidiary subject - 2x3bours per
week

Term Two  (12-13 | Specialisation - 4x3 hours per week 4 weeks (max. of

weeks) Educational Studics - 2x3 hours per 18  periods  of

weck
Subsidiary subject - 2x3hours per
week

40mins a week)

Term Three (13 wecks)

Specialisation - 4x3 hours per week
Educational Studics - 2x3 hours per
week

Subsidiary subject - 2x3bours per
week

4 weeks (max. of
18 periods  of
40mins a week)

Second Year

Term One Specialisation - 4x3 hours per week 4 weeks (max. of
Educational Studics - 3x3 hours per 20 periods  of
week 40mins a week)

Term Two Specialisation - 4x3 hours per week 4 weceks (max. of |

“ Educational Studics - 3x3 hours per 20periods of
week 40mins a week)

Term Three Specialisation - 4x3 hours per week 3 weceks

Educational Studics - 3x3 hours per
week

(collection of data
for research)

The courses on offer vary from year to year according to both the demands of the

Ministry of Education and the number of students enrolled.

For their practicum,

traince teachers are placed in government secondary schools on the main island of

Mahé.

The following diagram illustrates the position of the National Institute of Education in

relation to the Education Policy, the National Cumriculum and schools, This will

facilitate understanding of the issues advocated in the study. Schools have been

placed at the top of the schema because this is where the National Education Policy,

teacher training competencies and the National Curriculum meet in a practical

context.



Schools

Hidden {}

Curriculum based National National
on old Syllabus <: Education :> Curriculum
system Policy
Secondary

Teacher
Training

Figure 2: Function of the National Institute of Education in relation to
education Policy, schools and curriculum

Government decisions about education and specifically, teacher education are
conveyed through the National Education Policy, which is promulgated through the
dictates of the Ministry of Education. The latter has the responsibility of getting all
stakeholders and education service providers, such as the teacher training institution
and schools, to implement this policy. The input/contribution of the National Institute
of Education is two-fold. It impacts upon schools through the training of prospective
and ‘n-scrvice teachers, and through its contribution to the design of the National
Curriculum.  The coherence of the two sections within the same institution was

explored in this study.

In considering the implementaticn of the National Curricuium, the old syllabus
system is a key issue. Most practicing teachers have been using the old syllabus for a
very long time. Undoubtedly, this is impacting upon the current practice of teaching
and learning through the newly-introduced National Curriculum (see Chapter 6 on

Findings). This situation is not exclusive to the Seychelles, as will be noted in the next

10



chapter along with other pertinent issues in both teacher education, education policy

and the national curriculum.
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CHAPTER THREE: Review of Literature

L1 Introduction

This chapter reviews literature pertaining to a number of key issues in teacher
cducation. It thereby aims to provide a comprehiensive background to the study. The
first section introduces the need for rescarch in teacher cducation. This is followed by
a review of literature highlighting the philosophics guiding policy development in
teacher cducation. From there the role of teacher education in relation o knowledge,
teaching and learning is reviewed. The next section brings to the fore the issue of
standards and professionalism in teacher education. The structure and curriculum of
tcacher training is reviewed next, after which the aspect of leaming in teacher
education, which revolves mainly around rescarch findings and policy dircctions, is
discussed. The literature reviewed is then brought 1o bear upon the issues of lifelony
learning and learning communities/socictics. The chapter concludes by sunumarising
the major issucs identified concerning the future development of teacker education

and that present agenda for research,

3.2 Teaching and Teacher Edncation: contemporary changes

In recent years rescarch and publications in teacher education have, in one sense, been
the preoccupation of many authors and rescarchers.  Various issues such as quality,
professional standard and policy have been the focus of discussions. Yet at the same
time, it is an arca acknowledged as lacking comprehensive rescarch attention and
critique. Evans (2002) pointed out that “as an arca of study, teacher development is
dominated by examination of issucs, while methods, on the other hand, are
comparatively under-examined™ (Evans, 2002, p. 123), while Ramsay (2000)
commented that “there is no shortage of good ideas in teacher cducation, but an

essential structure to turn them into reality is missing” (cited in Bates, 2002, p. 218).

Fullan (1993) points out that “teachers’ jobs arc more complex than cver before.
They must respond to the needs of a diverse and changing student population, a
rapidly changing technology in the workplace, and demands for excellence from all
segments of society™ ( p. 1). Helsby (1999) has similarly emphasized that, “across

the westemized world, new responsibilitics, new demands and new terms and

12



conditions of service are being imposed with increasing frequency as education is
reformed and schooling restructured (o meet the perceived needs of the twenty-first
century” (Helsby, 1999, p. 1). Therefore, it is not surprising that anyone involved in
teacher education would be acutely aware of the fact that the training of teachers has

become a contentious issuc (Scott & Freeman-Moir, 2000).

Ramsey {2000) has drawn attention to the need to also consider the influential aspect
of financing educational projects, and more specifically acknowledge that many
educational institutions are suffering from a lack of funding and restricted
infrastructure. Ramsey's concerns are reiterated by Bates (2002) who noted that
“while therc has been considerable upgrading of teacher education programs through
the efforts of the academics involved and their associations, the past two decades have
also seen a substantial diminution of the resources committed to teacher educalion”
(Bates, 2002, p. 217). The issue of resources to support teacher education is pettinent

in the context of Seychellces, and is discussed later in the study. (see Chapter 7).

A third issue which has been deemed to be one of the major impedinients to improved
teaching and learning performance is the reluctance to let go of ‘direct’ and teacher-
centred teaching in the teacher education context. This situation has prevailed partly
because the architecture and organisation of many formal institutions tend to promote
traditional pedagogics (Reid & O'Donoghue, 2001).  The sentiment cxpressed by
Bullough (2002}, who pointed out that teachers and teacher educators are both seen as
the source of much of the presumed failure of the schools, is not onc which is
confined only to the USA; it is a worldwide phenomenon (Cochran-Smith, 2001). It
is worth noting that a questioning finger has constantly been pointed at teacher
education. Cochran-Smith (2001) observed three competing agenda driving reforms

in teacher education: professionalization, deregulation and over-regulation (p. 263).

There has been much debate as to the comparative qualities and tenets of the three
competing agenda identified by Cochran-Smith (2001). Those who advocate the
professionalization agenda suggest that the appropriate outcomes of teacher education
are both its long-term impact and performance-based assessments of new and
experienced teachers. They are also concerned about high and consistent standards

for all aspects of teacher education programs (Cochran-Smith, 2001). Those who

13



advocate the deregulation agenda, regard long-term impact as an appropriate outcome
of teacher education as are scores on state-level teacher tests, which they see as the
primary gatekeeper into the profession (Apple, 2001). At the other end of the
spectrum there is this tendency for statc and federal policies to reform teacher
education through the over-regulation agenda with ‘high stakes’ teacher tests as the
most important outcome of teacher education, and state control of inputs of tcacher
education through prescription of multiple aspects of teacher preparation programs
(Cochran-Smith & Dudley-Marling, 2001). However, there is little empirical
evidence on the cffects of these agenda in enhancing teachers’ leaming, improving
professional practice and increasing students’ leaming (Cochran-Smith, 2001).
Moreover, whencver approaches to teacher education arc analysed in relation to issues
of reform, they seem to be found wanting, especially when the wider society is also

taken into consideration, as exemplified by Cochran-Smith (2001) and Bates (2002).

Reid and ('Donoghue (2001), who examined three prominent approaches to teacher
education, argue that each approach fails to address the scale of the changes that are
taking place in our societics. The approaches that they referred to are: the basic
knowledge and skills approach; the skilled artisan approach and the professional
competence standard approach (p. 5). The basic knowledge and skills approach posits
a lack of tecacher skill and knowledge as the cause of student and institutional failure.
For example, in Califomnia the state government is proposing to assess graduates and
student-teachers from teacher training programs using tests which assess technical
skills such as lesson planning and classroom management, as well as detailed
knowledge of the state’s mandated curricuium. In England, the Labour government
introduced a national curriculum for primary and secondary teacher education
involving four subject areas: English, Maths, Science and Information and
Communication Technology (Furlong, Barton, Miles, Whiting, & Whitty, 2000, p.
152-156). Also in the UK, the government has established a set of national standards,
in the form of very defailed descriptions of what is considered to be an efficient and
effective classroom teacher. However, little consideration is given to the nature of the
contemporary world and the resources that people need to navigate their way through
the many options that are present in everyday life, nor iz there an acknowledgement of

the provisional/unfinished nature of knowledge.

14



The skilled artisan approach constructs teaching as a skilled practical activity which is
best learned on the job. This model assumes that the best way to improve the quality
of teaching is to place novice educators alongside classroom practitioners to learn
practical classroom skills. Therefore, it tends to draw a sharp distinction between
theory and practice, privileging the latter and by implication denigrating the former.
Arguably, such an approach is not well positioned to mect the complex demands of
contemporary times, Hargreaves (1997) observes that the aim of school-based teacher
preparation is “‘not to enrich collaboration and collegizality but to return teaching to an
amateur, deprofessionalised almost premodern crafi, where existing skills and
knowledge are passed on practically from expert to novice, but where practice can at
best only be reproduced, rather than improved” (p. 106). In contrast to the two
approaches highlighted above, the professional competency standards approach
identifies the knowledge, skills and attitude that good teachers should p-ssess and

describes them in terms of competency standards.

Given that there seems to be a lack of cohesiveness amongst competing agenda and
teacher education approaches, it is pertinent to address the concerns described hitherto
with respect to the quality of teacher education provided, the reciprocal professional
standard emanating from it and the policy which guides its application {Cochran-
Smith, 2001). This demands that we engage with the philosophies, views and
subsequent images guiding the policies and practice underpinning teacher education

and informing its reform.

3.3 Philosophies and image of teacher education guiding policy development

Bartell (2001) has pointed out that “for too long we have ignored the vital connection
between policy and practice in teacher education™ (Bartetl, 2001, p.189). This could
be due mostly to the low internal consistency of the elements involved in teacher
education, prompting Elliot (1993), in the same vein as Fullan (1993) and Helsby
(1999), to reiterale the fact that, “teacher education appears to be currently lacking in
coherence and continuity” (p.1). Elliot (1993) identified three quite distinct
philosophies of tecacher education as variously underpinning current practice: the

platonic or rationalist view; the social market view, and the hermeneutic view,
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The platonic or rationalist view implies that the initial education phase gives priority
to the development of theoretical understanding, and opportunities to demonstrate an
ability to apply them appropriately in practice (Elliot, 1993, p. 16). However,
Hargreaves (1990} commented that this is a highly individualistic image of the
teacher. In the ‘social-market’ view of teacher cducation, the outcomes of
professional learning are construed as quantifiable products which can be clearly pre-
specified in tangible and concrete form (Elliot, 1993, p. 16-17). If product is the main
focus, it has to have markets and consumers. Therefore, the social-market perspective
views schools as consumers and teacher education as the market. The hermeneutic
view of teacher education is based on situational understanding, which implies that
practice is grounded in interpretations of particular situations as a whole and cannot
be improved without improving these situations (Elliot, 1993, p. 18). In that sense
Elliot noted that “teacher education becomes largely a matter of facilitating the
development of teachers’ capacities for understandings as a basis for wise judgement
and intelligent decisions in complex, ambiguous and dynamic educational situations™
(Elliot, 1993, p.19). It is the social market view which has impinged upon the
transformation and application of teacher educational practices in the UK, in

particular, and can also be seen to be impacting on developments in other countries.

Each of the above views gives rise to a particular vision of the role of teacher
education vis-a-vis the interaction of knowledge, teaching and learning. The platonic
or rationalist view of teacher ecducation targets the development of rationally
autonomous professionals. In the social market view the individual’s training needs
arc identified by the school, which also controls the provision for the training (Elliot,
1993). In contrast, “the hermeneutic perspective and ité principle of situational
understanding have implications for a teacher education curriculum, and continuity
and progression in professional learning” (p.19). These contradictory views have
encouraged policy makers to look to a variety of altermatives for reforms in teacher
education, which at times have not necessarily produced much change (Elliot, 1993,
Bartell, 2001, Helsby, 1999). Alongside differences in philosophy, there are other
pressing issues in teacher education which are worthy of discussion and that are also
relevant to the context of Seychelles. Demands for a larger quantity of teachers has
come at the same time that we are asked to produce a cadre of more highly qualified

teachers who are more attuned to the needs of today’s schools. This brings to the fore
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an emphasis on ‘standards’ and also gives rise to questions about what teacher

knowledge is needed for the teaching profession of the 21* century.

For Fullan (1993), teacher education is inclusive of an ethos of constant inquiry and
collaboration on local and global scales, with education faculty working with their
colleagues from their own institution. Similarly, Wasley (1991) noted several factors
contributing to the need for significant renewal efforts in teacher education programs:
the changing circumstances of children’s lives; a growing knowledge base related to
the critical influences of cultural variations; the changing nature of training in many
institutions around the world, and the changing perspectives on knowledge and forms
of communication available through technologies (Wasley, 1991). For such a vision
and its related elements to materialise, sustain jtself and endure changes promulgated
by reform implications, it has to have an influential ‘vehicle’ to convey its aspirations
and catalyse its progress and application (Fullan, 1993). According to Reid and
0O’Donoghue (2001), print literacy has been that vehicle, which has been carrying this
vision forward. They contend that, “the traditions and practices of print literacy
continue to dominate in educational institutions, even while the emergence of
electronically based digital culture is reshaping how people live their lives (Reid &
O'Donoghue, 2001, p.3).

3.4 The Issue of standards and professionalism

No commentary on contemnporary developments in teacher education can afford to
ignore the mater of ‘standards’, since they are a now established discourse in
intemational arenas of teacher education and in related policy development
(Bullough, 2002). Beyer (2002) pays particular attention to the problem of standards

when he argues that:

teaching and the preparation of teachers is again being positioned as
something like a science, now to be generated by an adherence to content
and developmental standards and cvaluation practices that guarantee
results, and are underwritten by accreditation agencies such as the National
Commission for the Accreditation of Teacher Education.

(p. 240)

The issues of standards and professionalism are undoubtedly contentious. At one end
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of the spectrum are those outside education, who espouse ‘standards’ as one of those
cogwheels in the teacher education machine, which would not only help in
safeguarding this ethos of constant inquiry and collaboration on local and global
scales that Fullan (1993) talks about, but alse ensure the smooth interaction of the
respective knowledge, teaching and learning. There are then those who warn that a
focus on standards would be detrimental to the quality of teaching and learning.
Hence, it is a thorny issue, which has sparked considerable debates pertaining to
teacher education. In Beyer’s (2002) view, a focus on standards fails to take up the
central questions that need to frame teacher education. He therefore declares that
standards are not the answer, because what is generally missing in the current reform
era is a larger body of lilerature, drawn from inside the field of educational studies as
well as from other disciplines that would enable students to develop a theory of
teaching and a theory of education (Beyer, 2002). In support of Beyer’s views,
Bullough (2002) observed that pre-service teacher education programmes are under
growing pressure to recast themselves around explicit and measurable standards,
competencies and performance evaluation systems (Bullough, 2002). Internationally
the call for standards and the establishment of a regime of verification has gathered
momentum. Australia is a case in point, as observed by Bates (2002). The
development cannot but have an impact on teacher education as graduates are
required to display knowledge of such standards and the programs by which they are
seen to be achieved. The impact is two-fold. Firstly there is a call for higher levels of
disciplinary expertise, and secondly there is a call for much higher levels of
professional (pedagogical) expertise (Bates, 2002, p. 219). Although it is clearly
desirable to produce ‘effective teachers’ (however that is defined in a particular
context), the extent of attention on standards seems inappropriate, the impression
being that teacher education reforms are being driven by policy makers outside
education (Beyer, 2002; Bullough, 2002).

The arguments raised by Bullough (2002), Beyer (2002), and Bates (2002) are
supportively summed up by Blackwell (2003), who also commented on the issue of
teacher education in relation to quality of teachers in schools by stating that, “just as
the education system is not organised to ensure every student a high-quality teacher,
neither is it organised to ensure that every prospective teacher studies in a high-

quality teacher education program that results in high quality student learning”
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{Blackwell, 2003, p. 363). Although it is acknowledged that “the skills, attitudes and
practices of classroom teachers are inextricably linked to the pre-service preparation
they receive™ (Eifler, Potthoff & Dinsmore, 2004, p.92), another point against the
‘Standards Movement’ is that, “despite that strong cnnnection, the systematic
restructuring of teacher education programs necessary to improve the preparation of
teachers, as well as to meet our own professional standards, is a relatively new

concern” (Eifler et al., 2004, p. 92).

In addition to the standards issue being seen as arguably a stumbling block in the
development of teacher education, there is the question of academic content and the
pedagogical content. It has been noted that teacher training as practiced at university
level is often faced with the problem of academic conient being divorced from the
pedagogical (Ma, 1999). The ramifications resulting from such a situation could have

far reaching effects upon teacher education.

3.5 Structure and Curriculum of Teacher Education

A point raised by Bates (2002), which is significant as an issue in teacher education in
general, is the fact that:

Students are increasingly encouraged to get their disciplinary degree and
then add the pedagogical knowledge. However, what this clearly leads to
is the accumulation of disciplinary knowledge without any consideration of
its pedagogical form or its relation to the school curriculum., Thus, while
students learn their discipline they may well not learn much about what it is
they will have to teach.

{p. 219)
This suggests a lack of coherence berween the content and practice of the teacher
training program, and the type of teaching and learning desired through
implementation of the national curriculum. Ma (1999) has already provided research
evidence that primary teachers trained in the way described by Bates (2002)
eventually find it difficult to teach for sense-making, a fundamental goal of
contemporary educational curricula. In a comprehensive longitudinal study carried
out between 1986 and 1990, the National Centre for Research on Teacher Education
(NCRTE) found that majoring in an academic subject in college does not guarantee
that teachers have the kind of subject-maiter knowledge they need for teaching.
Teachers who majored in the subject they were teaching often were not more able

than other teachers to explain fundamental concepts in their discipline (NCRTE,
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1991). The NCRTE researchers proposed two explanations; collcge courses present
content as facts, therefore students remain unsure of meaning, significance or
connections and secondly there is little alignment between the content of college

courses that prospective teachers take and what is taught in schools (NCRTE, 1991).

The NCRTE’s explanations are reflected through Millnick and Pullen’s (2000)
observation, which pictures teacher education as requiring “institutional commitments
to a special set of demands that go beyond the ordinary norms of academic life”
(p-273). They advise that, “clearly, colleges nced to reassess their commitments to
the education of teachers and have the courage to dramatically restructure
underperforming programs or to close them if they are unable to make the changes
needed to ensure teacher quality” (Millnick & Pullen, 2000, p.273). Similarly, the
evidence coming out of a study carried out by Darling-Hammond (2000} indicatc :hat
teachers who have had more preparation for teaching are more confident and
successful with students than those who have had little or none. A very striking result
of her research emblematises what others such as Ma (1999), Millnick and Pullen

(2000), and NCRTE (1991) have discovered in their own quest; that;

reforms of teacher education creating more tightly integrated programs
with extended clinical preparation interwoven with coursework on learning
and teaching produce teachers who are both more cffective and more likely
to enter and stay in teaching.

{Darling-Hammond, 2000, pp. 166-168)

Such findings are consistent with research findings by Pierce & Kalkman, (2003),
McCombs and Lauer (1997), Bentley (1998), Comford (1999), Young (1998),
Latham (2001) and Quicke (1999), all of whom are in favour of a new learning
agenda for teacher education, based on a more tightly integrated teacher education

program. This in turn calls for new dircctions in mapping relevant policies.

3.6 Learning in Teacher Education — research findings and policy directions

While a number of research findings address teacher education in general, research
focusing on the approach to learning in teacher education is almost non-existent.
Pierce and Kalkman (2003) are a rare example of the latter and provided some very

sound advice. Pierce and Kalkman (2003) believe that “applying thc Learner-
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Centered Principles in teacher preparation programmes and courses provides teacher
educators with opportunities to model effeclive leamer-centered practices «nd
promote student motivation and leaming” (p.127). Learner-centred curriculum is now
en vogue with many proponents such as McCombs & Lauer (1997) who are cited by

Pierce and Kalkman (2003) in explaining that:

Learner-centered practices in higher education are defined by factors
similar to those identified through elementary and secondary
assessments. Al levels consider educators’ efforts to (a) establish
positive personal relationships, (b) honour students’ ideas and opinions,
(c) facilitate higher order thinking, and (d) address students’ individual
needs and beliefs.
(p. 127)
Although the shift away from a teacher-centred curriculum to one which is more
student-centred is advocated by many, some authors advise against over-indulgence in
the latter tendency. For instance, with reference to learner-centred curriculum,
Young’s (1998) argument is focused on the limitations of approaches that over-
emphasize the active role of learners. He notes that the question remains as to what
value would be attached to qualifications that depend less and less on teaching. Even
among strong proponents of the learner _entred approach there is a note of caution,
although they are very much in favour of this trend, since they believe that, in higher
education, the identified practices focus more strongly on expectations that students
will take responsibility for self-regulated leaming (McCombs, 2002; McCombs &
Lauer, 1997; Pierce & Kalkman, 2003). Hence, if carefully orchestrated, the learner-

centred approach is seen as a great improvement over the teacher-centred one.

Similarly, Hewett (2003) argues that the integration of the mastery approach to
teaching and leamer-centered education enhances the preparation of future teachers,
whilst Slaughter (1996) refers to ‘futures’ study as an educational strategy, where the
curriculum is the fundamental means by which the objectives of ‘futures’ education
will be transmiited and realized. This ‘new’ trend is placing the emphasis on the
importance of an integrated curriculum, seeking to move beyond the discrete,
discipline oriented system of traditional curricula to a broader, interdisciplinary
approach (Slaughter, 1996). The aim is primarily to produce lifelong leamers who
would be more independent in dealing with information than the majority of their

counterparts from the teacher-centred era.
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3.7 Goals for Teacher Education: Lifelong learning and learning societics

The idea of the creation of a ‘learning socicty’ dates back to the 1970s, but has
become the focus of political agenda in educational issues for the past decade. As
early as 1972, Faure stated that, “if leaming involves all of one’s life, in the sense of
both time-span and diversity, and all of society, including its social and economic as
well as its educational resources, then we must go even further than the necessary
overhaul of educational systems until we reach the stage of a leaming society; these
are the true proportions of the challenge education will be facing in the future (Faure,
1972, pp. 33-34). Quicke (1999}, points out that:

All societies have their curricula and in a sense all socicties are leaming
societies, but in the era in which we live the term ‘leaming society’ is used
to describe a new kind of society where every citizen is and should be more
reflexive about the processes of learning and more aware of the nced to
engage actively in the construction of ‘good’ learing communities.

{p.- 1)

Young (1998) further refers to a learning society as “one which in addition to offering
part time adult education to every man and woman at every stage of their life, has
transformed its values in such a way that learning, fulfilment, becoming human...,
become its aim and all its institutions are directed to that end” (Young, 1998, p. 140-
141).  Another comment which Young (1998) made, is that:

The idea of a learning society, as well as the associated ideas of an
information society and a skills revolution reflects real economic changes
and at least a partial recognition that the mode of production and the
conditions for the profitability of European companies have changed.

(p. 141)

Bentley (1998) adds to the discussion, by proposing lifelong learning as:

A new vision which involves shifling the way we see education from a
separate sector of society to a culture which infuses every scctor, linking
together individuals, communities and institutions through diverse,
overlapping networks of learning relationships. Education is no longer the
one-way transmission of information and knowledge, but the patterns of
interaction which allow us to acquire new information, develop the
disciplines which can lead to greater understanding, and discover shared
meaning through mutual comprehension.

(p. 187)

The argument being put forward by Bentley (1998) on life-long learning is that there

are two crucial tests of an effective education system: how well students can apply
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what they learn in situations beyond the bounds of their formal educational
experience; and how well prepared they are to continue fearning and solving problems
throughout the rest of their lives. Cornford (1999) pointed out that lifelong learning
must be conceived of as lcarning which occurs over the entire lifespan, if the terms
are 1o have real meaning. He cmphasises the importance of cognitive and
metacognitive skills in the development of learners.  Conceming implications for
teacher education, Cornford {1999) noted that **effective tecaching of cognitive and
metacognitive skills for lifclong learning will only occur when teachers themselves
have the knowledge, skills and confidence lo engage in teaching them effectively” (p.
108).

Quicke (1999) is of the view that, “since change occurs so frequently and such a great
deal is at stake, the family and parenthood should clearly have a central place in the
curriculum  for lifelong leaming” (p. 113). Although not directly mentioning

parenthood, Bentley (1998) alludes to 1ts influence when he argues that:

If we want people to be able and motivated to leam throughout their lives
... developing the motivation, the depth of understanding and the personal
discipline required to understand in-depth is surely the more imporiant
priority for education during childhood and adolescence. Deep disciplinary
understanding also implics the ability to make connections between
subjects, and to make reflective and general observations, helping to lay the
foundations for understanding new disciplines later in life.
(p. 136)

This emphasises the importance of the education professional in the laying of
foundations of knowledge and skills that would be required throughout life, which

brings into play the relationship between school and non-school learning as

expounded upon by Young (1998), who noted that:

Although more importance must be given to learning at work, leaming
outside school and in adult life generally, the crucial implication of this
shift in emphasis for educational policy and theory is the new relationships
between school and non-school leaming which need o be developed.

p.2)

Given that lifelong learning is a concept interwoven with the leaming community,
Young's (1998) view is another very important element in the development of

lifelong leaming — “partnership or collaboration or networking” as referred to by
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Latham (2001, p.62). Young (1998) also suggests that “if teachers are to be required
to introduce ideas about lifelong learning to their pupils, they toe will have to see that
lifelong learning will be at the heart of any future teacher professionalism” (p. 164).
Consequently, the chailenge of the development of lifelong leamning, learning
communities and learning societies is perceived as a complex one which requires the

efforts and commitments of all pariners concerned.

3.8 Visions for Teacher cducation: Michacl Young (1998)

Michael Young (1998) is one of the few authors to make connections between
education policy, teacher education and curriculurn, with a focus on ‘futures’ for
learners and societies. Young has based his most recent text ‘The Curriculum of the
Future’ on papers published on curriculum over 25 years and grounded in his own
professional experience. He has pointed out that how governments respond to global
economic change will in part reflect the view they have of how their institutions need
to be modernized (Young, 1998). With refercnce to modemization, Young refers to
technocratic and reflexive modernization. “Technocratic modernization refers to how
western and other countries responded to the global economic crises of the 1970s and
1980s and the awarencess that allowing the process of modemization to evolve as it
had in the previous decades was no longer adequate” (Young, 1998, p. 159). Onthe
other hand, ‘reflexive modernization’ is an expression of the growing recognition that
technocratic approaches to modernization create problems that they cannct solve
(Young, 1998, p. 159). This is also supported by Quicke (1999), who observed that
“the new times we live in are still modem times, albeit a new form or phase of
modernity which might be called reflexive modernity” (p. 5). With reference to the
weakness of the technocratic modernization, he stated that, with its priority of greater
control, it has created new problems such as teacher demoralization which may
account to the drop in the recruitment of new teachers (Young, 1998). This required
a shift 10 a policy of extending the process of public learning both internally amongst
those involved professionally in education and in the relations between educational
professionals and others with an interest in cducation. It would involve the
development of new types of feedback leaming between teachers and students,
between staff at different levels in a school hicrarchy, between schools and their

communities, between schools and universities and between the education profession

24



as a whole and the government (Beck, Giddens, & Lash, 1994; Hake, 1999; Young,
1998),

The shift to reflexive modemization will require a chift in the approach to teacher
education. Young (1998) proposes four core issues as the reference point for our
‘rethinking’ of teacher education programmes and provision: the concept of learning,
the organization of knowledge in the teacher education curriculum, relationships
between schools and universities and the responsibility of accountability and
accrediting teacher competence {p.164). This puts leaming at the centre of teacher
education. In the next chapter [ describe further aspects of Young's (1998) work that

will provide the central theoretical reference point for the study.

3.9 Chapter Summary

While literature has given considerable attention to teacher education, there is a lack
of empirical cvidence on most of the issues being addressed by the various authors,
Virtually every state has given significant attention to issues like improved standards,
more accountability, better teacher education curriculum which will lead towards the
development of a learning socicty. Hence, Young's (1998) vision lowards a
modemized teacher education encompasses these buming issues. The next chapter
will provide an overview of the framework bascd on Young’s (1998) perception of a

moderniscd teacher education.
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CHAPTER FOUR: Theoretical Framework

4.1 Introduction

The fact that learning is one of the key elements influencing economic, cultural and
social life of any society is a well-accepted phenomenon. As pointed out by Beyer
{1989}, ‘‘the paramecters for teacher education focus on the creation of and adherence
to more demanding national standards, a focus on using education to improve the
quality of social and economic life , and an increased emphasis on student learning”
{my emphasis) (cited in Scott & Freeman-Moir, 2000, p. 25). Woelfel (2003) has
specifically advocated the development of learner centered teacher education, which
is referred to as the perspective that couples a focus on individual learners and

learning.

The literature reviewed has not identified a model of learning in teacher education
which encompasses its links with the education policy and the national curriculum.
Rather it has provided valuable insights into prospective elements of such a model.
Hence, the model which informed the development of this study has drawn upon and
sought to effectively amalgamate conceptualizations developed and presented in work

focusing on learning, education policy and curriculum.

4.2 Young’s (1998) framework of Learning in Teacher Education

As indicated in the previous chapter, the study has taken a substantive, theoretical and
methodological lead from Michael Young {1998). His work is the centerpiece of the
investigative framework, Young (1998) proposes the rethinking of leaming in three
ways and in so doing, presents three clear reference poinis for the exploration of
learning in teacher education. The recommended rethink is:
¢ in relation to what teachers need to leamn and how their initial training can
prepare them for seeing the promotion of lifelong learning as being the centre
of their future roles as teachers;
e in relation to the form and content of leaming in teacher education;

e to prionitize learning as a social process,
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Figure 3 below represents the model of learning in teacher education according to

Young (1998).

[ Learning in Teacher Education ]

| |

[ Promoting lifelong learning ] [Form and content of learning } l Learning as a social process ]

VAR V4 !
What? How? Learning Reflection Schools prioritize

Obiectives on practice tearning for pupils
' and stafl

Figure 3: Diagram showing Young 's(1998) approach to learning in teacher education. (author's

representation)

With reference to the form and content of leamning, Young (1998) proposes that “this
would involve identifying those learning objcctives achievable through school-based
apprenticeship and reflection on experience and those requiring student teachers to
have access to systematic bodies of theory and research”™ (pp.164-165). He further
emphasizes that “schools generate practical knowledge in their everyday activities
which can be the basis for both student and career teachers to learn, however, both
groups need theoretical knowledge in order to be able to conceptualize how to change
their practice in response to new demands” (p. 165). In relation to learning as a social
process, Young (1998) believes that “if teachers arc to learn from the experience of
being in schools, schools themselves have to prioritize lcarning, not only among their
pupils but among their staff (p. 165). So in line with Young’s (1998) perception of
learning in teacher education, this study adopted a social-constructivist view of

learning.

4.3 Conceptualising Education Policy

Learning in teacher education has been the main focus of this study. In order to

successfully address the linkages between teacher education, curriculum and
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education policy, the study embraced a number of conceptual insights that arise from

theoreticaily focused work in education policy, sociclogy and curricular studies.

Stephen Ball and colleagues have been leading figures in the development of work in
the area of education policy sociology for a decade and a half. Ball (1990) has
explained that policies project images of society and cducation policies thus project
definitions of what counts as education in this society (Ball, 1990, p. 3). His analysis
explored three dimensions of education policy making derived from Althusser (1969);
the political, the economic and the ideological dimensions (p. 9). The framework
feads to a dynamic portrayal of education policy in relation to the economic, political,
ideological and social context. Education policy is thus conceptualised as both
dynamic and ‘unfinished’. It is also in a dynamic relationship with the political,
social, cultural and economic contexts from which it has arisen. Discourses (and
discursive resources) are key in the process and therefore should be in any analysis of
it. Discourse conceptualised here encompasses what has been written or said, what
has not, and the power relations that are embedded in and reflected by language and

texts (Ball, 1990; Bottery, 2000; Gale & Densmore, 2000).

Using the three dimensions proposed by Ball (1990), the study has investigated the
economic influences upon the education policy, the funding of cducation and agenda
for its contribution to socicty. At the political level the study has looked at the form
of governance of education and its influence on developments. The ideological
dimension has been reflected in pursving the ways in which education policy is
conceived of and how education is perceived in the social development of the country.
The study has highlighted the many and varied discourses at play in policy and
curriculum development arenas relevant to teacher education and has explored their
respective influences upon learning in teacher education in Seychelles (how it is

concerned, represented, approached).
4.4 Curriculum Concepts

As stated by Karen Zumwalt (1989), knowledge of curriculum is by definition
central to the professional teacher and an essential orientation for all professionally

responsible beginners (p. 174). Yet curriculum, like policy, remains a contested
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concept that can be conceptualised in various ways, in turn leading to notably
different lines of inquiry and modes of research. As in the case of ‘policy’, this study
will explore curriculum as process not product, and furthermore, in line with Young
(1998) and others (such as, Edwards & Kclly, 1998; Quicke, 1999) as a social and
socially transfonmative process. In distinguishing this conccptualization, it is
appropriate to acknowledge the work of several curriculum writers (Bemstein, 1990;
Grundy, 1987; Habermas, 1972; Print, 1993; Ross, 2000) and the theoretical insights
that they have provided.

Drawing upon Bernstein’s (1990) seminal work on curriculum, Ross (2000) provided
an overview of the contemporary curricula, which he noted to be a mixture of three
types, the content-driven curricula, the objectives-driven curricula and the process
dnven curricula. The content-driven curricula are the curricula of clearly demarcated
subjects, classified by both content knowledge and by the discourse specific to each
discipline (Ross, 2000, p. 3), while the objectives-driven curricula “requires the
structure and content of cducation to be directly relevant to the needs of society and in
particular to the needs of employers™ (Ross, 2000, p. 6). In this type of curriculum,
objectives that meet specific needs for competencies of society, of the economy or of
the individual are specified in advance and a curriculum is drawn up to achieve these
objectives (Ross, 2000, p.116). In contrast the process-driven curticula refers more
to a school-based curriculum, where “the teachers and the lcarmners develop the
curriculum to be leamed together, based on the leamners’ interests and capacities”
{Ross, 2000, p. 137).

Using Ross’ (2000} typologies, the investigation will consider the extent to which the
teacher education curriculum and National Curriculum in the Seychelles can be seen
to be content-driven, objectives-driven or process-driven — and again make

recommendations for future developments.

Bemstein (1971, 1990) presented two concepts as key tools for curriculum analysis;
classification and framing. Classification relates to the construction and maintenance
of boundaries between curriculum contents, their inter-relationships and stratification
{Bemstein, 1971, p. 88). Framing relates to the relative degrees of control possessed

by the teacher and student in the transmission/teaching/learning of knowledge
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(Bernstein, 1971, pp. 88-89). Both classification and framing may be relatively strong
or weak. According to Bernstein these two concepts underpin contrasting types:
collection and integrated (see Appendix A). The table below details the shift from
collection to integrated curriculum types as described by Hoyle (1976). Collection
types are characterized by strong classificalion and strong framing. In contrast
integrated type features weak classification and weak framing (see also Ross, 2000, p.
99).

Table 2: The movement from a collection type of curriculum to an integrated

curticulum
Collection type — Integrated type
Content of curriculum | Distinct subjects —  Enquiry-based approach
to topics and themes
Organisation of Fixed timetable —  Flexible timetable
teaching/leaming

Arrangement of pupi! | Streamed/setied by ability —  Mixed ability
groups

Choice given to pupils | Strictly limited —  Wide

Assessment of learning | Single mode (usually —  Multiple mode (including
formal written coursework, teacher
examination) assessment)

Teachers” control of | Hierarchical —  Interpersonal

pupils

Teachers’ rolcs Staff are independent of  —  Staff relate to each other
each other in interdependent teams |

After Hoyle, 1976, p.20

The concepts of classification and framing and the related curriculum typology has
been employed in critical analysis of the form and content of teacher education
programme, in the national curriculum for schools and also in raising issues about

prospective development in teacher education,

4.5 An integrated framework: learning, curriculum and education policy

The mode! below represents a guide for the study of the development of leamers and
learning in teacher education in Seychelles incorporating the linkages with education

policy and curriculum.
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Figure 4: Model for analysis of learning in teacher education and its linkages

with education policy and the National Curriculum

The model can be interpreted as follows;

1. Leaming in teacher education being the main focus of the investigation has
been placed in the middle. In hine with Young’s (1998) model of Icaming
in teacher education the development of lifelong leamers, the form and

content of learning and leaming in schools will be explored.
2. Learning in teacher education will be explored in relation to the

curriculum in teacher education and in schools. Bemnstein's (1990)

concepts of classification and framing and Ross’ (2000) curriculum types
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will be used in the investigation and analysis. Ross’ (2000) curricuium
types will be used to guide judgment of whether the national curricuium
and the teacher education curriculum are content-driven, objectives-driven
or process-driven. Bernstein’s (1990) ‘classification’ concept will be used
in describing and discussing issues of content and structure of the teacher
education curriculum and the national curriculum. The concept of
‘framing’ will help to guide discussions on pedagogical practices and

relationships in teaching in the national curriculum and teacher education.

3. Education policy is scen as a driving force for the development of learners
and learning in both teacher education and the national curriculum. Using
Ball’s (1990} policy framework, evidence of respective influences based
on the three dimensions; political, economic and ideological, will be
considered in policy text and interviews in order to clanfy the position in

relation to learning in teacher education,
4.6 Chapter summary

Young's {1998) perspective of learning in teacher education forms the integral focus
of the study, thus explaining its central location on the framework diagram. It will be
explored in relation 10 the development of the national curriculum based on Bernstein
(1990) and Ross {2000), and the link to the education policy based on Ball’s policy
framework (1990). The methods to be used for the investigation are described in the

next chapter.

Endnote

: Stephen Ball has led the development of education policy sociology as an academic field of
study and research. The following references are illustrative of the scope of Ball's work, and
its strong theoretical orientation;

BALL, S.J. (1990) Politics and Policy Making in Education, Explorations in policy
sociology. London : Routledge

BALL, S.1. (1993) Education Policy, Power Relations and Teachers' work. British
Journal of Educational Studies, Vol XXXX1,2,June 1993,pp.106-121.
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BALL, S.J. (1997) Policy Sociology and Critical Social Research : a personal review
of recent education policy and policy research. British Educational Research
Journal,23(3) pp.257-274.

Ball, S.J. (2003) Class Strategies and the Education Market. The middle class and
social disadvantage. London: Routledge.

BOWE, R. & BALL, S.J. with GOLD, A. (1992) Reforming Educatior and
Changing Schools. Case Studies in Policy Sociology. London : Routledge
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CHAPTER FIVE: Methodology

5.1 Imtroduction

As explained in chapter one, the purpose of the study was to investigate the
development of ‘learners’ and ‘learning’ in the current teacher cducation programme
of Seychelles, and specifically exploring the extent to which it is aligned with the
visions established in government policy, and embedded in the National Curriculum,
for the desired transformation of secondary education, development of learners,
learning communities and a learning society. Young’s (1998) framework of learning
in teacher education has been used to underpin the study. This has been supported by
Ball’s (1990) policy framework and the curriculum work of Bernstein (1990) and
Ross (2000). Since the study relied upon data gathered from participants in a specific
environment, (in this case, the Seychelles) the design has been chosen to fulfill the
purpose of this study. A qualitative design has been used with a case study approach.
Individual and focus group interviews have been the main techniques of data

collection, supported by document analysis.

5.2 Research Paradigm

A cotical-interpretive paradigm has been used to guide this study. As purported by
Burrell and Morgan (1979):

the interpretive paradigm is informed by a concem to understand the woild

as it is, to understand the fundamental nature of the social world at the level

of subjective experience. It seeks explanation within the realm of

individual consciousness and subjectivity, within the frame of reference of

the participant as opposed to the observer of action.

(cited in Sparkes, (1992), p. 26)

The critical paradigm has been highlighted as the research is concerned with broad
social and historical context in which the focus of learning in teacher education is
interrelated. Hence, with a critical-interpretive approach, reality is taken to be
socially constructed, knowledge is seen as being context-specific and value laden
{Anderson, 1989; Bain, 1989). The paradigmatic stance is reflected in, and gives rise
to aligned ontological and epistemological assumptions and adopted henceforth;

namely an intemalist-idealist ontology and a subjectivist epistemology.
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5.3 Design and Methods

The research questions guiding this study required an in-depth investigation of:

o the broad education policy on secondary teacher education specifically with
regards to learning and learners;

e the vision of and for learning and learners embedded in the National
Curriculum in official text and in practice;

» the vision of and for leaming and learners embedded in the current teacher
education programme as official text and in practice; and

e any apparent issues of tension/contradiction in education policy with regards

to the development of lifelong learners and a learning society.

As such the study was considered to be a process study which required detailed
description of the participants’ perceptions, hence the data required for this study has
been mostly qualitative in nature (Creswell, 1994). A qualitative methodology was
deemed to be best suited to understand the perceptions, actions and interactions of
education personnel, staff and trainee teachers of the National Institute of Education
and secondary school headteachers (Goetz & LeCompte, 1984; Huberman & Miles,
2002; Merriam, 1998; Yin, 1994). Given its focus on the Seychelles, and that there is
a single teacher training institute in Seychelles, the study had many characteristics of
a case study. Case studies are considered important in understanding and interpreting
the education process (Linn and Erickson, 1986, Merriam, 1988). Furthermore, a case
study probes deeply and analyses interactions between factors that explain present

status or that influence change or growth (Best and Kahn, 1993, p. 193).

The research questions were designed to explore the participants’ knowledge,
interpretations and perceptions of learning in teacher education in Seychelles and its
linkage to the education policy and the national curriculum. The data sought thus
related directly to personal accounts, experiences, perceptions and actions — and to
official documentation. The study has therefore combined documentary and
interview based inquiries. Semi-structured, direct, individual and focus group
interviews were main methods used in the study. The interview allows for flexibility

and the opportunity to clarify questions and responses with the subjects in order to
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understand more about the concept being studied than may be possible with a survey
(May, 1997; Patton, 1990; Seidman, 1998). Patton (1990) observed that using a semi-
structured approach allows important issues or topics to be outlined in advance and
following the semi-structured interview format means that data collection is
somewhat systemalic for each interviewee (Patton, 1990, p. 288). The option of semi-
structured interviews was also justified by the necessity to achieve in-depth
understanding of learning in teacher education, education policy and national
curriculum. The researcher has conceptualized herself as active, critical and reflexive
in the process of data collection and has sought to examine this rather than aspiring to

be a neutral data collecior.

Focus groups are useful in exploratory research and they provide data from a group of
people much more quickly and at less cost than would be the case in individual
interviews (Goetz & LeCompte, 1984; Huberman & Miles, 2002; Merriam, 1998;
Stewart & Shamdasani, 1990). Focus group interviews also allow the researcher to
interact directly to the respondents and provide opportunities for clarifications, both
by the researcher and the participants, This allows for large and rich amount of data.
Participants for focus groups (see below) were selected by the Schools Division of the
Ministry of Education and Management of the National Institutc of Education and all
focus group interviews were conducted in available rooms in the National Institute of

Education.

The researcher was the sole data collector. All interviews were audio-taped and have
been fully transcribed with participants’ consent (see below). Note-taking was done
in all the interviews to allow the researcher to record body language and non-verbal

expressions.

5.4 Participants

In view of the nature of the study, and taking into account the research questions and
the framework document, the categories of participants comprised:
(a) personnel of the Ministry of Education, mainly the Principal Secretary for
Education, the Director General for Training and Further Education and the

Director General for Schools :
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(b) management, teaching staff and secondary traincc teachers of the
National Institute of Education: Management interviews consisted of Director
NIE, Assistant Director for Curriculum, Course Leader for Secondary and one
Head of Faculty; a sample of two lecturcrs from the following selected
learning areas: English, Educational Studies and two groups of six secondary
trainee teachers. All selections were made by the NIE management. Minor
modifications were made with the NIE lecturers for Educational Studies.
Instead of having an individual interview a focus group interview of three
participants was conducted in view of the fact that two of the lecturers were
forcigners on contract (one being relatively new) and one was a local but

teaching EDST more at primary level.

c) headteachers of five seccondary schools - these were selected from the 10
secondary headteachers on a regional basis, one from each of the four regions
and one to represent the inner islands, This interview was in the form of a
focus group. However, an additional headteacher was sclected in view of her
experience as a regional sccondary headtecacher. This interview was an

individual interview and took place on another date (refer to Appendix B)

5.5 Document Analysis

Key curriculum and policy documents including the Education Policy document, the
Curriculum Framework Document and the Secondary Teacher Education Framework
were collected and analysed. Thesc documents were obtained from the Ministry of
Education and at the National Institute of Education and some were analysed prior to
conducting the interviews. The documents provided valuable information to the
researcher, and specifically gencrated interview questions for both the individual and
focus group interviews. The documentary analysis has also allowed comparisons to
be made between information obtained from interviews and related wrilten statements
(May, 1997; Patton, 1990). The analysis has been conducted in close reference to

the research questions and the theoretical framework guiding the study.
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5.6 Data Analysis

Analysis is acknowledged as having an informal and formal dimension and as being
to some degree, constant in research, rather than confined to specific times,
Nevertheless distinct stages of formal analysis can be identified and planned for. As
the study included documentary research, semi-structured individual intervicws and
focus group interviews, the amount of data gathered was voluminous. This reqguired
proper organization before commencing formal analysis.  All the interviews were
transcribed by the rescarcher. The participants were of the individual interviews were
coded as R1 to R9. For the focus group interviews each participant was given a
number, for example Pt of focus group interview of trainee teachers. The first stage
of the formal analysis process was that of familiarization with the data by reading
transcripts and studying notes and documentary analysis in order to note cmerging
perceptions in relation to learning in teacher education. Once the data was organized,
the next stage involved the formulation of analytical categories. Seven categories
were identified with reference to the theoretical framework and the research
questions. Emergence of important discernment on the different ways different people
perceive the same question was noted to form analytical triangulation. This was
followed by mapping and interpretation. Similarities and diffcrences were sought by
reading across the coded themes. In focusing analysis of qualitative data the
researcher deals with the problem of convergence, which is figuring out what things
fit together (Guba & Lincoln, 1989; Pation, 1990). This then led to the final stage of

reporting the findings and providing recommendations based on these findings.

In view of the fact that the study is qualitative in nature, the issue of reliability and
validity needed to be considered throughout the study. Reliability refers to the degree
of consistency with which instances are assigned to the same category by different
observers or by the same observer on different occasions (Silverman, 1993, p.145).
The fact that the reason for the research has been clearly defined and the data-
gathering procedures explained are already steps in ensuring rehiability of the study.
The use of standardised categories in analysis is important in addressing reliability
{Silverman, 1993).
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Validity is “truth interpreted as the extent to which an account accurately represents
the social phenomena to which it refers” (Hammersley, 1990, p. 57). As the
rescarcher forms part of the community under investigation, it will help to ensure the
match between the categories and participants’ reality. This aspect along with the
corroboration of multiple informants has helped to enhance validity. Another method
used in order to enhance validity was triangulation. The different methods of data
collection being used in the study has also helped to ensure the consistency of

findings (Burns, 1994; Hammersiey, 1990; Mason, 2002; Silverman, 1993).

5.7 Ethical Considerations

In order to conduct research involving human subjects, approval had to be sought
from Edith Cowan University. With regards to this study the procedures have been
carried out in line with the requirements of the Ethics Committec at ECU. A formal
application was lorwarded to the Ethics Committce and approval was given for the

collection of data.

Ethics consideration are concemed with what is right or just, in the interests of not
only the researcher, its sponsors, but also others who are the participants in the
research (May, 1997). It is noted that people who are asked to participatc in a study
have a right to know what they are getting into and the right to give or withhold their
cooperation on the basis of that information. Therefore in the case of this study, the
researcher sent a letter to the Ministry of Education and the National Institute of
Education requesting for approval to conduct the study. This was followed by
individual letters to all the individual participants concerned before commencing the
interviews in the Seychelles. The lctter contained details on the gencral nature of the
investigation, their roles in terms of time and effort (see Appendix C ). Participants
were informed of procedures 1o be used to protect their anonymity, however, in view
of the nature of the study the anonymity in certain cases could not be fully guaranteed,
especially in the case of a small country like Seychelles. The participants were asked
to sign a document of affirmation that they have been informed of the nature of the
investigation and that they have consented to give their cooperation (see Appendix C)
The researcher had both the responsibility and the special interest to protect the rights

of the participants.
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5.8 Limitations

In view of the nature of the investigation, the short timeframe limited the scope of this
study. Other methods of data gathering which could have been used were
observations of lecturers and students of the National Institute of Education as well as
observation of teaching in schools which would have contributed to a better

understanding of the form and content of learing in teacher education and in schools.

Interviews are time consuming for both parties (Anderson, 1998), and for the purpose
of this study other participants could have been sclected for interviews, for cxample
teachers in schools and cwriculum coordinators. Focus group interviews have been
chosen instead of individual interviews in order to make optimum use of available

time,

5.9, Timeline

Data was gathered in the four following phases over a period of two weeks between
10" and 24"™ September 2004 in the Republic of Seychelles, however, documentary

analysis started prior to conducting the interviews as noted below.

Phase One : This phase is concemed mainly with the analysis of documents such as
the Education Policy, the Curriculum Framework and the Sccondary Teacher
Education Framework and, therefore, was undertaken prior to the interviews in the

Seychelics.

Phase Two: This phase started in the Seychelles and consisted of semi-structured
interviews with personnel of the Ministry of Education, namely the Principal
Secretary for Education, the Director General for Technical and Further Education
and the Director General for Schools. These interviews help to provide a clearer
picture of the education policy in general and in relation to leaming in teacher
education and alsc based on analysis of documents mentioned above. Views about
the relationship between the education policy, teacher education and the curriculum
were also explored and this helped gain an insight of the impact of the policy upon the

form and content of learning in teacher education.
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Phase Three: This phase included semi-structured interviews with the management
and teaching staff of the National Institute of Education. This included the Director
NIE, the Assistant Director for Curriculum, the Course Leader for Secondary, one
lecturer for languages, three lecturers for EDST, one Head of Faculty. The NIE
management along selected the participants. These interviews provided information
on the form and content of teaching in teacher education and perceptions on the type
of curriculum in practice. The interviews also gave an insight on the views of
relationship between learning as established in the education policy, the national

curriculum and teacher education.

Phase Four: For this phase focus group interviews were conducted with two groups
of six students from the secondary training courses of the NIE. The students were
selected by the management of NIE. Similar information has been collected from the

groups and this allowed triangulation to take place.

Phase Five: Five secondary headteachers were interviewed during this stage as a
focus group. The headteachers were selected by the schools division on a regional
basis and one school to represent the island schools. However, upon the request of
the researcher another secondary headteacher was selected for individual interview in
view of her experience. The interviews allowed for perceptions on learning in

schools and the linkage between learning in teacher education and the education

policy.

Phase Six: This was the formal analysis stage and report writing.

5.10 Chapter Summary

Qualitative method was found more suitable for the study, which required
participants’ perceptions of secondary teacher education, its compatibility with the
curriculum and education policy in the Seychelles. Participants have been selected
from different groups of people in education ranging from cducation management,
NIE management and teaching staff, school headteachers and NIE trainees.
Individual, focus group interviews and document analysis were the main methods

used to generate data. Data collection and analysis have proceeded together as in
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most qualitative studies. Different categories were identified for the analysis based on
the research questions and the conceptual framework. This wllowed for triangulation
to ensure validity and reliability. The next chapter will present the findings from the

study.
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CHAPTER SIX: Presentation of Findings
6.1 Introduction
The main research questions and sub-questions for the study were:

(1) What visions for learning, learners and society are expressed in

government policy of education and the National Curriculum?

(@) What is the broad education policy on secondary teacher education,

specifically with regards Lo learning and leamers?

(b) What is the vision of and for learning and learners embedded in the National

Curriculum as outlined in “official text’ and in practice in schools?
p

(2) How are these visions reflected (supported, contradicted) in current secondary
teacher education programme in Scychelles, What modifications and/or
developments appear necessary to better align secondary teacher education with

broad visions for education, citizens and society in Seychelles?

(c) What is the vision of and for learning and leammers embedded in current

secondary teacher education progranmune as ‘official text” and in practice?

(d) Are there any apparent issues of tension/contradiction in education policy and
developments acress education sectors and arenas with regards to approaches

to learning and the development of lifelong learners and a learning society?
(e) If yes, what developments in teacher education are needed to alleviate them?

Data was generated from structured documentary analysis, individual interviews and
focus groups. Essentially data have been analysed in line with the framework for the
study and with reference to the research questions outlined above. Hence the categories
have been derived from the conceptual framework developed to inform the study

presented in Chapter Four. The categories are as follows:

Category 1; Promotion of lifelong leamning and lifelong learners (Young,
1998)

Category 2: Form and content of leaming; (Young, 1998)
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Category 3: Schools Prioritising learning (Young, 1998) ;

Category 4: Curriculum (Ross, 2000) - content-driven, objectives-driven and
process-driven;

Category 5: Curriculum {Bemnstein, 1990): Classification and framing;

Category 6: Education Policy (Ball, 1990) — economic, political and ideological
influences

Category 7: Alignment between education policy, teacher education
and national curriculum.
In this chapter the findings for each of the identified category will be presented along
with some evidence from the interviews and the documentary analysis. As mentioned
above the categories have a conceptual basis and the presentation of findings retains that

orientation.
6.2 Findings for each category

Category 1: Lifelong Learning and lifelong learners

This first category is in line with Young’s (1998) model of learning which refers to the
promotion of lifelong leaming. It relates to two sub-questions, namely (a) and (c) as

outlined below:

{a) What is the broad education policy on secondary teacher education,

specifically with regards to leaming and learners?

(c) What is the vision of and for learning and leamers embedded in current

secondary teacher education programme as ‘official text’ and in practice?

Evidence from documentary analysis strongly shows the commitment towards hfelong

leaming, for example the Education Policy states:

“The Ministry of Education is committed to providing a flexible and
innovative system of education which widens access for lifelong
learning " (Education Policy, p. 6).

This also applies to the Ministry’s goals for teacher education, as indicated in the

following statements from the Education Policy:
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“Develop commitment to lifelong learning and to professional
development as a continuous and permanent process™ (p. 13).

“Teacher Education and Training will be delivered through a unified
system which promotes life-long learning, with initial and in-service
training being viewed us a continuum " ( p. 13).

There were differing views from the various participants on the promotion of lifelong
learning and the development of lifclong lcamers in teacher education. Participants,
particularly from Education and NIE management felt that NIE is not responding to this

clause or that this is not being done effectively, This is supported by the following

evidence:

“Idon't think that we are acma!{y responding” (R7° — Education
management - Interview of 28" September, 2004).

“Its true that our policy is such and of course as educators we try to entail
this, but probably we...it is not being as effective as we are anticipating
for a number of reasons”* (R4 -NIE management - Interview of 18"
September, 2004).

“Even what we are teaching in my subject area for example, we are not
sure ifit is careung Jor lifelong learning, so we need to bear that in mind
for the review” (R6 — NIE lecturer - Interview of 20" September, 2004).

“Lifelong learning is something that we need to look at, even though it's
in the policy” (Rl - NIE Management - Interview of 15" September,
2004).

“Really when it comes to lifelong learning I have a lot of concern”.(P1 of
NIE lecturer’s focus group interview of 23" Seprember 2004).

“There are weaknesses..." (R4 -NIE management - Interview of 18"
September, 2004).

A few participants felt that lifelong learning is being promoted in particular subjects like,

English and Personal and Social Education (PSE), however, the problem is with schools;

“Methods used for PSE empower students to depend on themselves for
research, interviewing people, unalising documents, assertiveness to go
Jorward to any person or institution for information. This is a valuable
tool for the person who is motivated to find out more and is « lifelong tool.
They also develop life skills such as decision- makmg, coping and critical
thinking” (R8 - NIE Management — Interview of 28" September, 2004).

“What we are learning in PSE here is very much lifelong, because its not
only giving us the knowledge, but also learning the skills and then the
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attitudes, and these are things that we will carry with us throughout our
life” (P6 of NIE trainee's focus group interview of 22" September, 2004).

“For English it's the same thing us for PSE, what we are being taught are
all relevant and can be used in schools...I mean can be used [for lifelong
learning ™ (P4 of NIE trainees’ focus group interview of 22" September,
2004)

“Yes, I would say so, but what happens, if you follow the teachers, you
will see that once the teachers leave the training institution, when they go
to schools, for reasons which we do not know yet, they don't really take it
upon themselves to carry on with this learning... this lifelong learning
process does not really continue” (R3 - NIE management interview of 18" h
September, 2004).

Most participants from NIE trainees’ focus group interviews share the view that lifelong
leaming in teacher education is happening to a certain extent, but there are certain
obstacles preventing this from happening. Some of the problems, which have been
highlighted arc the lack of opportunities, which in a way is viewed as a mechanism of
*self-destruction’ for the lifelong leamning process. Participants from NIE lecturers’
focus group interview felt that lifclong leaming should be seen as a ‘carryover’, but
trainecs have ‘no striving’, ‘no targets’, and ‘no aspirations’. Therc is also a lack of
commitment and probiems with the international syllabuses as well as problems with

teaching methods. Some of the evidence to support these findings is given below:

“[ think to « certain extent, yes the NIE is promoting lifelong learners,
because what we are learning now we can use them in different situations,
but to a certain extent not, because most of the things that we are learning
is only in the context of schools and education, therefore it cannot be
applied to other cases” (Pl of NIE trainees' focus group interview of22"d
September, 2004)

“For me I think that yes, 10 a certain extent we are encouraging this, but
with the different international syllabuses, like the Cambridge, IGCSE, I
don’t really think that it will encourage this policy” (P3 of NIE trainees’
focus group interview of 22 September, 2004)

“Unless they are offered structured courses, like further training and
things like that, but for self-development we feel that there’s no
commitment on the part of the teachers for...for.. for professional
development taken wpon themselves " (R1 — NIE Management - Interview
of 15" September, 2004).

“Perhaps [ would agree, in NIE the things that they teach us are very

useful in the sense that we will be able to better understand the students
and help them to be better learners. But the problem is that the syllabuses
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that we are given to teach the students do not apply to Seychelles, so some

of the topics being taught in the syllabus won't be of any use to the
students in Seychelles” (P2 of NIE trainees’ focus group interview of 22
September, 2004).

“However, opportunities for both the students and NIE staff are on an
adhoc basis. There is no systematic requirement to upgrade, course o
Jfollow, workshops, research to carry out. Should a formal lifelong
learning programme be set up it would have an impact on monetary
rewards — Academic upgrading afier the BA is non-existent, so that
professionals have to access administrative and management posts in
order to earn more. This in itself is a mechunism to ‘self-destruct” the
lifelong learning ethos” (R8 — NIE Management — Interview of 28"
September, 2004).

“I want to see this as a carryover of what we inherited in other levels....
You cannot achieve lifelong learning withowt that striving in you and you
must have a target, an aspiration, this is where I'm going, so it's like the
problem Is at tlfar level. It means we have to look back and sort out where
the problem is” (P! of NIE lecturers’ focus group interview of 23"
September, 2004).

“The problem with that comes sometimes with the structure, the way we
are being taught may not always be the....how we will use it throughout
our life” (P5 of NIE trainees’ focus group interview of 22" September,
2004).

This leads us to the next category on the form and content of learning in teacher

education.

Category 2: Form and Content of Learning in Teacher Education

With reference to the conceptual framework of the study the form and content of leaming
also refers to Young’s (1998) model for learning in teacher education. It is looked at in
relation to the theory and practice in teacher education. This category relates to sub-

questions (c) and (d):

(c) What is the vision of and for learning and learners embedded in current

secondary teacher education programme as ‘official text’ and in practice?
(d) Are there any apparent issues of tension/contradiction in education policy and

developments across education sectors and arenas with regards to approaches

to leaming and the development of lifelong learners and a leaming society?
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Findings on the form and content of leaming in teacher education revealed a number of

issues. The NIE framework document stipulates that:

“Because of the extremely rapid developments taking place in modern societies,

the teaching profession is acquiring a new function that of preparing people for
changes. Therefore, teachers have to be equipped with knowledge, skills, values,
practices, experiences and aptitudes required for coping with new unforeseen
and unforeseeable circumstances” (NIE Framework, p.1).

However, participants from Education and NIE management share the view that the

content of the secondary teacher education is not adequate, therefore needs reviewing.

“The current programme has been in place for a number of years now....
1 feel its time for us to review the programme’ (R4 — NIE management
interview of 18" September, 2004).

“There is still a lot fo be done as far as teacher education is concerned o
improve the kind of training that we are hgwing to our teachers” (R7 —
Education Management interview of 28" September, 2004).

Some participants particularly from NIE management felt that there is no monitoring

mechanism and the evaluation procedures are inadequate.

“We don 't have a person to monitor or maybe we do not have the right
mechanism.... We have to be consistent in our monitoring procedures,
even at this level it should be in place...for us to know whether the
progreime is being implemenfed as we anticipate” (R4 — NIE
Management interview of 18" September, 2004).

“The review process Is a bit too far away from when it was first written, in
other words even if we do have students analysing the units sort of in unit
evaluation, nothing much is done to that unit evaluation” (R6 — NIE
lecturer - interview of 20 September, 2004).

“Nobody apart from the lecturer analyse the content, this I think should
change”(R6 — NIE lecturer - interview of 20°" September, 2004).
Participants from the various groups of interviewees, particularly from the NIE
management and trainees, felt that the programme is too loaded which leaves no space
for overall development of the trainee. It has also been largely noted, especially by the
participants from the trainee’s focus group interviews, that there is too much repetition.
This also implies that the content is not well-organised, The following evidence supports

these views:
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“The programme is a bit too loaded and the students do not have enough
time to read, to research, hmn....to work on their own, or independent
study and therefore they are not developing that thinking skills, the
independence that we would like them to develop ™ (R3 — NIE management
interview of 18" September, 2004).

“We are probably expecting too much overall of the students. It is like we
have to cram everything a teacher should be able to do in 2 years of
training. It is hard for students to appreciate all the face!s of life ‘mental,
social, physical, spiritual’ promo!ed by the curriculum” (R8 ~ NIE
management interview of 28" September, 2004).

“What I 've found since I've been here is that its very heavy, the workload
is very heavy and we have really to organise ourselves, as I have to really
organi; ise myself as a learner” (P5 of NIE trainees’ focus group interview
of 22" September, 2004).

“The content is too much and the time we are given fo learn it is too little
and we are not given enough time to practice what we are learning, so
when we get into the school it becomes complicated for us to implement
what we are bemg taught here at NIE" (P6 of NIE trainees’ focus group
interview of 22" September, 2004).

“The content is sometimes too much for us to take in such a short period
of time" (P4 of NIE trainees’ focus group interview of 22 September,
2004).

“It is quite difficulit to learn at the NIE because we have so many things to
do in too little time and it seems that we have Jgot a lot of work to do™ (Pl
of NIE trainees' focus group interview of 22 September, 2004).

“What I found out is that they have a variety of content, but at times it
repeats tiself and we find ourselves under pressure to cope with all the
assignments and everything, and we do not have...get the chance to work
at out maximum, to give our best, we just rush with everything to hand in”
(P8 of NIE trainees’ focus group interview of 23" September, 2004).

“It’s not organised in sort of a systematic manner, at times you do one
thing in one unit the other part in another unit so there is some sort of
repetition, it becomes too much” (P7 of NIE trainees’ focus group
interview of 23" September, 2004).
Contrary views were given on methodology particularly from NIE lecturers. One
participant felt that the methodology was a problem while another expressed that the

methodology was good but the problem was with the implementation.

“I think the content is okay, when it comes to the methodology, the
pedagogy, I think we are lagging behind” (Pl of NIE lecturers’ focus
group interview of 23" Sepfember 2004}
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“We give a lot of methodology when they go into the schools, how far they
are using it is a question, maybe there are other factors preventing them
Sfrom implementing these” (P2 of NIE lecturers’ focus group interview of
23" September, 2004).

Participants from both NIE management and the trainees felt that the shortage of
lecturers, insufficient number of competent teaching staff and lecturers with different
training backgrounds are some of the obstacles in teacher education, as noted in the

following evidence:

“There are units from first term we still haven't covered because we don’t
have lecturers. And we still have a unit on our timetable for Friday
there's a question mark where the name of the lecturer is supposed to be.
We still don't have a lecturer for that unit and there's a unit from last
term which we didn 't cover at all” (P4 of NIE trainees’ focus group
interview of 22" September, 2004).

“You might have a good programme, but if you don't have competent
trainers to deliver of course all good intentions will never be achieved”
(R1 —- NIE Management inferview of 1 5 September).

“Most of the lecturers have been trained from different universities and
they have different methods, a lot of them are imposing their methods on
us, So they need to sit down together and standardise their methods so
that they make things easier for us” (P1 of NIE trainees’ focus group
interview of 22" September, 2004).

While one participant felt that some units are not relevant, another noted that some

important content was missing.

“I'would also like to say that sometimes 1 find that some units that we do
they are not necessarily relevant to our course” (P12 of NIE trainees’
focus group interview of 23 September, 2004).

“I feel that some of the content that we are given are missing, for example
Jor the IT, not all the students know how to use computer and how to
browse on internet, and this makes it very difficult for us” (P9 of NIE
trainees’ focus group interview of 23" September, 2004).

According to the NIE Framework “approaches to teaching within the programme will
emphasise active leaming and trainee teachers will be expected to take responsibility for

their own progress” (NIE Framework - p.2).
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However, participants, mainly NIE trainees felt that teaching strategies being used at NIE

are inadequate:

“Some lecturers they lecture very nicely and we have a chance to have
different activities, but for some lecturers it's quite....very much boring [
would say” (P3 of NIE trainees’ focus group interview of 22™ September,
2004).

“Some lecturers can .... try to make the lesson more interesting, and

maybe we can copy from them— maybe some of the methods we don't

know yet, but we talk about it, but how do we go about in the school to

implement such a strategy’ (P10 of NIE trainees’ focus group interview of
23 September, 2004).

“Sometimes what the teachers themselves they are teaching us they are
not practising what they are preaching. It's completely different” (P4 of
NIE trainee’s focus group interview of 22 September, 2004).

The NIE trainees also noted other problems like difficulty with implementation,
programme not compatible with what is going on in schools or content not suiting our
system, what is taught cannot be put into practice and NIE not working closely with

schools. Evidence provided below support thesc findings:

“It is quite difficult for us to implement what we 've learnt here at NIE,
because it seems that what we do here, the procedures that we do for
learning is different from what they are doing in schools. It seems that
they are adopting their own way and we are following another way and it
doesn 't match I think” (P3 of NIE trainces’ focus group interview of 22"
September, 2004).

“The content of efficient programme it sort of try to cater for the different
types of students, I mean we have so many things to learn and also we
must try to think of the content if it suits our system this 1s one point I can
say” (P10 of NIE trainees’ focus group interview of 23 September,
2004).

“And also I think that the NIE should work closely with the schogls,
because there are certain things that we are taught at the NIE, but when
we go on practicum, we cannot actuaﬂy put into practice” (P11 of NIE
trainees’ focus group interview of 23™ September, 2004).

"One thing is crowded classroom, the other one a teacher is having a
class of 35 students in a secondary school so we talk of cooperative
learning, how far they are practicing this in their actual lesson, I doubt”
(P2 of NIE lecturers’ focus group interview of 23" September, 2004).
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Category 3: Schools Prioritising learning

Young’s (1998) view in that respect is that “if teachers are to leam from the experience
of being in schools, schools themselves have to prioritise learning, not only ameong
pupils, but among their staff” (p.165). This category addresses the following sub-

questions:

{(b) What is the vision of and for leaming and learners embedded in the National

Curriculum as outlined in ‘official text” and in practice in schools?

{d) Are there ..ny 2 )parent issues oftension/contradiction in education policy and
developmenits across education sectors and arenas with regards to approaches

to leaming aiid the development of lifelong learners and a learning society?

The Education Policy values learmning as a soctal process as evident in the following

statements:

“The Ministry of Education is committed to creating a system which recognises
and rewards good performance and provides the conditions for continuing
professional development of staff; creating an inclusive school environment
which challenges every individual to achieve his/her highest potential ™
(Educction Policy, p. 6).

“To develop attitudes and competencies for life-long learning and establish the
Joundations for further education, training and employment” (Education Policy,

p-10).

Participants in general felt that teachers do not see themselves as lifelong learners

therefor: cannot promote the importance of learning in their students. This is supported

by the following evidence:

“"We found that with the introduction of the School Improvement
Programmes, it was very difficult to get teachers to consider themselves
as learners and to try and get them to make the shift, to try and get them
to learn to do things differently, if its not in the teachers themselves, how
do you get down to the students and how do you convince the students and
make them become lifelong learners” (R7 — Education management
interview of 28" September 2004).

“There are teachers who are good examples of this, but I must also admit

that we have teachers who are not good models of lifelong learning and
who do not get the students to acquire the necessary skills and knowledge
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to be able to function outside the secondary school setting, outside the
primary school setting, and this is an obstacle. 1 see it as an obstacle fo
the progress of our students and the progress of education as well” (R2 ~
Education management interview of 17" September 2004).

“Teachers do not see themselves as lifelong learners, because for example
if I take now we do have this sort of SIP at school level, for some people
this SIP is a nightmare. If they had a chance for them not to do, to

escape, to altend to all those things and so on, they would do” (R9 —
Headteachers' interview of 27" September 2004).

Both the Education Policy and the National Curriculum Framework support the principle

of catering for the different abilities. The following statements confirm this:

“In carrying its mission, the Ministry of Education is committed to creating an
inclusive school environment which challenges every individual to achieve his/her
highest potential " (Education Policy, p. 6)

“The National Curriculum will provide all students with opportunities to study a
range of subjects and to develop the associated skills, attitudes and values, The
curriculum will offer a diversity of learning experiences which will promote the
integrated development of learners and help them achieve their potential”
{National Curriculum Framework, p. 3)

Most of the participants from Headteachers’ focus group felt that teaching is catering for

the average students only as stated in the following evidence:

“I would say they are not pushing both extremes, they are teaching for the
average and what we can see most of the time is the classical style of
teaching, teacher at the front and students trying to listen. There is a lack
of activities, active learning in the classrooms in schools” (P2 —
Headteachers’ focus group interview of 27" September 2004).

“Well, in my school I think teaching and learning are taking place in high
classes I mean with students of high ability, but teachers tend to neglect
the students with low ability " (P4 — Headteachers' focus group interview
of 21" September 2004).

Another finding which came out quite strongly from the headteachers’ focus group is that

expatriate teachers have difficulties to meet the needs of the students, Some of'the

evidence to support this follows:

"“Different teaching strategies maybe, which is lacking as well and
specially I think certain expatriate teachers who just teach the curriculum
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and they don't...they don’t really look at the students’ needs” (P1 -
Headteachers’ focus group interview of 21° September 2004).

“And as we have a lot of expatriate teachers in this school I think they are
there only to teach. They don't really meet the needs of the students,
especially the low ability students. And there is a lot of disciplinary cases
in low ability classes as well making it very difficult for teachers you know
to really teach the programme” (P4 — Headteachzrs’ focus group
interview of 21% September 2004).

“On my part I feel that there are two sequences g oing on in the schools
now: we have people who have been recruited ovarseas, their perceptions
of teaching, maybe from their country and when coming here their
expectation is a bit different, the traditional way they use to teach, where
the teacher has got all the knowledge and just transmitting the
knowledge " (P3 — Headteachers' focus group interview of 21° September
2004).

Several other issues came up like traditional approach to leaming, lack of accountability;
teachers are not seen as reflective practitioner, lack of motivation, lack of commitwent,
automatic promotion and shortage of resources, which are found to be obstacles in the
promotion of leamning at school level. Some of the evidence for these issues is provided

below and the issue being addressed has been highlighted in bold:

“They (teachers) have the tendency to use only the ‘talk and chall’ — and
this is something that...s not my way of looking at things. I would prefer
to have...f do encourage the sort of student participation, investigation,
field trip, thing like that, the tools to get the learners to be more involved”
(R9— Headteachers’ interview of 27% September 2004).

“In my school I feel that we have this urgency to move away from this
traditional approach, to adopt stralegies to cope with the demand of the
current development in education and this is where teachers, they have to
account for their teaching. And this is again linked with the...they have to
cope with evidence of their teaching through students’ achievement” (P5
— Headteachers' focus group interview of 21" September 2004).

“And in this situation I feel that there is still reluctance on the teachers’
part to reflect on their practices, to apply approaches that they learnt,
either through professional development sessions and to meet....lo move
towards....equipping themselves to really get more in current, in other
words in new developments, in professional development and soon” (P5
— Headleachers’ focus group interview of 21 September 2004).

“The students do not see learning as a lifelong process, maybe what they
are being taught they do not see that it is relevant or they cannot put into
application, they do not see the value of the things that they are learning
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now, that's why they are not motivated"” (Pl — NIE trainees’ focus group
interview of 22" September 2604).

“I think what is happening in most schools that we've been to is the whole
lack of mouvared staff in the schools " (P5 — NIE trainees’ focus group
interview of 22 September 2004),

“I think in schools it is just a matter of coming to work and go home. It
is not a matter of dealing or helping those students, it is a matter of — 1
come in the cluss, if you want to learn you learn, if you don’'t want you
don't” (P9 — NIE trainee focus group interview of23 September 2004).
“A lot of the time the trainees have reported, and this comes from
different subjects, that the strategies, the different methods that they are
using to promote learning is not being employed in the school, and the
teachers ar ej:rst going in, and its basically chalk and talk in the
classroom " (R3 — NIE management interview of 17" September 2004).

“I feel that up to now we have not really seen « significant impact of all
the training that we have given on learning in the classroom, on teaching
and learning, so why are the teachers not doing that, not only the
teachers, even the studies coordinators” (R7 - Education management
interview of 28" September 2004).

“And students themselves they don 't push. It seems that they don 't feel
that they have to work hard to achieve. They could just have the yearly
automatic promotion. If they are promoted every year, why should they
bother " (PI - Headleachers’ focus group interview of 21" September
2004).

“I'would also point out that some teachers when they are teaching the
students in the schools, they want to promote lifelong learning, but the
thing is that sometimes they lack resources to do so, and sometimes, for
example the staff they have the motivation, but they lose the motivation if
they do not see any reward in the eﬁor! that they are putting” (P2 of NIE
trainees focus group interview of 22 September, 2004).

One participant felt that this is still a vision and that the teachers in schools need to be

retrained.

“Up to now no, maybe this is a vision, it will take some time, because our
teachers also they need to be retrained in order for them to be able to
bring about this life long process” (R9— Headteacher - Interview of 2 7
September, 2004).
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Category 4: Curriculum: Content-driven, objectives-driven or process-driven

The conceptual framework looks at the national curriculum according to the concepts of
Bernstein (1990) and Ross(2000), which refers to content-driven, objectives-driven and

process-driven. This category also relates to sub-questions (b} and (d):

(b} What is the vision of and for leaming and leamers embedded in the National

Curriculum as outlined in *official text’ and in practice in schools?

(d) Are there any apparent issues of tension/contradiction in educstion policy and
developments across education sectors and arenas with regards to approaches

to learning and the development of lifelong learners and a learning society?

The following evidence from the documentary analysis shows the objectives-driven

aspect of the national curriculum:

" Eight essential components of the national curriculum derive from the above
objectives and through these students will acquire the necessary knowledge and
understanding, skills and attitudes and values specified in the curriculum
document of each learning area’’. (National Curriculum Framework, p. 5)

There were differing views from the different groups of participants pertaining to the

national curriculum being more content-driven, objectives-driven or process-driven, but
apart from some positive comments on process-driven aspect in the NIE, for the schools
there was no evidence of process-driven. Some participants felt that the curriculum was

more content-driven, for example:

“I'm afraid it might be content-driven, might be. Its true that I've devoted
most of my time in the primary programme, but now.... I would think it
would be because people tend to look at their subject specialization more
than anything else, it seems to me at the moment” (R4 — NIE Management
interview of | 8" September).

“The implementation at school level I would say is that, himm...we
have....we have the teachers more preoccupied with content. They would
like to teach u much as possible, but how they teach that and for what
purpose, mavbe sometimes you don't see that relationship for that” (R2 -
Education Management interview of 17 Septentber).

“Ithink 'would entirely agree that the teaching of the content is going on

in school” (P1 — Headteachers Focus group interview of 28"
September2004).
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“Well I think that the national curriculum is very much content-based”
(P3 — NIE trainees’ focus group interview of 22" September 2004)

“All I have to say about the curriculum is that those people concerned to
develop it they are doing certain work, they are trying to develop it in an
appropriate way that will help us, but the one we have right now is too
content-based and there’s no room for negotiating with students on what
they want to learn from the curriculum. The students don’t even know
what is in the curriculum” (P6 — NIE trainees ' focus group interview of
227 September 2004

“I think that the national curriculum is more content-based, rather than
objectives-based, because at the end of the day even if the objectives have
not been met, it's the content that they are looking to complete, they want
1o complete all the topics, all the sub-topics and everything in the
curriculum rather than attain the objectives” (P4 — NIE trainees’ focus
group interview of 22" September 2004)

“I believe that the curriculum is.....it is comtent-bused” (Pl — NIE trainees
focus group interview of 22 September 2004)

“I think that there are some feachers in the schools that see that it is too
content-based the national curriculum, that’s why some teachers they go
out of their way to teach students things that are not in the curriculum ™
(P2 — NIE trainees’ focus group interview of 22" September 2004

Other participants feit that the national curriculum is more objectives-driven and they

expressed the following views:

“I'would think its more objectives-driven, mmm....because for each

cycle, as you know, the curriculum is developed into cycles, and at the
end of each cycle there's a number of key objectives to be achieved, well, 1
would think its more objectives-driven. Definitely not content"(R1 — NIE
Management interview of 15" September).

“I think the objectives are clearly laid down in the national curriculum
and you need to have clear objectives if you want people to know what
they need to achieve as fur as learning is concerned. But maybe....Idon’t
know though, whether the curriculum is really responding to the needs of
the system” (R7 — Education Menagement interview of 28' $ September),

“I have to ugree, that the emphasis is mostly placed on the objectives. We
are tanght here that we should follow the objectives, we should complete
this set of objectives for this allocated time and we don’t have much say in
the content as such. We just have to ensure that this part of the
curriculum has been taught, no maiter if the students have learnt
anything, you just teach, because you are told you have to teach this at
this time and move on the next year or the next term” (P12 — NIE trainees
focus group interview of 23" September 2004)
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“Me I think it is based more on objectives, what is it that they want the
students to achieve, but not what is going on actually — the actual
situation " (P8 — NIE trainees focus group interview of 23" September
2004).

Participants who were of the view that it is a bit of both objectives-driven and content-

driven stated:

“I would say a litile bit of everything. We do place emphasis on content
but we do place emphasis on objective but [ would say that the process is
very much evident through the micro teaching through the group
discussions that we carry on in the classroom, so I would say it is quite
balanced on content, objectives and process, yes” (R6 — NIE Lecturer
interview of 20" September).

“I suppose there is this aspect of objectives-driven, but at the same time
there is also this aspect of content-driven. But then the big question is the
quality of the contemt, is it § ncorpomting all aspects of what is expected,
and I would say in my opinion its not” (P5 — Headteachers Focus group
interview of 28" September).

“If I look at the PSE curriculum in particular, its sort of objectives and
content-based. We are to achieve whatever lias been set, the standards
by the Ministry, by whoever made that curriculum, but then again we have
to teach the content, we have to ensure that at the end of the year we have
covered whatever has been in the content for that year " (P5— NIE
trainees focus group interview of 22" September 2004).

“I can say for the national curriculum, the way it is written we have the
content, we have also the objectives and also some skills, things that need
to be taught in the school, but maybe it is not really focused on the actual
situation of our system, because maybe it doesn’t cater for all the ability
students” (P10 — NIE trainees focus group interview of 23 September
2004).

Several participants felt that what is prescribed in the national curriculum might not be

what is really happening in schools; in certain cases teachers even put aside the national

curricuium and they keep on using the old syllabus that they were using before.

“And there may be the national curriculum... you may have the objectives
set out, but again my concern is: do our teachers really relate to those
abjecuves {participant's emphasis) when they are teachm g. This is my
concern” (R2 — Education Management interview of 1 7% September).

“I will talk especially for PSE. PSE in schools, in different schools we

have different style of PSE, different structure and different strategies for
PSE. In some schools they are teaching the curriculum, what is in the
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conlent, in some schools they are teaching....or they are focusing on the
problems of the school, like if you have u bullying problem, they are
talking ubont bullying” (P5 — NIE trainees focus group interview of 220
September 2004).

“When the students come back from practicum, sometimes they tell you
that, either the materials ....the prescribed materials are not being used at
all, or that there certain things that they learn here they cunnot put into
practice over there” (R1 — NIE Management interview of 1 5t September).

“Oh.. from what I've gathered it's sad, Again monitoring is the
weakness. There's.... for example this term one of the fuculties spent a bit
of time to go and have a look at what’s happening to the new materials
that they 've developed. To their surprise it was not being implemented.
And even feedback that they ve obtained from our tratnees, in schools they
are given the old programme” (R4 - NIE Management interview of 18’ k
September 2004).

Traditional teaching methods are still dominant in schools, which is contrary to what is

stated in the Curriculum Framework:

“The curriculum will offer a diversity of learning experiences which will promote
the integrated development of learners and help them to achieve their potential”
(National Curriculum Framework, p.3)

“The kind of teaching that goes on is very much teacher- centred”

“In terms of teaching strategies, I think they tend to keep to chalk and

talk, rather than the active learning process, either because they feel that
it requires less prepuration or its an area where they are more at ease or
more competent, but I think there's a lot to be done in getting 10 adop!
more active learning " (R1 — NIE Management interview of 15" September
2004)

Participants from the various groups felt that there is no proper monitoring, although this
is clearly stipulated in the National Curriculum Framework document as evident in the

following statements:

“Monitoring and evaluation structures set up within schools as well as

nationally will enable all teachers to participate in these processes and
contribute to the continuous improvement of the National Curriculum”
(National Curriculum Framework document, p. 24).

“The implementation of the National Curriculum will also be monitored
nationally, through the education support services of the Schools Division, the
research, curriculum planning, assessment, testing and accreditation services of
the Education Planning Division and the Quality Assurance service of the
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Ministry of Education. The work of these sections will be guided by the
recommendations of the National Curriculum Committee of the Ministry of
Education, which oversees the planning, development and implementation of the
National Curriculum for state schools in the Seychelles” ( p. 24).

Participants expressed the following views on monitoring and implementation:

“I don't think the problem is really with the curriculum, but it is the
implementation, but then again this has to do with the training. These
teachers have been in the school for a long time now and the curriculum
has changed, so the teachers also should be trained about the new
approaches , new techniques to be used” (P7 — NIE trainges’ focus group
interview of 23" September 2004).

“We have also to look at the type of teachers we have implementing the
curriculum” (P4 — Headteachers ' focus group interview of 21% September
2004).

“What I'm not too satisfied with is the.... is the implementation, whereby
the... the feedback, first of all, where it concerns curriculum leadership in
the school its not well established... there is no direct feedback on the
curriculum implementation coming back to the curriculum developers,
even though teachers are themselves involved in the curriculum
development they don’t bring the feedhack that we would like, so it makes
you wonder where....how well the implementation is taking place at
school level”(R1 — NIE Munagement interview of 15" September 2004).

"I feel at the NIE we don't have the mandate to go in schools to monitor
the curriculum, so its very difficult even if we meet within our curriculum
team itself to really know what is actually going on it's very difficult” (R6
— NIE Lecturer - interview of 20" September 2004).

“But I think one of the weaknesses is also the monitoring of the
curriculum implementation” (R7 — Education Management interview of
28" * September 2004)

Iknow that teachers were trained, I think they were prepared to
implement the curriculum, but whether they are doing it properly, this is
something else and I think we need to focus quite a bit now on what is
happening as far as curriculum implementation is concerned” (R7 -
Education Management interview of 28" " September 2004).

“Implementation of the national curriculum is somewhat of a farce in
some instances. Some teachers teach what ‘they think students need’ and
ignore the curriculum” R8 — Education Management interview of 28"
September 2004).
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Another concern expressed by the participants from the various groups is that the present
curriculum might not be responding to the needs of the learners. Although the Education

Policy states:

“Developing national curricula which anticipate and respond to the individual
and collective needs of learners in a fast-changing world” ( p. 6).

Some of the participants’ views are expressed below:

“Personally, especially when we look at a subject like maths, we say that
maths is a subject where the children are failing or we say in general that
the standards are falling, it makes you wonder whether the curriculum
that you are offering is really in line with what the children need” (RI —
NIE Management interview of 15" September 2004).

“I think that most teachers are teaching the content of the curriculum, but
the problent is we have to see if the content of the curriculum is relevant to
the needs of the students. How can it be used to develop the Seychelles? I
think the problem is what has been written in the curnculum the content”
(P1 - NIE trainee’s focus group interview of 22" September 2004).

The problem of resources both at NIE and at school was identified as one of the major

problems which is obstructing the implementation of the national curriculum.

“One is of resources, for example let’s say if in the national curriculum
you have measurement, let's say, and if in the teacher training institution
you do not have the equipment to train.....so there will be a mismatch
there. When these students go out there, maybe they won't be that well
equipped 1o teach what is in the national curriculum” (R1 — NIE
Management interview of 1 5* September 2004).

...give us resources for us to work with, we 've been doing so much with
so little, that now we are qualified to do anything with nothing” (P6 — NIE
trainees focus group interview of 22" September 2004).

“When you place a curriculum, you say that in a certain time we should
achieve this objective, but there are no materials for you to be able to
achieve this objective” (P9 - NIE trainees focus group interview of 23
September 2004).

“Without materials we cannot do much, and we all know that here in
Seychelles materials is a....has become.....how can we say....a luxurious
thing, to get paper, to get markers... just a few A4 paper you have to go
through so many formalities and in the end you don’t even get it, you have
to take it out of your pocket and its not always easy to take it out of your
pocket, if you have five classes of 30 students” (P12 — NIE trainees’ focus
group interview of 23 September 2004).
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Category 5: Curriculum: Classification and frame

According to Bernstein (1971, 1990) classification and {raming are two key concepts
which are used in the analysis of curriculum. Classification refers to the construction and
maintenance of boundaries between subjects, their inter-relationships and stratification,

The category relates to sub-question (b):

(b} What is the vision of and for learning and learners embedded in the National

Curricufum as ontlined in ‘official text’ and in practice in schools?

The National Curriculum Framework on the one hand shows clear boundaries between

subjects, as indicated in the following statements:

“Eight learning areas, the languages, mathematics, science, technical
studies, social studies, the arts, personal and social education, physical
education” (National Curriculum Framework document, p. 5)

“Each learning area will specify the knowledge and understanding
students will need to acquire and provide the context within which skills,
attitudes and values will be developed. The expected knowledge, skills
and attitudes will be defined in terms of essential achievement objectives
at the end of the cycles or the key stages and at the point of graduation
Jrom the secondary cycle. Details of achievement objectives are given in
the curriculum document of each subject” (National Curriculum
Framework, page 6).

Some participants are of the view that the subjects are being seen in isolation, as

supported by the following evidence:

“Well concerning the curriculum, we should not see every subject in
isolation; I think it's very important. All the specific subjects
should...they should be seen as complementing each other" (P3 -
Headteachers focus group interview of 21*' September 2004).

Frame refers to the degree of control by the teacher and most of the participants felt that

the curriculum is very much teacher-centred.

“It will depend on the teachers themselves. In general I would say its
more teacher driven” (R6 — NIE Lecturer - interview of 20" September
2004).
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“I think we 're still at the stage whereby it's very teacher-driven, and...
the teachers decide, I think the involvement of the students in deciding as
you say or in discussing about what they are learning, I think its very
limited” (R7 — Education Management interview oj?8' September 2004),

“Norhmg is negotiated with the students” (RS — Headteacher -intervi. vof
27" September 2004).

According to Berstein (1971, 1990) and Ross {2000) strong classification and framing
give rise to a collection type of curriculum while the integration type relates to weak
classification and weak framing . While the National Curriculum Framework decument
promotes the integration type e.g. in the following statement: “The learning areas are
also interrelated; therefore emphasis will be placed on enabling students to make
connections between the learning areas as well as connect what is learnt in school with
their own experiences and the activities of everyduy Iife "’ (National Curriculum
Framework, page 6) ,in practice participants feel that it is mainly collection type. One
participant felt that this is in place, while others feit that some schools are doing it, but it

depends on the school leadership. The following evidence supports this view:

“I think with the review hmmm ... that has been taking place, there is this
move to try to harmonise the different subjects of the national curriculum,
be it at primary or secondary, where there is this cross curricular... this
cross-curricular component is more evident in this version of the nat:onal
curriculum than before " (R1 — NIE Management interview of 15"
September 2004).

“When it is stated in the national curriculum document you see it as....like
I said it is very nicely stated, that there are opportunities, for example for
this subject to be integrated into Maths, be integrated into languages
etc....but in practice...in practice it is something different” (R2 -
Education Management interview of 17" Sep,: mber 2004).

“With the School Improvement Programnie I think there is more sort of
discussion among teachers, discussing their work and trying to work
together, but I'm not too sure to what extent this is being done, again it
depends, in certain schools it works very well, and you find a lot of this
being done, you find this sort of collegiality really established, but in
other schools, I suppose its also linked to the leadership of the school, In
other schools you would find that teachers are still working alone, they
don’t bother what happens in the next class or what is happening in other
subjects” (R7 — Education Management interview of28 h September 2004).

“It all depends how the school is being managed and then how the
different people they 're prepared to move forward and allow this
sort.... learning from each other  would say. If we stick to our own
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department no, it won 't happen” (R9 - Headteacher -interview of27"
September 2004).

Category 6: Education Policy — economic, ideological and political

Education policy has been looked at in line with Ball’s (1990) policy framework
covering the three dimensions - economic, political and ideological. The following

research question and sub-question are being explored in this category:

2. How are these visions reflected (supported, contradicted) in current secondary teacher
education programme in Seychelles. What modifications and/or developments appear
necessary to better align secondary teacher education with broad visions for education,
citizens and society in Seychelles? Sub-question (d) Are there any apparent issues of
tension/contradiction in education policy and developments across education sectors and
arenas with regards to approaches 1o leaming and the development of lifelong learners

and a learming society?

As mentioned in the National Education Policy document, * The strength of a small
economy rests on the capacity and determination of its work force to generate the wealth
that can sustain programmes of social and economic development”™ (Education Policy, p.
4),

Most of the respondents from the Education management felt that the policy takes into

account all three dimensions and they also fee! that people are committed,

“Anyway if it is a national policy, then it must be guided by the economic
aspect of the country, it must be also guided by the political ideology,
okay like where are we heading? How do we get there? And is there also
enough political will in order for this policy to really forge its way or be
implemented, For education I can say that the political will is there for
the goals, for the policy to be...lo become reality, for the policy to be
practiced. And for the econontic part of it, I believe that whenever you
.o a policy you must have the econontic backing for it to be
iviplemented. But I can say that the will is there, we are....we are
committed for the policy to become a reality” (R2 - Education
Management interview of 17" September, 2004).

“I suppose yes, they are considered to a certain extent. Ithink we would
not carry out any reform that would go against our principles and against
the direction that our country is taking” (R7 — Education Management
interview of 28" September, 2004).
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Other participants, particularly from school Headteachers’ focus group, felt that the
economic situation is not taken into account and that reforms come in without required
resources. So they feel that there is a need to consider what can be done in terms of the
economic situation of the country, but also take into account the ideological/cultural

aspects whenever there are changes.

“To a lot of extent I sometimes see reforins coming in, but when we put
our recommendations for materials and resources and we have responses
like we don’t have the money” (P5 — Headteachers focus group interview
of 21" September, 2004),

“Based on the economic situation — yes, I can understand, because when
you look at it, because you ve got 1o provide, there are resowrces to
provide, but if you cannot provide we cannot carry on beating the old
drum. What we need to do is look at what we offered. And this was a
given situation and this is what we could afford (o offer - now I'm very
sorry we cannot offer. Get people — we need to prepare people, sensitise
them and this Iis a fact of life: when we could afford it this is what we
gave, now we cannot, so we have to readjust” (P3 — Headteachers focus
group interview of 21" September, 2004).

“Changes when it comes, I suppose it will affect the culture and since we
talked also about the economic factors, this also we have to take into
consideration, because we have to plan because there is this funding, and
not only funding in terms of the school, but within our system, since we
are a centralised system. It will affect the whole school and when we talk
about the whole school being affected, we're taiking about the whole
country here. And when we talk about changing anything in education,
we're talking about changing a culture, okay, it can be the culture of that
school or it can also be the culture of the country” P5 — Headteachers
Jocus group interview of 21* September, 2004).

While participants from the Education management were of the view that the reforms are
planned and they are based on documentation or research other pgnicipants at the
receiving end, particularly from the headteachers’ focus group feel that there need 1o be
proper planning and prepare people for change, that reforms are not based on research

evidence and there is no consultation;

“I would want to think that reforms are based on a foundation. I....J
would not want to believe that there be any reform made just because
somebody says lets reform and.....because the consequence would be
drastic. So I think that yes reforms....all major reforms that have taken
place have been based on evidence and on ihings that we feel that needed
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changing " (RS — Education Management interview of 21* September,
2004).

“In the past, not all the time. I must accept that decisions have been taken
in the Ministry whereby we have not carried out a proper study. It has
happened many times, And this is why now we feel that if we want to as
you said, if we want to carry ouf a major reform we need to have a proper
study of the situation so that we make sure that this is really....finally
when we take the decision the change that we want to implement is really
the change that is needed” (R7 — Education Management interview of 28"
September, 2004).

“Fthink I'm yet to see a proper strategic planning in place when reforms
or changes are introduced to schools...I feel that for proper
iniplementation or for successful implementation of changes, we need to
look strategically, on strategic planning, when it comes for the
implementation of the changes. And this is not taking place at the
moment” P5 — Headteachers’ focus group interview of 21st September,
2004).

“There are so many resistance through the changes I think its due to the
lack of documentation, lack of findings to say that this worked - this did
not work, to convince the general teacher population and even students

that these reforms that are taking place actuully are good - so that’s the
problem” (R6 — NIE Lecturer - interview of 20/ h September, 2004)

“Anyway, for the last review we had, there was a lot of consultation.
Though I don’t know if the public consulted gave enough input, but
they...teachers were consulted, teachers formed part of the policy team,
the policy development team, we had representation of leachers out there,
but how well that was....how well the consultation with the muss was
carried owt, that maybe I'm not too sure about” (R2 — Education
Management interview of 1 7" September, 2004).

“At times maybe there are certain reforms that take place I don’t know if
maybe because some countries are doing it and they just want to copy and
Jollow, but do we really need those changes? Maybe what they should
Jirst do is carry out a survey, sort of a study, study really how things are
and what we really need. And then when implementation comes, you do it
gradually. You need to prepare your teachers, to prepare the school
managers, prepare the students, prepare the parents,; prepare them for the
changes"” (P7 — NIE trainees’ focus group interview of 23" September
2004).

It was also noted that some trainees are not aware of the policy.

“I've only looked at it brigfly and I can’t remember what it says in there”
(P5 — NIE irainees focus group interview of 22™ September 2004).
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“We are told that there is an education policy, but personally I've never
seen it, we 've never talked about it” (P4 — NIE trainees’ focus group
interview of 22" September 2004).

“I have never seen the education policy; I would very much like to see one
so that I know what the policy of the government is” (P2 — NIE trainees’
focus group interview of 22" September 2004).

“Well we had a unit on the curriculum in our subject, so we covered a
little bit on the policy statement of the Ministry of education, so we huad a
bit of an idea what it is about” (P3 — NIE trainees focus group interview
of 22" September 2004).

Category 7: Alignment/compatibility of teacher education, education policy

and national curriculum
This category relates to sub-questions (d) and {e)which is:

(d) Are there any apparent issues of tension/contradiction in education policy and
developments across education sectors and arenas with regards to approaches
to learning and the development of lifelong learners and a learning society?

{e) If yes what developments in teacher education are needed to alleviate them?

Participants, particularly from education management and NIE management were of the
view that there is some sort of alignment between the education policy, the national
curriculum and teacher education. They felt that if there are problems it’s more with
implementation. Both the national curriculum and the primary course were reviewed in
line with the education policy, although in certain cases there were doubts as to whether
things were being done in the right way as there is no evidence or documentation on how

well the policy is being implemented. The following evidence supports these views:

“I think yes, because in the national curriculum framework it is stipulated
that it derives from the education policy, and when we were reviewing we
did refer to the education policy to see what is required of us in line with
the policy” (R1 — NIE Management interview of 15" September 2004).

“For me they are aligned, they are consistent with what the policy is and
we brought it down to the curriculum and to what our syllabi tell us. But
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the problem is always with the implementation” (P6 — NIE trainees focus
group interview of 22™ September 2004).

“My worry is when they are implementing that, You can have very good
policy, but it's the implementers that we have to work on"" (R2 -Education
Management interview of 17" September 2004).

“What I can say is of course the policy there is some good intentions, but
the implementation is a problem” (R4 — NIE Management interview of
18" September 2004).

“What you have in the policy is the ideal, what you would like to have and
in practice it may not be translated as you would like it to be. But the
onus is now on the policy makers as well as the implementers to try and
gef those two to be more in line with each other " (R2 — Education
Management interview of | 7" September 2004).

“When the national curriculum wus reviewed, it was reviewed in line with
the new education policy... Whatever we state in the curriculum policy
must reflect the education policy” (R2 — Education Managenent interview
of 17" September 2004).

“If you look at it in a theoretical point of view, I would say yes but then
again when it comes to the implementation how well people are
implementing it this is another issue. Sometimes when you read the
policies they are ideal policies from what I've seen so far when I look at
them bui the issue again [ think our big problem in Seychelles is the
documentation because this is where we lack evidence of how well the
policy is being implemented” (R6 — NIE Lecturer - interview of 20
September 2004).

“The NIE has been reformed in accordance with the policy and I think
they work.....whether they 're doing the right thing, but I think the two are
working together. Whether both of them are doing the right t; 1g is
another matter” (R5 — Education Management interview of 21"
September 2004).

Some programmes, like PSE shows good alignment of policy, teacher education and

curriculum;

“The PSE programme is an example of alignment with the policy in its
aims. The teacher training programme is linked with the national
curriculum for schools. In other instances some curricula end with an
IGCSE for which we are badly prepared for, as this was not taken into
account in all curricula preceding the IGCSE” (R8 — NIE Management
interview of 28" September 2004)
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Some participants from Education Management felt that people do not take the policy
into account; when decisions are taken in schools or in teacher education, no one checks

if it’s in line with the policy. The following evidence is an example:

“Idon’t think we are there yet. Idon’t know to what extent peaple allow
themselves 1o be guided by this policy, I don't know to what extent they
take it into consideration. [ doubt whether it is just a document in the
shelf, and this is why one of the things that we want to do is to take this
policy now and try and organize sessions to see what is happening and to
what extent people are really taking this into consideration when they are
taking decisions in schools, taking actions, even in teacher education”™
(R7 — Education Management interview of 28" September 2004).

6.3 Chapter Summary

The findings have given rise to pertinent issues in teacher education, the national
curriculum and the education policy. The various categories have helped to classify the
findings in line with the conceptual framework and the research questions. The issues

will be discussed in more details in the next chapter.

? Participants from the individual interviews are being referred to as R1to R9, meaning respondent 1 to
respondent 9. For the Focus groups they are being referred to as P1... representing participant 1 to
participant 3 for the NIE EDST lecturers’ focus group, participant 1 to 5 for the headteachers® focus group
and participant | to 12 for the NIE trainees® focus group.
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CHAPTER SEVEN : Discussion of findings
7.1 Introduction

This chapter discusses findings in relation to analytical categories derived from the
theoretical framework of the study and the research questions (see chapters 1 and 4),
Whilst considering findings across the participant sample as a whole, an attempt has
also been made to look at the similarities and differences between the different groups
of participants involved in the study (i.e. school headteachers, Ministry Management,
NIE management, NIE trainees) (Appendix G ). This extension of analysis has
enabled further triangulation, and enhanced the cxtent to which the specific concerns

of various participants have been caplured.

All of the results and recommendations are based on the evidence from data
collected. They reflect the needs and concems of the sample of participants from all

sites involved,

7.2 Discussion of Findings

From the conceptual framework and research questions the following seven categories

were 1dentified for the classification of the findings:

Category 1: Promotion of lifelong learning and lifelong learners (Young,
1998) - This category relates to Research question 1 — sub-
questions {¢) and {¢) and is the central focus on the conceptual

framework.

Category 2: Form and content of learning (Young, 1998) — This responds to
Research question 2 — sub-questions (¢} and (d) and also forms

part of the central focus of the conceptual framework.
Category 3: Schools prioritising learning (Young, 1998) — The

category corresponds to Research question 1 — sub-questions (b)
and (d)
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Category 4: Curriculum (Ross, 2000} — content-driven, objectives-driven and
process-driven; - As this makes reference to both the NIE and the
school curricuium it will respond to both Research questions 1

and 2 — sub-questions (b) and (d).

Category 5: Curriculum (Bernstein, 1990): Classification and framing;

This category relates to Research question 1 — sub-question ().
Category 6: Education Policy (Ball, 1990) — economic, political and
ideological influences — This refers more to research question 2 —
sub-question (d).
Category 7: Alignment between education policy, teacher education
and national curriculum — This corresponds to research question
2 — sub-questions (d) and (e).

A discussion of findings relating to each of these follow.

Category One: the promotion of lifelong learning and learners.

This category is related to research question 1- sub-questions (a) and (c):
(a} Wihat is the broad education policy on secondary teacher education,
specifically with regards to learning and learners?
(¢} What is the vision of and for learning and learners embedded in current
secondary teacher education programme as ‘official text” and in practic2?
(see Chapter 1).
The findings sssociated with this first category show thal the education policy and the
national curriculum framework put a lot of emphasis on lifelong leaming both in
teacher education and in schools, but that this is not being successfully implemented
in either setting. Evidence from the documentary analysis (see Appendix E) shows
that the development of lifelong learners is a strong requirement both in the National
Education Policy and the National Curricuium Framework Document alike. The
National Institute of Education (NIE) Framework document does not make reference
to lifelong leamning and it focuses more on the primary course. Interview data pointed

to differing views on the protnotion of lifelong learning both in teacher education and
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in schools. For teacher education one out of three participants from Education
Management felt that this should be taking place, but did not comment on the reality
of the issue. Participant R7 from Education management was of the view that we are
not actually responding. This has been similarly agreed by R4, R6, R9 from NIE

management and participants of the NIE Lecturers focus group interview.

As noted in Chapter Three, according to Young (1998), of foremost concern with
regards to leaming in teacher education “is in relation to what tcachers need to learn
and how their initial training can prepare them for seeing the promotion of lifelong
learning as being at the centre oftheir future role as teachers” (p. 164). Various
factors appear to be preventing this from being a focus of attention at NIE. One of
these factors relate to the fact that trainees are not striving hard enough, they have no
targets and no aspirations, which means that tcacher education has not been successful
on that aspect. This view comes particularly from NIE lecturers. If this is the case it
will have an impact on their work as a teacher when they qualify. According to
Cornford (1999) “effective teaching of cognitive and metacognitive skills for lifelong
learning will only occur when teachers themselves have the knowledge, skills and

confidence to engage in teaching them effectively” (p. 115).

Another factor is the lack of opportunities. This was referring to opportunities for
academic upgrading for NIE staff which is felt to be non-existent or on an adhoc basis

and also for teachers in schools who wanted to upgrade himself/herself.

NIE trainees {elt that what is being learned cannot be applied to other situations -
training basically related to education/schools, not life skills. In that sense they feel
that the training is not looking at the wholesome development of the person. This also
came out strongly from the headicachers interviews. This relates directly to the
argument put ferward by Bentley (1998) that there are two crucial tests of an eftective
education system: how well students can apply what they learn in situations beyond
the bounds of their formal educational experience; and how well prepared they are to
continue learning and solving problems throughout the rest of their lives. This view 1s
also supported by Comford (1999} who pointed out that lifelong learning must be
conceived of as learning which occurs over the entire lifespan, if the terms are to have

real meaning.
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The majority of participants were of the view that the curriculum is not relevant to
students in the sense that it is not catering for their needs. The syllabus does not relate
to Seychelles context. This point was made by participants from both NIE and
schools. In that case it makes 1t difficult for trainees to promote lifelong learning as

will be discussed later in category 3.

There is a perceived lack of follow-up when the newly qualified teachers go out to
schools, No support is provided to them and no feedback comes hack to NIE on their
performance. This therefore does not allow NIE to evaluate the effectiveness of its
training programme, and in that respect to find out whether the newly qualified

teachers have developed this lifelong learning process.

Some participants were of the view that lifelong leamning in teacher education is
evident in certain subjects, like in Personal and Social Education (PSE), while in
others there is a lack. But in general most of the NIE trainees felt that lifelong

learning is being promoted at the NIE, at least partly.

The results relating to the promotion of lifelong leaming in schools portrayed a
somewhat negative picture. All participants apart from one felt that its development
was problematic in some way. Some teachers are not good models of lifelong
learning — teachers do not see themselves as lifelong learners, so they are not good
models of lifelong leaming, they do not heip the students to be able to function
outside the school setting. Young (1998) noted that “if teachers are required to
introduce ideas about lifelong leamning to their pupils, they too will have to see
lifelong learning will be at the heart of any future teacher professionalism” (p.164).
This has proved to be a problem in Seychelles. As a result of this, students do not
value lifelong learning. The perceptions of the participants are that students are not
valuing learning in general, probably because what they are being taught is not
relevant, so they are not motivated to learn. This in turn gives rise to other problems

like behavioural, truancy and others.
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Some participants, particularly NIE trainees were of the view that teachers label
students, thus discouraging them to learn. It was therefore felt that this does not help
to promote lifelong leaming.

The lack of resources was perceived to be a major obstacle for teachers so even if they
wanted to do their best, the shortage of resources somehow discourages them and

causes them to lose their motivation.

Teachers need retraining. The perception was that it will take time to develop this
lifelong learning process if the old teachers who are set in their old ways of teaching
were 1ot given opportunities to be reirained. There need to be upgrading courses for

them to bring about this process.

Participants both from NIE management and schools felt that training is focusing
more on academic knowledge rather than developing the whole person to become an
effective teacher. It has been noted by Hill (2000) that complaints among pre-service
teachers include dissatisfaction with the required education courses suggesting the
classes present only theoretical approaches and do not allow enough time to develop

competency. The form and content of teacher education then come in question.

Category two: Form and content of learning in teacher education

This category relates to research question 2- sub-questions (c) and (f):
(c) What is the vision of and for learning and learners embedded in current
secondary teacher education programnie as official text and in practice?
() Are there any apparent issues of tension/contradiction in education policy
and developments across education sectors and arenas with regards to
approaches to learning and the development of lifelong learners and a
learning society?
According to Young (1998) the form and content of learning in teacher education
involves identifying achievable learning objectives through school-based
apprenticeship and reflection on experience (p.65). While both the NIE framework
and the Education Policy (see Appendix E) acknowledge the need for teacher
education to keep abreast with changes in education, the findings for this category
indicate the need to review the present programme and in this process re-look at what

is going on in the schools so as to better prepare our trainees. This clearly shows
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discrepancy between what is in the document and what is happening in practice.
Referring to the literature review (Chapter 3) we note that Elliot (1993), pointed out to
the fact that “teacher education appears to be currently lacking in coherence and
continuity” (p. 1). The evidence has proved this to be correct.  Therefore
consideration should be given to the point made by Wasley (1991) regarding the need
to review teacher education programmes becs :se of the changing circumstances of
children’s lives, a growing knowledge base related to the critical influences of
cultural variations, the changing nature of training in many institutions around the
world and the changing perspectives on knowledge and forms of communication

available through technologies.

The findings relating to this category have also given rise to 2 number of issues that
appear worthy of attention in the context of a review of current teacher education and
planning for future provision. The first of those issues which has been noted by
participants from NIE management, lecturers and trainees is content overload. Too
much is expected of the students in too little time and trainees do not have enough
time for research. This makes it difficult for trainees to appreciate all the facets of life

promoted by the national curriculum.

Another issue which is partly related to the one mentioned above is that of repetition.
This has also been acknowledged by all the trainees as well as NIE management. The
repetition is mainly between the educational studies units and the subject units, but in
some instances this is also evident within one particular subject area. Trainees and
NIE management feel that if the contents of the units are aligned it will help reduce

the pressure off the students and provide a more effective training.

The issue of teaching practice was perceived as a point of concern as it was felt that
there is not enough teaching practice of what is being learnt at NIE. First of all
trainees feel that the load of work does not allow time for enough practice, especially
the different teaching strategies that they are leaming in theory and this makes things
difficult when they are faced with a class. And secondly the teaching practice
component is not long enough and visits to students on practicum are insufficient.
This was also supported by participants from NJE management and lecturers.

Research has shown that “the skills, attitudes and practices of classroom teachers are
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inextricably linked to the pre-service preparation they receive” (Eifler, Potthoff &
Dinsmore, 2004, p.92) and based on the study of Darling-Hammond (2000) teachers
who have had more preparation for teaching are more confident and successful with

students than those who have had little or none,

Teaching methodology is perceived to be problematic. Based on practicum
observations the methodology being used for the various subject areas is lagging
behind. Similarly the trainees noted that the teaching strategies being used at the NIE
are inadequate. According to Pierce and Kalkman (2003) “applying the Learner-
Centered Principles in teacher preparation programme and courses provides teacher
educators with opportunities to model effective learner-centered practices and

promote student motivation and leaming” (p.127).

Shortage of lecturers is an issue of concern which has been raised by Education and
NIE management, and trainees alike. The shortage of staff in certain subject areas is
affecting the training in that certain units of the first lerm have not been covered until
the third term. At the same time there is also a problem of insufficient number of
qualified teaching staff, particularly in areas like educational studies, Mathematics

and Languages.

Another concemn was that of monitoring. Curently unit evaluations based on
feedback from students are placed on file without any formalised cvaluation of unit
content and teaching being undertaken. Therefore there is no analysis of data

gathered.

Most of the NIE trainees and management felt that teacher education programme is
not well aligned with what is going on in schools. It was noted that in several
instances what they are being taught at NIE does not match well with what is
seemingly required of them as teachers in schools. Even the NCRTE researchers
noted that there is little alignment between the content of college courses that
prospective teachers take and what is taught in schools (NCRTE, 1991). This has also
been supported by Smagorinsky, Cook and Johnson (2003) who noted that teacher
education is often viewed as too theoretical and not sufficiently concerned with the

reality of classroom practice. Bates (2002) also noted that “while students learn their
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discipline they may well not learn much about what it is they will have to teach” (p.
219). 1t is therefore important to know the perceptions of the participants with

regards to learning in schools.

Category three : Schools Prioritising Learning

This category relates to research question 1 — sub-question (b) What is the vision
of and for learning and learners embedded in the National Curriculum as
outlined in official text und in practice in schools? Young’s (1998) third concept
of leaming in teacher education is that “if teachers are to learn from the
experience of being in schools, schools have to prioritise learning, not only
among their pupils, but among their staff” (p. 165). According to the document
analysis both the Education Policy and the National Curriculum Framework (sce
Appendix E) make reference to the creation of conditions for both staff and
students to develop and achieve their highest potential. The findings for this
category have highlighted that teachers are not seeing themselves as lifelong
learners. Participants perceive that one or two individuals are promoting learning
at school, but not the school as a team. Even with the School Improvement
Programme ' it has been difficult to get teachers to see it as a way of improving,
of upgrading themselves. The professional development sessions in schools are
perceived as not being productive enough, as teachers do not put what is leamnt
into practice. Finally teachers at school level do not encourage or support

trainee teachers when they are on teaching praclice.

Participants, and particularly school headteachers and NIE trainees, perceive that
teaching at school is basically targeted for the average students only. They are of
the view that teachers are not doing much for the high ability and the low ability,
but teaching mainly to the perceived ‘average’ group, as this requires less
planning. This is contrary to what is stated in the Education Policy and the
National Curriculum Framework, which both emphasises catering for the various

abilities.

' Schoot Improvement Programme (SIP) was first launched in schools in 1997 with the aim of getting
the schools to wortk on a plan for the school to improve in an area identified as weak.
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All the participants from the headteachers’ focus group interview and NIE
trainees are of the view that expatriate teachers who usually work on a two year
contract seem to encounter a lot of difficulties with understanding the cultural
background of the students, therefore they have many problems with classroom
management. This in turn puts a lot of pressure on the school management and

has an effect on learning especially among the lower ability students.

Automatic promotion from one level to another is also perceived as being
problematic, as students do not feel they need to work hard because they know

they will be promoted to the next class anyway.

The issue of the ‘traditional” approach to learning has been acknowledged by most
participants. Most teachers are using traditional teaching methods —chalk and talk,
very little “active learning’ is going on in schools - although the National Curriculum
Framework (see Appendix E) propose otherwise. Hewett (2003) noted that “the
student should be actively engaged in the leamning process. The teacher is more of a
facilitator (p.24). This has been strongly supported by McCombs (1997) and Reilly
(2000) who acknowledged that learner-centered education 1s a philosophy ofteaching
that focuses on the experiences, backgrounds, talents, interests, capacities and necds
of the students and on the best practices for enhancing motivation, leaming and

achievement for all students.

Participants also perceived that teachers are not showing accountability for their work.
Teachers are not seen as reflective practitioners — it is felt that teachers are still
reluctant to reflect on their practice. As noted by Bullough, “teachers are to be
held accountable for student performance” (p.234). Participants from school

headteachers shared the view that reflective practice is a tool for accountability.

Lack of motivation — This issue of lzck o " motivation is being looked at from
two angles: the students lose their motivation especially when they see that the
content of the teaching is either not refevant or too high or too low for them.

Secondly teachers lose motivation with all the various problems at school level.
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Level of commitment among the teaching staff at schoo! level has been observed
to be an issue of concern. Participants from different arenas have noted the lack
of commitment on the part of the teachers — they just come to work for the sake
of working, but not really being involved in the student’s leaming and in the

school ethos.

Category Four: Curriculum (Ross, 2000} content-driven, objectives-driven,

process-driven
The category corresponds to research question 1, sub-question (b) - What is the

vision of and for learning and learners embedded in the national curriculum as

outlined in official text and in practice in schools? The findings provide
differing views with regards to whether the curriculum 1s content-driven,
objectives-driven or process-driven. For teacher education some participants felt
that it is content-based and one participant felt that it was a mixture of content-
driven and objectives-driven. The trainees stated that they are not aware of any
curticulum for NIE so could not comment on it. They have been given unit
outlines and for soni instances even this was not given. The content of their
course was not made known to them at the beginning of the year or of their

course.

As for the national curriculum, both the documentary analysis and the evidence
from interviews show that there are aspects of both content-driven and
objectives-driven. Participants who perceived that the curriculum was content-
driven referred to the strong focus on the overall content of each subject area and
also pointed out the strong focus on cxaminations. Some participants felt that
although the content was prescribed, the emphasis is still placed on the
objectives which have been provided for each subject that students have to

achieve at the end of each cycle.

Severat issues conceming the curriculum were highlighted. First of all most of the
participants from the various groups perceived that what is prescribed in the national
curriculum is not really what is happening in schools; in certain cases teachers even
out aside the national curricutum and they Keep on using the old syllabus that they

were using before. This was noted in chapter 2 as a pint of concern and this has been
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proved as one particular subject area carried out some investigations and discovered
that the curriculum is not being implemented in a lot of schools. Teachers were using
the old syllabus and some were concentrating on problems which were going on in the
schools, e.g. bullying. So the curriculum can prescribe everything but the problem

lies with the implementation.

Traditional teaching methods are still dominant in schools - although the
teaching instructions as prescribed in the national curriculum framework are
supposed to be varied and suit the needs of the students, in reality traditional,

teacher-centred methods are still very much dominant in schools.

Monitoring is perceived as problematic by most participants, particularly from NIE
and Education management. Although there is a structure in place, basically there is
no monitoring of what is happening in schools, therefore there is no feedback on how
well the various subject curriculums are being implemented. This creates a problem

for the evaluation process.

Some participants are of the view that the present curriculum might not be responding
to the needs of the learners. They felt that the content of the curriculum is probably
not really what the students need and others pointed out that the content of the

curriculum does not relate to the local context.

Many participants expressed concems with the issue of materials. Hence

teachers might not be teaching the national curriculum due to lack of resources.

Category Five : Curriculum {Bernstein, 1990) Classification and Framing

This category also relates to research question 1, sub-question (b) - What is the

vision of und for learning and learners embedded in the national curriculum as
outlined in official text and in practice in schools? With reference to curriculum,
according to Bemstein (1971, 1990), classification refers to the degree of
boundary maintenance between contems -~ where classification is strong,
contents arc well insulated from cach other by strong boundaries. Where
classification is weak there is reduced insulation between contents, for the

boundaries between contents are weak and blurred.
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Frame refers to the degree of control teacher and pupil possess over the
selection, organisation, pacing and timing of the knowledge transmitted and

received in the pedagogic relationship (Bemstein 1971, 1990) (See chapter 3).

The National Curriculum Framework refers to organisation of different subject
areas in the curriculum, but at the same time makes reference to the integration
of subjects. With reference to classification, the findings from the interviews in
general indicate a strong classification: the subjects are arranged in well-

accepted hierarchy of importance and value.

All the evidence from the study points to strong framing, where the teacher
determines everything, from the material, pace and selection. At the NIE, this is
also strongly reflected in the evidence. Discussions with students to negotiate
content, pace of learning is practically non-existent. Most «.€ the participants felt
that this should be considered both at the NIE and in schools, as it will get the
students to be more involved in the learning process. This therefore shows the
tendency of the collection type (see Chapter 4). It lias been noted that we must
devise a curriculum which will focus on the pupils who are its recipients as well
as on the needs of the society they are being prepared to enter, and, further, on
the interaction of these two factors in the curriculum equation (Edwards &
Kelly, 1998).

Category_Six: Policy (Ball, 1990) — Econoinic, political and ideological

This category corresponds to research question 2, sub-question (d) — Are there
any apparent issues of tension/contradiction in education policy and
developments across education sectors and arenas with regards to approaches to
learning and the development of lifelong learners and a learning society? It also
relates to the conceptual framework based on Ball’s (1990) policy framework

Discussions on the issue of education policy highlighted controversial views

between the various groups of participants.

While most of the education management participants felt ihat the economic,

political and ideological situations of the country are taken into account while
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proposing reforms in education policy, the other participants, especially the
school head-teachers are cf the view that this is not the case. Several instances
have been mentioned, but the one which came up in most of the interviews with
headteachers, NIE management and trainees was the decision taken at the end of
2003 with regards to the introduction of the IGCSE ? examinations and syllabus.
The following points came up on that matter, which were used as examples to
illustrate the situation, The decision was taken without consultation with other
partners; even the curriculum leaders were not consulted. This was a problem as
the new curriculum had just been wrilten for schools. The implication was that
all the work done was going to waste, all the materials produced and/or imported
would not be used; Schools and other partners heard about the new decision on
the media; Teachers in schools are now working with four different teaching
programmes for one subject — geography was taken as an example - teachers
teaching Sccondary One arc using the new Geography National Curriculum
which was launched in January 2004. At Secondary Two and Three - they are
using ihe old syllabus which will be replaced at the beginning of 2005, At
Secondary Four the new IGCSE syllabus is being used ar.d at Sccondary Five
they are using the O’ level syllabus. We need to bear in mind that some teachers
are teaching all the levels. All the books and other resources for this new IGCSE
syllabus are not available yet. Teachers have not been trained/prepared for this
new syllabus. The NIE was not informed of the change therefore adjustments

have not been considered in the secondary teacher education programme.

Based on this and other similar situations, participants felt that there is a lack of
strategic planning when it comes to cducation policy review. Any change in the
policy is considered a cultural adjusiment, but it seems that the cultural aspect is

not taken into account at times of major changes.

The findings also show that very often changes in the education policy arec made
without a survey or study of the current situation. The change is therefore not
based on clear evidence. Some parlicipants are of the view that sometimes it is

only based on what other countries are doing, so again it comes back to the

? 1GCSE - International General Certificate of Secondary Education
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cultural aspect. This relates to the statement made by Bartell (2001) that “for too
long we have ignored the vital connection between policy and practice in teacher
education” (p. 185). It is for that reason that one participant mentioned that the
country is of socialist orientation, but what is going on in schools is capitalist

orientated.

Category Seven: Alignment of teacher education, policy and national

curriculum

Research question 2, sub-question (d) - Are there any apparent isstes of
tension/contradiction in education policy and developments across education
sectors and arenas with regards to approaches to learning and the development
of lifelong learners and a learning society? The findings show that while some
participants feel that there is a certain extent of alignment between the National
Education Policy and the National Curriculum Framework, other participants are
in doubts, The alignmént that has been referred to is basically in the written text
but not in practice. The lack of documentation nakes it difficult to confirm that
there is a certain extent of alignment in the implementation. Most of the
participants are of the view that implementation is onc of the major weakness in

the system and needs to be addressed.

An issue which partiripants particularly from education felt was disturbing is the
fact that the traince teachers are not aware of the policy. If this is the case, it
confirms the point made by R7 (Education management interview, September,
2004) “but if you ask me now, even not having questioned the NIE management
and teachers, 1 would tell you that many of them know very little, if at all about
this document, so having said that, I cannot see how they can align what they are

doing”.

7. 3 Chapter Summary

In this chapter we have seen the various issutes of concem in teacher education in
Seychelles and the relationship with the National Curriculum Framework and the
Education Policy. The issues have been discussed in line with the conceptual
framework for the study and the research questions. Most of the perceived

concerns have also been identified in past research or in literature on teacher
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education, curriculum and policy. Based on all the issues discussed it is worth
adding the comment made by Bullough (2002), who argued that “for many
teachers the prospects are disturbing. They are not troubled by the prospects of
accountability, but they worry about how they will be judged and on what
standards they will be judged, particularly when facing classes filled with single-
parent, unsupported and frequently harmed children in inadequately supplied
classrooms in understaffed schools” (p. 234). Literature has also expressed the
fact that teacher education requires institutional commitments to a special set of
demands that go beyond the ordinary norms of academic life and for that matter
there is a need for teacher education institutions to reassess their commitments to
the education of teachers and have the courage to dramatically restructure
underperforming programmes (Millnick and Pullen, 2000). These points are
taken into account in the next chapter on recommendations to be considered in

order to address the current issues of conceri.
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CHAPTER EIGHT : Recommendations and Conclusion
8.1 Introduction

The findings of the study together with the extensive literature reviewed have
informed a series of recommendations that are presented below. A list of
specific recommendations made by the participants in the course of the
interviews, together with the accompanying evidence can be seen in Appendix
H. The recommendations are presented in four parts: recommendations for (i)
teacher education; (i) recommendativns for curriculum and schools; (iii)
recommendations for policy makers, and (iv) recommendations for further

research,
8.2 Recommendations for Teacher Education

In teacher education several matiers have been identified as requiring urgent attention
in order to provide a more cffective training for secondary teachers. Based on the
findings the following recommendations have been made:
1. There is an urgent need to have a review of the secondary teacher
education programme. All subject areas should revisit the content
of the secondary training programme and endeavour to align the
units of study of the various secondary courses to avoid repetitions
and to reduce the workload of the students. This review should also
take into account the changes taking place in schools, especially
with regards to curriculum and mixed ability teaching®. The
review should be in line with the education policy for teacher
education (Education Policy, 1991, pp.12-13). This rcaffirms the
point made by Bartell (2001) that . too long we have ignored the
vital connection between policy and practice in teacher education”
(p.189). Wasley (1991) noted scveral factors contributing lo the
neced for significant renewal efforts in  teacher education
programmes, including the changing circumstances of children’s
lives; a growing knowledge basc related 1o the critical influences of

cultural variations; the changing nature of training in many
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institutions around the world, and the changing perspectives on
knowledge and forms of communication available through
technologies.  This study reported in this thesis similarly
highlighted these factors and directed attention to a need for

comprehensive review of the teacher education programme.

The development of lifelong leaming and lifelong learners should be the
focus of the NIE as has been stressed in the £ducation Policy. Bentley

(1998) emphasised the fact that lifelong learning is :

A new vision which involves shifting the way we see education
from a separate sector of society to a culture which infuses
every sector, linking together individuals, communitics and
institutions through diverse, overlapping networks of leaming
relationships. Education is no longer the one-way transmission
of information and knowledge, but the patterns of interaction
which allow us to acquire new Information, develop the
disciplines which can lead to greater understanding, and
discover shared meaning through mutual comprehension.
(Bentley, 1998, p.187)

. The NIE framework needs to be updated to cover the component of
the secondary training as well as primary. Currently secondary
trainees are not aware of the structure of the course and the content
of their programme. This should be made available to them at the

beginning of their course.

. The practicum part of the secondary course should be reviewed and
provision should be made for trainees to spend more time in schools
and a more effective monitoring procedure should be put in place in
order to ensure that trainees arc monitored and feedback is provided
to them accordingly. The evidence coming out of a study carried
out by Darling-Hammond (2000) indicate that teachers who have
had more preparation for teaching are more confident and
successful with students than those who have had littie or none.
The setting up of teacher mentors might also be a good way to

improve in that direction.
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5,

The Ministry of Education should look to increase staffing at NIE
and also make provision for additional resources which will help to
upgrade the standard of the training. Infrastructure, mainly in the
form of providing more space, should equally be looked at as it is
presently inadequate. Ramsey (2000) has drawn attention to the
need to also consider the influential aspect of financing educational
projects, and more specifically acknowledge that many educational
institutions are suffering from a lack of funding and restricted

infrastructure.

Upgrading courses, including formal training courses should be
provided to NIE staff based on the needs of both staff and the

institution.

Some findings drew attention to issues of accountability and
monitoring. It would be appropriate to set up a system of
performance management and appraisal. This should seek to
encourage staff to be reflective practitioners, while improving
accountability on the part of lecturers. Unit evaluation should be
incorporated in the new system, such that evaluation data directly

informs ongoing review and development.

The NIE intake should be recruited in accordance with the
requirements set (NIE Secondary Diploma brochure, 2002). The
fact that the standard of recruitment is dropping as pointed out by
participants is possibly due to a shortage of candidates to recruit
from. Therefore an advertising/campaign programme should be
developed in order to obtain more quality recruits for the

profession.

A structure needs to be established to enable an enhanced working
relationship between NIE and schools. The NIE is providing
training for teachers who will be working in schools at the end of

their training. The school’s role is therefore to facilitate the training
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by providing the support required when trainees go on practicum.
At the same time NIE should be aware of the different situations in
the different schools so as to better prepare the trainees. So a
forum/committee made up of NIE representatives, all the secondary
headteachers and representatives from the Schools Division should

meet once a term preferably befors the practicum of each term,

10. The NIE should actively encourage learner-centred teaching. As
Pierce and Kalkman (2003) stated “applying the learner-centered
principles in teacher preparation programme and courses provides
teacher educators with opportunities to model effective leamer-
centered practices and promote student motivation and leaming”

{(p.127).

8.3 Recommendations for ecarrfculum and schools

1. The major problem identified with the national curriculum is that of
monitoring. There is a need to establish a monitoring structure which is
more feasible than the present one. There need to be people monitoring and
providing support for the different subject areas at secondary level, as the
Department Heads have a heavy workload and are not able to monitor as

required.

2. An induction programme for new recruits in schools should be drawn
and implemented. This will assist newly qualified teachers and will help

to keep teachers in the profession.

3. There is a need to provide training or upgrading course to secondary
teachers in order to shift from the ‘collection type’ of the curriculum to

the ‘integrated type’ (sce Chapler 4).

4, Even though the national curriculum is relatively new there is a need to
relook at the various content and try to make it more compatible to the

nceds of the leamers.
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8.4 Recommendations for policy makers

1. Strategic plans should be drawn up for the various education reforms.
There should be consultation with the people involved in the

implementation process and people who will be affected by it;

2. Reforms should be based on evidence. A study or survey should be
conducted and the results should be made public so as to justify any

decision for reform;

3. There need to be proper documentation for easy reference and in

order to judge the extent of progress;

4. The economic, ideological and political aspects should be taken into

account in education policy decisions;

5. There should be a mechanism in place to ensure that the policy is
implemented in the way that it is intended in the document. If we
want to become a learning society serious considerations along this
line need to be made. As Quicke (1999), pointed out:

All societies have their curricula and in a sense all societies are
learning societies, but in the era in which we live the term ‘leamning
society’ is used to describe a new kind of society where every citizen
is and should be more reflexive about the processes of lcaming and
more aware of the need to engage actively in the construction of
‘good’ learning communities.

(p-1)

8.5 Recommendations for future research

Young (1998) proposed four key issues in the rethinking of teacher
education for our modemn world: leaming, knowledge, relationship with
schools and accountability. This study has focused on one of those issues,
namely leaming in teacher education. Apart from problems in the
approach to leaming in the secondary teacher education programme, the

findings have highlighted a whole serics of other issucs, which need to be
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studied if we want education in general and teacher education specifically
to be more effective in the Seychelles. Therefore the following

recommendations are being made for future research:

1. The results have indicated that we have to look at the knowledge
being promoted in teacher education. As Young (1998) stated “it is
through a critical relationship with disciplinary knowledge that
teachers will be able to explore their aims and develop the concepts
for relating their specialist subjects to other subjects, the curriculum
as a whole and its broader educational purposes” (p. 166). Hence this
will bring about the development of the whole person to become a
responsible citizen. Therefore, more research needs to be conducted
in this area of teacher education and also looking at its alignment

with the nationa! curriculum and the education policy.

2. The relationship between NIE and schools is another issue which
requires more rescarch. A suggestion has been given to improve this
relationship in a short term basis, but there is a need to investigate the

situation and find out where the problem lics and how to avercome it.

3. Accountability has also been identified as a major concern in the
context of Seychelles. More rescarch in this arca will help to identify
the weaknesses of the system and try to work out more cffective
procedures and structure.  This will include investigation on the
effectiveness of the current assessment structure for the trainces and

for teachers as well.

As a result of further research in the above mentioned arcas a wider
documentation on what is happening in teacher education will be present
and this will lcad to morc substantiated reforms for leacher education and
for education in general bringing forth better standards in both teacher
education and schools. In Beyer's (2002) view, a focus on standards fails
to take up the central questions that nced to frame teacher education. He

therefore declares that standards are not the answer, because what is
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~ generally missing in the current reform era is a larger body of literature,
: _'_drawn from inside the field of educational studies as well as from other
- ___d'isc_iplines that would enable students to develop a theory of teaching and a

~ theory of education (Beyer, 2002). In support of Beyer’s views, Bullough

. °(2002), observed that pre-service teacher education programmes are under

growing pressure to recast themselves around explicit and measurable

- standards, competencies and performance evaluation systems ( p. 235).
8.6 Conclusion

The purpose of the study was to explore the approach to learning and the
-~ development of leamers in the current sccondary teacher education
- programme of Seychelles and investigate the extent to which it is aligned

~ with the visions established in government policy, and embedded in the

" national curriculum. Fullan (1993) made rcference to the f{act that

“teachers’ jobs are more complex than ever before. They must respond to
the needs of a diversc and changing students population, a rapidly changing

_technolugy in the workplace and demands for excellence from all segments

o of _-sociéty" {p. 1). Several commentators addressed teacher education,

' d_rawing attention to an apparent lack of coherence and continuity in current
_'-p_rograhlmes (Elliot, 1993; Fullan, 1993; Helsby, 1999). it .is noted that
there is a call for higher levels of disciplinary expertise, and secondly there
_'_ié.a_call for much higher levels of professional (pedagogical) expertise

'. '.'(Bates, 2002, p. 219). Although it is clearly desirable to produce “effective -

teachers’ (however that is defined in a particular context), the extent to

- which attention is currently focusing on standards in some quarters seems -

inappropriate, the impression being that teacher education reforms are

o being driven by policy makers outside education (Beyer, 2002; Bullough,

. 2002).

Al of the above issues are contentious when it comes to enhancing the

__é_ff_'cctiv_"_c_li_l_css' of tﬁa_cher education and addressing prospective reform of

' ..pfqgrarﬁmés. Thé theoretical framework which has combined theories'o___f o

lléami'ng in teacher education (from Young, 1998), curriculum (Bei_'ns.téin,_ P
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'-i971-, 1990 and Ross, 2000} and education policy (Ball, 1990) has provided
arguably much needed guidance for investigations of learning in teacher
education and the alignment of teacher cducat_ion, national curriculum and

wider education policy.

The .major limitation of the study has been the short time span, which

- precluded the use of other potentially informative methods such as

_.'obscrvalions. Nevertheless, the participants represented the various

. scctions involved both in the training and administration of teacher
education,. representatives from secondary schools, and the trainees

themselves.  This allowed for a balanced view of the issues under

.."invc:sligal.ion. The findings gencrated by the study have provided some

. ‘valuable insights into many issues which need 1o be addressed in order to
:h'aﬂfc a more cffective secondary teacher traim'ﬁg programme which will
- encourage the promotion of lifelong leaming and the development of
~ lifelong learners in Seychelles.  The majority of participants pointed out
| the need to review the secondary teacher education programme to make it
-more compatible to the needs of the students and our society. |t has been
noted that teaching is becoming more and more complex and that the
training of teachers needs to take into account the cﬁrreﬁi'_and evolving _.

needs of schools.

~ While the national 'educalion_.._policy'.comlains'-' relatively constructive’
' _.'st'z';t_t_:m.ént.s with pégards to learning in teacher education, the alignmcnt_
‘between what is stated and what is currently happening in practice leaves a
- lot fo be desired. A list of recommendations for teacher educatioh,' |
“education policy, curriculum devclopment and suggestions for further
research has been provided in the hope of advancement in this respect, and
more broadly in relation to the development of education in Scychelles asa

. force for social and economic development.

- Looking beyond the immediate context of the study, it is important to recall -

- that teéch'er education has been acknowledged as an area lacking m 5

 empirical research. Evans (2002) indicated that “as an' area of | stud')'f':': o
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'. " teacher cducation is dominaled by examination of is_suc_sa\_vl_l_il_c methods on.
S L the dt_hér hand are comparatively under-examined (h; '153). ~ This study is
thus 'a-rﬁrc, albeit small scale, significant contribution to rescarch in the
.'.:"'S'I'ﬁr'calof' teacher education. It is an example of study engaging with the

| dynamlcs between teacher education programmes and policy initiatives
: '..di_rectéd towards fundamental change in school curriculum and pedagogy.
.'_fhc findings have provided some important insights into thc complexitics
" inherent in sceking to advance talk of lifclong leamers and socicties beyond

-_: 'fhetoric. It has highlighted a need for collective vision of and commitment

to these developments across sites and scctors of education that invariably
".-.'appear to operate in relative isolation. Needless to say, the challenge of

. ._':zalciliicving greater collaboration and coherency in policy, curriculum

' .'-.._'.dcvelopmcnt in education is not to be undcrcst:matcd Yet in a rclalwcly
'small country such as Seychellcs with a smblc mslltullon rcspons:blc for

~ teacher education, it sccms tlmcly_to_attcmp_t to tal_\c up_thal challenge.

2 Atthe request of the Ministey of Education a few secondary schools have been trialing mlxcd'a'bnluy )
classes for the past two years. There has been some difficulties with its implementation as reflected in.
. the ﬁndmgs {scc Chapter 6). :
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- Appéndix A: Curriculﬁ_m types according to B'érnst_e'in__ N

Table: Typology of Curriculum types aftei Bernstein

-Classification

" The construction and maintenance of boundaries

.| between curriculum contents; their inter-

‘relationships and stratification.

: Weak

Contents blur into each
other; boundaries are
not distinct or well
maintained; hierarchy
of content (if any
exists) is unclear,

Strong

Well insulated subjects
with strong boundaries;
subjects arranged in a
well-accepted hierarchy
of importance and
value, '

] _.Wéak.
"} Unclear what is and is

not appropriate subject

Integrated
Teachers cooperate
with colleagues and

| Frame - matter for learning; pupils; power of

o teacher/pupil teachers is concealed;

The relative relationship one of projects/topics are used

degrees of discovery; pace of to organize content;

control learning negotiated direction of learning is

possessed by the | between the two. less focused and more

teacher and the open to negotiation.

pupil over the :

selection, Strong (Programmed learning | Collection

transmission, Teacher/system is a possible example | Teachers are subject

pace, etc.. of determines the of this (Bernstein, specialists, transmitting

transmission and | appropriate material 1975, p.89). Content body of knowledge

leamning of that has to be may be blurred, but defined outside the

knowledge. transmitted; pace of pupil has no control classroom; subjects are

: learning is determined | over what is learned.} | clearly distinguished,;
by teacher/curriculum; pace and direction of
teacher has all the leaming are fixed by
necessary information teacher.
to be learned by the
) pupil.




© Appendix B: Interview schedule

" Table showing schedule of interviews held between 15" a'li._d 28“‘_ S_"?pt_errib_er;lz(.lm | .

Date /Time Participant Location

15" September, 2004 Assistant Director Curriculum | NIE
1.00p.m.) B

17" September (8 003 m) | Director General for Schools | Ministry of T
Education -
headquarters

1'?“‘ September (2 00p m. ) - g Course Leader Secondary : -NIE

187 Seplember (10.00am. )_' -Dlreetor NIE o NIE.-. e

' _20‘?‘_Sep_te_mher(11__._0_9 a.rp_.-)-‘_. | Director General for Trammg Ministry of -
o v 'and Further Educatlon) ~ t Education "
o WSWtember@ OO'p'm') o _LecturerNIE .. [NE -

' 21S Seplember (10 00 am).:j'.; Headteachers focus group - |'NIE .

| 2““ September(l 10pm).'.- ' NIE _'I_’_ramees foc_us_group'_l NIE

23" September (8.00 a.m.) - | EDST Lecturers’ focus group . | 'N!

: 23"1 September (1.10 pm.) | NIE Trainees’ focus group2 -

__ﬁ“_‘.Seplember (1.00p.m.) Headteacher ~  individual [ NIE
N interview ' '

| 28" September (9.00 a.m.) Principal Secretary Education | Ministry ef
' : ' Education . -
headquarters .

-28‘_]‘_September(1.00p.m.) _ | Head of Faculty CONIE e




Appendix C - Statement of disclosure and consent form

Principal Secretary of Education

Statement of Disclosure and Informed Consent

Research Study

The development of learning and learners in teacher
education in the Seychelles: a critical investigation

I am a Masters student currently studying at ECU under the supervision of Dr
Dawn Penney, and I intend to investigate the development of learning and
learners in teacher education in the Seychelles.

The purpose of the study is to explore the approach to learning and the
development of learners in the current secondary teacher education programme
of Seychelles, and specifically investigate the extent to which it is aligned with the
visions established in government policy, (and embedded in the National
Curriculum) for the transformation of secondary education, development of
learners, learning communities and a learning society. The research will make
recommendations for prospective reform in teacher education and for further
research in this area. It is also hoped that the result of such a study will
contribute to the enhancement of education in general through the development
of lifelong learners and a learning society. While the study is specifically focused
upon Seychelles, its significance extends to international academic and
professional communities. Many of the issues set to be addressed in the study
are of international relevance and interest.

The study will include individual and focus group interviews scheduled to take
place in the Seychelles from 10th to 24th September, 2004. I will also be analysing
documents relevant to the study, such as Education Policy, National Curriculum
Framework, and Secondary Teacher Education Framework,  Officials from
Education Management; Management, teaching staff and secondary students of
the National Institute of Education and Secondary Head-teachers participation
will be of vital importance to the study., I would be grateful if you would agree to
participate in the study.
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If you agree to take part in this research, it will involve an individual interview
lasting approximately one hour. I would like to tape the interview and would
provide you with a transcript which you would be able to edit to your satisfaction.
In view of the distance and limited time I have scheduled your interview on 10t
or 13t September, any which is more convenient and at a time and location
deemed more appropriate for you. All information obtained will be treated with
the strictest confidence and will only be used for the purpose of this study. You
will not be identified in any way in the presentation of the results of this study.

Your participation in this research is voluntary, If you choose to participate you
will be free to withdraw from the study at any time.

If you are willing to participate in this research project, please sign and return the
following consent form. Ilook forward to your active participation.

QOdile Jean-Louis
Date

Questions concerning the project
Can be directed to:

Odile Jean-Louis

Edith Cowan University

2 Bradford St

Mt Lawley WA 6050

phone.
email — ojeanlou@student.ecu.edu.au

If you have any concerns about the project or would like to talk to an independent
person, you may contact Dr Dawn Penney, on 9370 6802 or email
d.penney@ecu.edu.au

D llllllllllllllllllllllllllllll IR T NI E g L R T R L L L e L P e TR N R R PRR EAPy EL L1
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CONSENT FORM (Principal Secretary Education)

Project Title: Development of learning and learners in teacher education in the
Seychelles: a critical investigation.

I have read the information above
(or, "have been informed about all aspects of the above research project”) and any
questions I have asked have been answered to my satisfaction.

I agree to participate in these activities, realising I may withdraw at any time.

1 agree that the research data gathered for this study may be published provided 1
am not idenifiable.

Participant Date:

Investigator Date:
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Appendix D: Sample of Guided Interview questions

Interview 1: Semi-structured interview with Ministry personnel

I am a Masters student at Edith Cowan Universiiy and | am conducting a study on
lcamers and learning in teacher education in Seychelles. Before we begin our discussion
I would like you to know that I am tape recording the session so that I can refer to the
discussion when I'm wriling my report.

QUESTIONS

What are your perceptions on learning in schools {(in teacher education) in
Seychelles?

(form, content )

The Education policy states that “The Ministry of Education is committed to
providing a ilexible and innovative system of education which widens access
for tifelong learning”,

{(“Develop commitment to lifelong leaming and to professional development
as a continuous and permancnt process”.

* Teacher Education and Training will be delivered through a unificd system
which promotes life-long leaming, with initial and in-service training being
viewed as a continuum".)

To what extent do you think that the development of learning and learners in
schools and in teacher cducation responds to the cducation policy on
leaming?

What sort of mechanism is in place to ensure the implementation of the
policy?

How would you classify our national cumriculum; would you consider it to be
more content-driven, objectives-driven or process-driven?

Do you think that our national curriculum tries to maintain boundaries
between the various contents?

Would you consider that learning is negotiated with the students or the
teachers determine everything?

Based on whatever sort of evidence you have, to what extent do you think
that leaming in teacher education is in line with the form of leamning as

prescribed in the national curriculum?

(What are some of the comments on newly qualified teachers)?
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10.

11.

What are the various factors, which are taken into consideration when
reviewing the policy?

What structure informs the policy on the need for change?

What do you think are the main discourses in the education policy with
regards to leaming?

Do . think that the approach to learning in the education policy, the
national curriculum and teacher education are consistent/compatible/ well

aligned with one another?
If yes, can you give an example?
If no, why not?

What recommendations do you have for education (mainly teacher education
and schools) in order to see the promotion of lifelong learning and the move
towards a leaming society?
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Appendix E: Samples of Documentary Analysis

Education Policy

Document Review:

This document outlines the goal of education in Seychelles and the basic principles
guiding the implementation of the education policy. Each principle is explained in details
and the goals for schools and other education institutions are elaborated.

Leaming in Teacher
Education:

-Lifelong leamers and
leaming

-Form and content of
learning

-Prioritising leaming

Page 6, Values : * The Ministry of Education is committed to
providing a flexible und innovative system of education which
widens access for lifelong leaming”.

Page 13, * develop commitment to lifelong leaming and to
professional development as a continuous and permanent
process’.

Page 13, * Teacher Education and Training will be delivered
through & unified system which promotes life-long leaming,
with initial and in-service training being viewed as a
continuum”.

Page 12, “engage in the all round development of the young
persan threugh an active commitment to afl forms of [eaming,
including leaming that is not based in the activities of the
classroom™,

Page 13, " Classroom action-based research will be actively
promoted as one of the most effective ways of ensuring that
teachers constantly reflect on their teaching and seek to perfect
their practice”,

Page 12 “engage in the all round development of the young
person through an active commitment to all forms of leaming,
including leaming that is not based in the activities of the
classroom™.

Page 13 "Promote successful leaming by having high
expectations”,

This also refates to
lifelong learning.

This rclates 1o Young's
idea of reflective
praciice and the use of
researchl.

Leaming in
Secondary schools:

~Lifelong leamers and

leaming

-Form and content of
leaming

P. 10“ Develop attitudes and competencies for life-long
learning and establish the foundations for further education,
training and employment”.

Page 10, “ The secondary curriculum will be designed to ensure
that the youny person continues to receive a broad, balance
education for as long as possible, at the same time as he/she
progressively opts for certain subject combinations, which
prepare him/her more directly for broad areas of carcer
specialisation, in preparation for work or specialised training at
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the post-secondary level”,

Curriculum {Ross):
-Content-driven

-Objectives-drven

-Process-driven

Page 10, “The goal of secondary education is to develop the
knowledge, skills and attiudes required fn key fearning arcas 1o
enhance hisher quality of life and contribution to society™.

Page 10, The secandary curricutum will be designed to ensuse
thal the young person caninues te receive o broad, balance
education for us long s possible, at the same time as he/she
progressively opls for certiin subject combinations, which
prepare i her more dineetly for broad areas of career
specialisution, i preparation for work or specishised traming at
the post-secondary Tevel. Education for choiee will therefare be
a crucial element of the secondary cumiculum, and it will be
supported by structures for personal, educational and careers
guidance and counselling, The fexibility that the secomdary
curriculum provides in teems of catering for different abilitios
and inrerest will be retlected in school policies and teaching
practices amvd approaches al this level™

Curriculum
(Bemstein)
-Classification

Framing

Poticy (Ball)
«Ecanomic dimension

Page | :Mission stitement * 10 build a coherent and
comprehensive systen of equality education and training
rellecting shired universal and nutional values, which will
promote the integrated development of the person and empower
himMher to partivipate fully in social and ccanomic
development™.

Page 3: “Lducation is also a major beneficiary of government
expenditure and in times ol sinngent spending, the system is
sequired to become mmore efficient and show thatat has clear
precesses for evaluating outcomes™.

Yage 4 with regards to education for productivily, it is stated
The strength of a simall economy rests an the capacity and
determination of its work force to generine the wealth tiat can
sustain programmes of social and cconomic development .. ...
Productivity will be enhanced through sn education system
which setr high expectations, accustoms young peoaple ta hard
work, expuses them to both manual and intellectual work in
their formative years.”
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-Political dimension

-Ideological

Page |, “Equity is a necessary condition in a seciety founded on
the dignity of the person, the maintenance of a tradition of social
harmony, and the recognition of the right of every citizen to
contribute in a meaningful way te national development”,

Page 4,"A sensc of community und solidarity with others is one
of the most precious legacies of our tradition as an island nation,
characterised by racial and religious harmony. As economic,
social and politicul changes revelutionise our way of life, it
becomes very important that we cement these secial bonds
whichnat only defime our identily as Seychellois, but also
nourish cur sense of social commitment, and allow us to
continue to provide a model of peace and integration to the
whole world”.
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Document Analysis

Document: The Seychelles National Curriculum Framework

Document Overview

The document contains information on the principles content and structure of the national curriculum of
Seychelles. It also provides a brief description of all the learning areas incorporating the essential skills,
values and attitudes. A scction has been dedicated to assessment ofstudents’ learning.  Curriculum
implementation, monitoring and evaluation have also been outlined. In general the aim of this document is
to provide a guideline for the development and implementation of the various curriculum documents for the

various learning arcas,

Category Extracts/pg ref. Comments
Leaming (Y oung) Principle 3 on page 3 states “Students must become
-lifelong leamers and independent and lifelong leamers if they are to
leaming function effectively in an environment of continuous
change™;
Page 3 ** The Nationa} Curriculum will provide all
students with opportunities to study a range of
-form 7l content of subjects and to develop the associated skills,
leaming attitudes and values, The cumiculum will offer a
diversity of leaming experiences which will promote
the integrated development of learners and help
them achieve their potential™,
-Learning as a sorial In principle 4 of page 3 “Leaming is more effective
process when students see the connections and relationships
between ideas, people, events and processes, as in
real life situations.{page 3)
Page 5,"Eight leaming areas, the languages, The fact that the

Curriculum type (Ross,
2000)
s  Content-
driven

»  Objectives-
driven

¢ Process-driven

mathemalics, science, technical studies, social
studics, the arts, personal and social education,
physical education”

Page 5 “ Eight essenlial components of the national
curriculum derive from the above objectives and
through these students will acquire the necessary
knowledge and understanding, skills and attitudes
and values specificd in the cumiculum document of
each leaming area™,

objectives have been
given first, leads me fo
believe that there is an
element of objectives-
driven concopt,

Witk the division of the
eight tearning areas
shows clear evidence af
content-driven concept,

Cumicutum concept
(Bernstein 1990)

= Classification

¢ Framing

Page 5 “All eight leaming areas are cssential for a
broad and balanced curriculum®,

Page 17 “ All students should have the opportunity
to develop the full range of esseatial skills specified

Specific brundaries
betweer, .nlents

This gives rise to what
Bernstein referred to as
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in the National Cumiculum, across the whole
curriculum and throughout their schooling™,

Colleciion type, meaning
that teachers are subject
specialists, transmitting
body of knowledge
defined outside the
classroom, subjects are
clearly distinguished:;
pace and divection of
fearning are fixed by the
teacher

Reference to education
policy

Reference to Teacher

Education
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NIE Framewaork Analysis
Document Review:

This document outlines the goal of the National Institute of Education of Seychelles. It is a document
under review, but which basically focuses more on the primary course. Whereas there has been an attempt
to adjust the document to suit secondary as well, there is no information on the course content ofthe
secondary courses and the practicum structure,

Leaming in Teacher

Education:

-Lifelong learners and Reference is nol made to lifelong leaming,

leaming

-Form and content of “The course represents a coherent programme of study

leaming with a structure composed of one year foundation which
emphasises the acquisition of knowledge, skills and
attitudes necded by generalist teachers as well as a basic
experience of the teaching profession. The three-year
primary programnic aims at cmpowering trainee teachers
through the acquisition and mastery of the newly
qualified teacher campetencies and the content of the
different learning arcas of the national curriculum” (p.
1}.

-Prioritising learning “Trainee teachers will acguire an understanding of

theories of teaching and leaming and other broad-based
prafessional perspectives. They will be able to atliculate
and justify a professional philosophy, and they will
begin 1o demonstrate the attributes expected of a
reflective practitioner. Approaches to teaching within
the programme will emphasise active leaming and
trainee teachers will be expected to take responsibility
for their own progress”™. {Philosophy - p.2)

i

new ways of acquiring knowledge and new delivery
systems challenge the teaching profession, which is
faced with emerging individual and societal needs.
Because of the extremely rapid developments taking
place in medem societics, the teaching profession is
acquiring a new function that of prepaning people for
change. Thercfore, teachers have to be equipped with
knowledge skills, values, practices, experiences and
aptitudes required for coping with new unforeseen and
unforeseeable circumstances” (Rationale, p.1)

“The purpose of the course is to prepare competent
primary classroom teachers who will be able to adopt a
reflective and team-based approach to enhance students’
learning. In essence it aims to promeie attainment of the
NIE’s professional competencies for newly qualified
teachers”. (p.2)
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Curriculum (Ross):
-Content-driven

Objectives-driven

-Process-driven

"The three-year primary programme aims at
empowering trainee teachers through the acquisition and
maslery of the newly qualified teacher competencies and
the content of the different leaming areas of the national
curriculum™ (p. 1).

Curmiculum (Bemstein)
-Classification

-Framing

Policy (Ball)
-Economic dimension

-Political dimension

-Ideological
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Appendix F: Sample of Transcriptions
Transcription

Interview Details: Respondent 2 (R2)
Date:17" September, 2004 Time: 8.00 a.m.
Venue: Office of DG Schools, Ministry of Education

Key: Silence/Pause =....
Speech that can’t be understood = xxxx
Emphasized speech = bold

Interviewer Good Moming Madam. Thank you for taking part
in this project. As you are probably aware,l am a
Masters student at the Edith Cowan University and |
am conducting this on the development of learners
and leaming in teacher education in Seychelles. Just
to remind you that the interview will be recorded.

The first thing probably that we can discuss on is
your perceptions on leaming in general, in schools
and teacher education, the form and content, what
are you general vicws on learning?

Respondent 2 | Well, learning should be a process involving the
(R2) student and the teacher in an environment conducive
to getting results. The focus of the learning process
should be the student himself or herself going
through the experience of acquiring knowledge,
skills, attitudes, with the objective being that you can
get as much as possibie from the experience that will
help him later when he comes across similar
experiences or in life in general.

Interviewer So this lcads us directly 1o lifelong learning. In our
policy, in our education policy of 1991, it is clearly
stipulated that “The Ministry of Education is
committed to providing a flexible and innovative
system of education which widens access for
lifelong learning”. This is also stipulated in the
national curriculum. So to what extent do you think
the development of learning and learners in schools
and in teacher education respond to this policy?

Respondent 2 Well according to the curriculum, if we look at the
content and form of the curriculum it provides......the
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curriculum provides students with opportunity, like I
said, to gain the skills, the necessary knowledge and
attitudes, so that the student himself will continue
learning not just in school, but beyond secondary
education and a preparation for him to cope in life
later on, be it in the world of work, be it further, for
further learning and [ believe that if we have
equipped the students in schools with these...with
these requirements he will be able to continue
learning throughout his life, because the basics will
be there and he will....he or she will oniy need to
build on that.

Interviewer

Any comment on teacher education?

Respondent 2

Hmm...anyway I see tcacher education as gelting
the student teachers or maybe in-service teachers
going through the same process as the student, being
able to see teacher education as a preparation for
them to be able to help the students in schools, and
for them they should see the teacher training also as
a lifelong process. Its not just that they are in
teacher education and getting the necessary skills
and knowledge of how to tcach, but it’s for
themselves as well to...to be able to use the
experience provided to them at the national institute
of education to continue to develop themselves
personally, professionally, throughout their lives.
Once they are at school they may be lost in the
multitude of tasks involved in teaching we know, but
still the teacher....being a teacher must be lifelong
learner as well. He or she must seek whatever
opportunity is presented to him or her to continue
that process of professional development and
whatever the teacher is doing and the student is
doing should go hand in hand. This is my view of
lifelong leaming, the teacher helping the students to
gain the skills of lifelong learning to continue
learning, to continue developing and the teacher
himself or herself going through that process as well.
Because its through experiencing that, that you can
pass on hmm....pass on your knowledge or skills to
the students. You cannot tell the students to do as |
say, but the student should see you as well involved
in the process of learning, to...to be a mode! of that.
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Interviewer

But do you think that this is what is happening in
practice?

Respondent 2

Hmm....its.....I cannot say it is happening a hundred
percent. There are teachers who are good examples
of this, but I must also admit that we have.., we
have teachers who are not...who are not...good
models of lifelong learning and who do not also pass
on the necessary...who do not get the students to
acquire the necessary skills and knowledge to be
able to function outside the secondary school setting,
outside the primary school setting, and this is an
obstacle. I see it as an obstacle to the progress of our
students and the progress of education as well,

Interviewer

And this will lead us to the next question on the
national curriculum, How would you classify the
national curriculum, would you consider it more
content-driven or objectives-driven or process-
driven?

Respondent 2

Hmm.....anyway, looking at the...hmm....I am more
involved in the curriculum implementation rather
than the development of the curriculum, even though
as an educator I’ve also looked through the
document and hmm.,..the implementation at school
level I would say is that, hmm...wc have....we have
the teachers more preoccupied with content. This is
what they are preoccupied about. They would like
to teach a much as possible, but how they teach that
and for what purpose, maybe sometimes you don’t
see that relationship for that. You see the teachers
for example, we have a topic this is what we’re
going to teach, from the curriculum, what are the
objectives for that topic, ! don't know if they really
give thought to that or if they go back to the
curriculum document to see, Okay, this topic, what
are the objectives related to it that I’'m going to
teach, hmm....but you don’t see that. Maybe they
just take a book and this is what we’re going to do
and at the end of the day, not even assessing,
because what are going to assess if you haven’t
taught it as an objective based programme. And
there may be in the national curriculum.... you may
have the objectives set out, but again my concern is:
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do our teachers really relate to those objectives
when they are teaching. This is my concern. And
also, do they relate to those topics when they are
assessing what they have taught the students. Or are
they only testing them on facts that they*ve given.

Interviewer

Therefore if we consider this sort of direct’ 1, would
you consider that learning is mainly directea by the
teacher with all the decisions taken by the teacher?
Do you think that there some sort of negotiations
with the students at some stage?

Respondent 2

Like I've said there are....there are teachers who are
quite good at gelting students to be involved in the
learning process, but we also have teachers whose
teaching is very teacher centred and content directed.
Okay, wherc experience in which the learner
would....would really be ihere as...I don’t
know.....as an object or whatever the teacher wants
to direct the teaching at, not really getting them
involved in the process, activities, that they can
really learn through the experience rather than just
be there and whatever 1 have I give to you and that’s
it. Hmm....but it would really be, hmm...a good
start or experience for our teachers if they can relate
whatever they are teaching to the expericnce of the
students, to everyday experience, to life experience
for the students and the students would benefit a lot,
because they would know that what they are learning
really has a meaning out there later on and this links
to lifelong lcarning as well.

Interviewer

And they also probably think of their subject as a
sort of boundary, there is a sort of boundary around
their subject. Even if in the national curriculum they
are trying (o integrate the subjects, to sort of make it
cross-curricular, But do you think 1t is really
happening?

Respondent 2

Hmm....anyway, when it is stated in the national
curriculum document you see it as,...like I said it is
very nicely stated, that there are opportunities, for
example for this subject to be integrated into Maths,
be integrated into languages etc,.,,but in
practice...in practice it is something different. I
know linking subjects.....himnm.,....in the curriculum
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is a challenge. It can be difficult, it can be
challenging in the sense of the teacher trying to find
out what kind of activitics can I do in order to, for
example relate Social Sciences to Maths, in order to
relate Social Sciences to Science, you know.... it
takes reflcction on the part of the teacher and
maybe...maybe for some of our tcachers they do not
give enough thought to that, they do not give enough
reflection fo that. And this ends in having us
teaching subjects in isolation. Okay, I'm teaching
Maths so Iteach only Maths, I'm teaching Social
Sciences so this is my domain, my littie world, so 1
function in my little world with my little group of
students. Whatever happens in other subjects does
not concern me, Okay, but..... it would have been
better, because we are encouraging our teachers for
example to do team planning, term planning, this is
an opportunity for them to have to hmm.....to have
to really see my subject, how can [, say I'm teaching
whatever lopic in Mathematics, does that have a
relationship with whatever you are teaching in Social
Sciences. How can we get together, because in the
end it’s a set of skills that we are giving the students,
it’s a set of knowledge that we are giving the
students. We may be giving the same knowledge,
but in little pockets to the students, not integrating
everything, so the student gets an overall, a global
view of whatever topic that we are teaching. And
also what is more important relating that to the world
out there,

Interviewer

Based on whatever evidence, probably you come
across a lot of evidence, to what extent do you think
that learning in teacher education is in line with the
form of learning as prescribed in the national
curriculum.

Maybe you have some comments from head-
teachers on the newly qualified teachers or from
other teachers who are in schools.

Respondent 2

Anyway | cannot say that I’ve got concrete evidence
of that, but sometimes we....we gel feedback {rom
managers in schools, we also get feedback from the
students who’ve been in the school situation itself,
because here we have to look at both sides. We have
to look at students going to the school environment
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and trying to practice whatever he or she has gained
from teacher education and we also have the other
side of the coin, hmm....the school environment
there, hmm....welcoming the students to put into
practice what he or she has gained. We get
sometimes feedback, positive at times. But also
conflicting.....conflicting comments from both the
students and the school. From the student for
example we will get comnients like, I've ....when [
was at NIE we really worked according to the
curriculum outline for the various subjects, our
tutors have tzught us how to carry out mini research
at classroom level with our students, ete. . ..to inform
our teaching and when we go out there in schools
the....the envirenment is not conducive for us to
carry out this. This is from the students’ side. From
the in-service, from the school side, we hecar teachers
trying to say that, you know she’s come from NIE,
she wants to practice whatcver, but she’s not really
in tune with the conditions that we have at school
level. Okay, at school Ievel hmm.. ..the condition
out there, hmm.....is not rcally one that would help
the student to do that. Hmm.....when you go further
and you say that the conditions are there if the
students want to do that. The condition is there.
They can take from it whatever is relevant for the
application of whatever knowledge, whatever skills
they have ...they have gained at NIE, but you find
out sometimes, [ get the fecling that they do not get
enough support from the teachers. The teachers at
school level, some of them, sometimes its...its
amazing, you would say, was she from NIE five
years ago, because when they go to schools they say
its difficult for us to put into practice what we have
learnt, because of whatever environment we find
there. But [ also believe that if you want....if you
want to bring about a measure of change in your
own teaching, I don’t think you would really have
excuscs that the environment is....you can at lcast
try, not give up. Okay, the minute you find that at
school level the....the environment is not that
conducive, they should not give up. They should at
least with their classes put into practice whatever
they have leamt at NIE, try and implement the
curriculum, try and implement it in a wa hmm...to
best benefit the students. And also for tize to be able

120




to practice those.....the sirategies that they have
gained in teacher education, try and put them into
practice and sce whether....scc whether it works or
not. If it works, then we can have success stories
that we can share. Even convince our old
practitioners, our scasoned practitioners that such
strategies can work. It’s not because I'm young,
straight from NIE, but I can prove to you. There is
at the moment a divorce between what they’ve
acquired in teacher education and how they practice
this at school {evel.

Interviewer If we come back to the policy, what do you think are
the faciors that are taken into consideration when
reviewing the policy?

Respondent 2 | You mean the education policy?

Interviewer Yes.

Respondent 2 | Well if we look a1 the education policy the one

related with lifelong learning, we have 1o look at all
the other aspects informing the policy. If we want
our students to continue in the process of acquiring
knowledge and skills beyond the school boundary,
then we have to creatc the opportunity for that. And
if we want to ....to review that and sce if itsreally
working in practice, we have also to sec whether we
have the neccssary elements out there for the
students {0 bc able to cairy on...1o carry on learning.
We say we've changed the policy to say we should
have lifelong learning, is that really reflected in
society? Hmm.....where docs ....where do we think
we have managed to implement that to the full, okay,
throughout sccondary education, tertiary education,
now after that, what other opportunitics do we have
in socicty out large to enable the students. ....to
enable our students once they become
hmm....whatever, once they become adults,
members of the general society out there working,
what are the opportunitics that they have?
Hmm....there may be....there may be opportunities,
but do they really know whai. . ...what is there on
offer for them, And also when we....when we
review the policy do we take into consideration that,
have we given them enough opportunity for us to say
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our education system provides for lifelong learning.
Are we really....are we really taking into
consideration what are offering the students in ord ¢
for this policy to work? Hmm....for example we can
say that our students once they leave the school they
can carry on learning through ALDEC whatever, this
is one way of looking at it, but then apart from that
what other opportunitics are there for them to carry
on learning. Hmm....in their work places do they
have opportunities for them to continue learning and
is that linked to.....or how is that linked to the
cconomic development of the country. I'm sure
there is.....I'm sure there 1nust be a link, because if
I’'m to continue learning [ do so for the development
of my country , [ do so for me to be able to better
producce as a working citizen. So is there....are there
opportunitics for me 10 continue doing that or is it
left 10 me as a person 1o seck whatever opportunities,
because there are persons who would seck
opportunities beyond or outside of what are offered
for them to continue learning and developing as a
person. But when we comie to look at it, whenit’s a
policy, then we have to say, what is the state of
offering that as per the policy?

Interviewer

|l _

So whenever these new decisions are taken are they
based on some sort of rescarch or ...

Respondent 2

I'm sure any dcecision that 1s taken by a Ministry
musl be informed by cither a survey or a research,
We cannot just say that this is what we are....we
are....our goals are without first knowing that the
goal that we are selting oursclves.....is it..,..how
would they be realised later on,

Interviewer

To what extent do you think that the cconomic,
political and ideological elements influence the
cducation policy?

Respondent 2

Hmm,..... hmm....this is a very tough question.
Anyway if it is a national policy, then it must be
guided by the economic aspect of the country, it
must be also guided by the political ideology, okay
like where are we heading? How do we get there?
And is there also enough political will in order for
this policy 1o really forge its way or be implemented.
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For education I can say that the political will is there
for the goals, for the policy to be...to become reality,
for the policy to be practised. And for the economic
part of it, [ believe that whenever you have a policy
you must have the economic backing for it 1o be
implemented. But I can say that the will is there, we
are....we arc commitied for the policy to become a
reality.

Interviewer

What do you think are the main discourses? I think
we have covered some of them, for example what
we have in the policy and what is really happening?
What arc some of the problems? We have the
policy, but you feel that things are not really
happening as you waould have liked.

Respondent 2

Yes, anyway this is generally hmm. . ..the trend of
things. What you have in the policy is the ideal,
what you would like to have and in practice it may
not be translated as you would like it to be. But
we.....the onus is now on the policy makers as well
as the implementers to try and get those two to be
more in line with each other. Whal we say we
would like to do. . ..our vision of education and what
we have our teacher or whatever the pariners
implementing it they should also have the same
vision and work at implementing it to....so that we
can have the policy really being translated into
practice in the best possible way. We know as well
that this is not the 1deal, its not always whatcver we
find that the implementer......we are implementing

Interviewer

Therefore you think that in general, if we come back
to the approach to learning, do you think that the
approaches to leaming as stipulated in the education
policy, the national curriculum and teacher cducation
are consistent, compatible, well-aligned with one
another?

Respondent 2

Well, we....hmm....when the national curriculum
was reviewed....hmm.. .it was reviewed in line with
the new education policy, okay, and whatever
elements we have in the national curriculum in terms
of...... skills or whatever, has a bearing
on....because the national education policy was used
a the puide for the curriculum and it is used for the
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guide for....this is the guiding principle for
everything, so I believe that whatever we have in the
national curriculum must have come from the
national education policy. Whatever we state in the
curriculum policy must reflect the education policy.
If we say onc of the policies of education is
education for lifclong leaming in the national
curriculum there must also be hmm. . .a reflection of
that. Okay, because the curriculum is what will be
the basis to start students on that.,..on that lifelong
leamning road. So one cannot be divorced from the
other. Like I've said in the curriculum if the
principles are stated or if the principles are reflected
it is....it is...they are there. My worry is when they
are implementing that. You can have very good
policy....very lovely policy documents, okay, but
it’s the implementers that we have to work with.
They are the ones who can make the diflerence.
Even in the national curriculum you can have units
of work wiih very good objectives, very good
content, okay, even stating the process of how it
could be done, but at the end of the day, it comes
back to teachers, the implementers. Do they get
these across to the learners?

Interviewer

To end I would like 1o ask you for your
recommendations. What would you recommend,
cspecially with regards to fearning in schools and
teacher education in order to scc the lifelong
leaming in progress and the developmient of a
leaming socicty?

Respondent 2

Well.....Iwould.....I would recommend that teacher
education and schools work more closcly together,
more closely in the sense that.....we arc able to see
that what we give our teachers in teacher education,
these are being practiced at school level. Ican see
bath of them or each of them informing each other,
okay. Teacher education can inform hunm.. .learning
at school level, and leamning at school level can also
be used as a mechanism to inform teacher education.
Hmm....if we see that, for example, we have
teachers shine, like [ said earlier, to put into practice
skills that they have learnt and we see that out there
in schools this is not really a conducive.....we have
to work.....the iwo parties have to work to see how
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can we best create that environment at school level
for teachers to work in for the best benefit of the
students. And once we have teachers at school level
working on that, then whatever successes they have,
this can....this can go back and inform teacher
education on how best to prepare the teachers to
work in that environment out there, So cither we try
to change the environment together, okay, the
teachers, the newly qualificd teachers as well as the
teachers who arc working at school level. How can
we....how can we work together in order. ....because
our....our,,..the students are for both parties, okay,
we are working towards getling the students to
acquire the skills and the knowledge in order to
function later on. So we can in a way help cach
other. And maybe as well we need more on-going
discourse, ongoing reflection,...hmm.....are the
teachers, for example, at school level. . ...how much
is there input into curriculum development. Okay, I
know that some of them are helping to develop the
curriculum, but others....the mass out there, okay,
what really is their input in the curriculum
development. Maybe the students as well
sometimes, Are they invelved in curriculum
development, do we give them a say. Thisis my
own....I'm just reflecting on that. Do we give them
a say in curriculum because they are involved in as
well in the implementation. Do we give them a say
in that, or do we prepare what we think would give
them and in the end....

Interviewer Thank you very much and we look forward to good
results to help us improve....
Respondent2 | Yes, I'm surc we can improve....we can

improve.. . hmm.....if we all work together, if we all
are committed or if we all understand what we are
working towards, you know... We....sometimes
people at the top, policy makers....they have a
vision, okay, of where we want to go, but this vision
is not necessarily, like [ said, translated inio practice,
because maybe the people down there are not really
sensitised to...for a newly...for example, let’s take
the newly hmm...new recruits into NIE. When we
are talking about education for a learning society,
what does that mean for that person? Does the
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person really understand what the.....the policy of
the Ministry of Educationis? We have to
understand before we can work towards putting it
into practice and getting it to work. We have really
to internalise that. For me what is it? Isitonlya
statement in a document? How does it translate for
me generally as a teacher? And how it translates for
my practice as a teacher in school?

Interviewer Do you think that there is enough consultation
whenever there 1s a review of policy?
Respondent 2 | Anyway, I'm... the last....for the last review we had,

there was a lot of consultation. Though I don’t know
if the public consulted gave cnough input, but
they...teachers were consulted, teachers formed part
of the policy tecam, the policy development team,
we had representation of teachets out there, but how
well that was....how well the consultation with the
mass was carried out, that maybe I'm not too sure
about that, but I'm sure there was consultation, for
parents as well. Parents were consulted, teachers
were consulted and the students as well, but again,
the extent of the consultation, that maybe we
question. But we are...we are more and more now
making sure that whaiever new policy that we have
within the Ministry of Education, for example we
were reviewing the homework policy, okay, we
made sure that all partners had a chance to comment
on that, had a chance to discuss, why do we need to
give homework, the different homework practices
that we have at school level, we have school
managets giving their input, we had teachers also
discussing the document at length. We discussed
within the Parent Educators’ council, where we have
all the PTA chairpersons. They got a feedback from
the parents as well. Soin the end we haven’t really
come oul with 2 revised document, but we feel that
there’s been extensive consultation, so when that
document will come out, it will a document that has
been really....that has had the input of all our
partners. It's the same for the students’ disciplinary
policy. We went through the same process of
consulting all our partners. Itis....itis time
consuming, but in the end, when you produce the
document you feel that, in there we have the views
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of all our partners, so it is a document that is really
valid in terms of the input that we’ve had, even from
the students as well. It’s amazing sometimes what
you can get...the input you can get from the
students, when they are involved. You know they
give their views and it is ....it is really an eyc opener
sometimes for us, what they come up with. Maybe
things that we....that we haven’t, as adults realised,
but things that would necessarily impact on them.
You know they are sensitive to those things, so when -
they give the feedback, this is a good informer how
you would....how you would put that document
together now. How you would translate their
feelings into that, because the document is for them
in the end. The disciplinary policy concerns them
out there.

Interviewer

It would be good if we could do that for learning as
well,

Respondent 2

Yeah, it would be good if we could do that for
leaming. Hmm...I remember, 1 don’t know if I can
say that, but maybe I can share that with you, We
had a workshop on developing a common
understanding of what we understand by student
welfare. This is being carried out by the Ministry of
Social Affairs and education has been involved as
well in that. The different components of the welfare
of students, like education health, all the various
components. We've got a group of students from
one secondary school participating in that, And at
the feedback from one of the facilitators, she said
that she was really surprised by the level of
reflection of the students. And whal they are coming
out with in terms of education, the education that we
are giving them, they are questioning the
quality....yeah.... they are questioning the quality of
education, its not the....they are not questioning the
policy but again they are questioning what they are
receiving, okay, what is being practised in schools,
and saying, is that really quality education for us.

Interviewer

Thank you very much madam. [ will send you the
transcription for you to verify.
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Appendix G: Similarities and Differences in Evidence from Groups of Participants

| Category

Education Management ]

NIE Management and
lecturers

NIE Trainees

Headteachers

Cat. 1: Lifelong
learning

Similar views —
lifelong learning
not promoted

"I don't think that we are actually
responding”. (R7 — Education
management - Interview of 28"
September, 2004)

“‘Really when it comes to lifelong
learning | have a lot of concerns
“{P1 of NIE .'ecturers focus group
interview of 23° September, 2004)

“So lifelong learning is something
that we need to look at, even though
its in the policy” (R1 — NIE
Management - Interview of 15"
September, 2004)

“What we are being taught are
all relevant and can be used in
schools....l mean can be used
for lifelong learning”™ (P4 of NIE
fra.-nees focus group interview
of 22° September, 2004)

“Up to now ne, maybe thisis a
vision, it will take some time,
because our teachers also they
need to be retrained in order for
them to be able to bring about
this life long process. Using only
the same teachers who've been
used to their own way of teaching
and then for them to be able to
adapt to lifelong learning it will
take some time” (R9~
Headteacher - Interview of 27"
September, 2004)

Similar views —
lifelong learning
partly prormoted

“I cannot say it is happening a
hundred percent. There are
teachers who are good examples
of this, but 1 must also admit that
we have... we have teachers who
are not...who are not.. good
maodels of iifelong learning and who
do not also pass on the
necessary...who do not get the
students to acquire the necessary
skills and knowledge to be able to
function outside the secondary
school setting, outside the primary
school setting, and this is an
obstacle. |see it as an obstacle to
the progress of our students and
the progress of educatlion as well”
{R2 - Education management -
interview of 17" September, 2004)

it is not being as effective as we are
anticipating” There is a lack™ “There
are weaknesses...” (R4 -NIE
management - Interview of 18"
September, 2004)

"l would say not to a great extent,
even what we are teaching in my
subject area for example, we are not
sure if it is calering for lifelong
learning, so we need to bear that in
mind for the review™ (R6 — NIE
lecturer - Interview of 20"
September, 2004)

“I think to a certain extent, yes
the NIE is promoting lifelong
learners, because what we are
learning now we can use them
in different situations, butto a
certain extent not, because most
of the things that we are learning
is only in the context of schools
and education, therefore it
cannoet be applied to other
cases” (P1 of NIE trainees’

focus group interview of 22
September, 2004)

“For me t think, like participant
NO 1 has said, ihat yes, loa
certain extent we are
encouraging this, but with the
different international
syllabuses, like the Cambridge,
IGCSE, 1 don't really think that it

“The question of flexibility and
inngvation for lifelong learning,
well it is ongoing, but | personally
feel it is not encugh. We are
trying it, but | think we should go a
bit faster if we want to meet every
student's needs”. (P3 of Head-
feachers focus group interview,
21 Sept. 2004)
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will encourage this policy,
because they are things.....we
should base our things on what
we do here, what we will
encaurage later onin life. |
mean for certain students they
might migrate and go
somewhere else, but here in
Seychelles, most of our
syllabuses is based on whatis
happening overseas, not here in
Seychelles” (P3 of NIE trainees’
focus group interview of 22"
September, 2004)

Differing views

“Hram... definitety, if we're not,
there’s something wrong. Hmm....
When you say lifelong learning, its
not only NIE which is providing
lifelong learning, but | think that
NIE has got the mandate of
ensuring that whatever it is
providing will allow hmm. .. trainees
or students to be able to build on
what they have learnt, to continue
and learn and progress in their life.
So NIE's programme | think should
have ali these different aspects of
lifelong learning, because when
you say lifelong learning, we're
starting from créche, from day
care, créche up to primary, up to
secondary, up to post secondary
and even adult learning. And NIE
trains teachers in all these levals,
even up to post secondary and
even in adult learning”. (R5-
Education Management - Interview
of 21*' September, 2004)

“First of all | think what is very good
here is that all students when they
enter, especially the primary
students, when they enter any
course here they are... they have
units of study, of study skills.
Hmom... its true.... it's @ peint of
departure for them to embark in their
studies at NIE, but at the same time
it gives them some tools to carry on
with further studies once they leave
NIE, whether it be for.... to...to go
more deeply in teaching itself or for
other...other personal projects. So
this is one. And... we have what we
call the 'Schoc! Improvement
Programme’ where they learn things
like development planning and
things like that, so in there,
they...they...they....in that... they
embark in.... they are taught how to
do research, to carry out projects..,
50 in a way | would say yes, in that
sense, the training programme gives
them something to... to...as a
setting stone for ....to give them

“Perhaps | would agree, in NiE
the things that they teach us are
very useful in the sense that we
wili be able to better understand
the students and help them to
be better learners. But the
problem is that the syllabuses
that we are given to teach the
students do not apply to
Seychelles, so0 some of the
topics being taught in the
syllabus won't be of any use to
the students in Seychelles” (P2
of NIE trainees’ focus group
interview of 22 September,
2004}

“In @ way when we say learning
is a lifelong process we need to
understand what we are
learning, what is being taught
that make students not want to
learn. Some people say there is
no learning taking place in
schools, but | say that there is
learning taking place in schools,
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certain skills for lifelong learning.
Yes, | would say so, but what
happens, if you follow the teachers,
you will see that once the teachers
leave the training institution, when
they go back to schoals, for reasons
which we do not know yet, they
don't... they don't really take it upon
themselves to carry on with this
learning, they are bogged down by
either the work that they're
supposed to do, that is the teaching,
or family matters, but we feel that on
the whole , in generai they... this
lifelong learning process does not
really continue. Unless they are
offered structured courses, like
further training and things like that.
But for self-development we feel that
there's no cormmitment on the part of
the teachers for...for...for
professional development taken
upon themselves” (R1—~ NIE
Managsment - Interview of 15"
September, 2004)

“l do hope that more investment
should be made in that lifelong
learning process to encourage
teachers to participate more, not
only in research, but in action
research, 50 as to invest....so as to
engage themselves in investing and
striving for....improved learning.....
so that teachers do not oily conduct
research for research sake, but to
improve on that lifelong learning”.
(P3 of NIE lecturers' focus group
interview of 23° September, 2004)

but what the students are
learning is not what we want
them to learn, maybe why
there....there’s a ot of reasons
why, my colleague those
experienced teachers they are
implementing anything ihat they
have learnt before and the
content of the syllabus is not
appropriate to what is going on
in our country right now and
there are lots more factors why
the processes are being
hindered. We have to improve
on lots of things, jike what we
teach, how we teach, why we
teach™ (P6 of NIE trainees’ focus
group interview of 22
September, 2004)

“For me in PSE, it's a little bit
different, because what we are
learning in PSE here is very
much lifelong, because we are
learning ali about....its not only
giving us the knowledge, but
also learning the skills and then
the attitudes, and these are
things that we will carry with us
throughout our life, so basically
what we are learning will help us
in...throughout our lifelong
process.” (P5 of NIE trainees’
focus group interview of 22"°
September, 2004}
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Category

Education Management

NIE Management and
lecturers

NIE Trainees

Headteachers

Cat.2: Form
and content of
learning in
teacher
education

Similar views —
loaded content

“the programme is a bit too loaded
and the students do not have
enough time to read, to research,
hmm....to work on their own, or
independent study and therefore
they are not developing that
thinking skills, the independence
that we would like them to develop”
(R3 - NIE management interview of
18" September, 2004)

“We are probahly expecting too
much overall of the students. ltis
like we have to cram everything a
teacher should be able to doin 2
years of training. 1t is hard for
students to appreciate all the facets
of life ‘mental, social, physical,
spiritual’ promoted by the
currictlum. 1t is an academic 2
years with no room for socialisation
at the level of the institution.
Participation in an ECA is seen as
stressful and taking up time needed
for research” (R8— NIE
management interview of 28"
September, 2004)

“Since | started NIE, now I'm in
the third term of the first year, |
believe for learning itself we
have... different approaches are
being used, so its both
theoretical and also practical.
We've alsa been to the school
on practicum for two weeks and
that also has sort of been
beneficial to us in using the
approaches we've been taught,
But the thing we've....I've found
since I've been here is that its
very heavy, the workload is very
heavy and we have really to
organise ourselves, as | have to
really organise myselfas a
learner” {P5 of NIE trainees’
focus group interview of 227
September, 2004)

“Like she has said, the subject
matter is very impgortant that we
are learning, it has helped us a
lot when we are teaching in
school, but the content is too
much and the time we are given
to learn it is too little and we are
not given enough time to
practice what we are learning,
so when we get into the school it
becomes complicated for us to
implement what we are being
tavaht here at NiE™ (P6 of NIE
trainees’ focus group inferview
of 22" September, 2004)

“It is quite difficult to learn at the
NIE because we have so many
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things to do with._...in too litlle
time and it seems that we have
got a lot of work to do and most
of the lecturers have been
trained from different universities
and they have different
methods, a lot of them are
imposing their methods on us.
So they need to sit down
together and standardise their
methods so that they make
things easier for us” {P1 of NIE
trainees’ focus group interview
of 22" September, 2004}

“The content is sometimes too
much for us to take in, in such a
short time. ..period of time and
especially for us in English,
there are units from first term we
still haven't covered because we
don't have teachers. And we
still have a unit on our timetable
for Friday there’s a question
mark where the name of the
teacher is supposed to be. We
still don't have a teacher for that
unit and there’s a unit from last
term which we didn't cover at all,
And then like participant NO 3
said, sometimes what the
teachers themselves they are
teaching us they are not
practising what they are
preaching. lts completely
different” (P4 of NIE trainees’
focus group interview of 22™
September, 2004

“The content, well first of all |
think the content covers a wide
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range of different aspects of
teacher training, of education,
but the thing is that, | don’t know
- it's not organised in sort of a
systematic manner, at times you
do one thing in one unit the
other part in another unit so
there is some sort of repetition, it
becomes too much, it becomes
a lot where as if it was organised
in a very systematic manner we
wouldn't have maybe to do all
that thing in all that unit and this
would give us the chance to go
more in depth about certain
topics so the main point is we
don't get the chance to go in
depth for certain topics because
those things just keep on
repeating, repeating and it
becomes a lot and we find
ourselves doing a lot but actually
| don't know if we really
understand what we're doing”
(P7 of NIE trainees’ focus group
interview of 237 September,

2004)

Similar views —
need for a
review

“I think NIE should seriously look at
what its doing, camy out an gverall
evaluation of NIE, okay this is
where we started in 1999, this is
what we have been daing, is this
reglly.... Okay, as | said it was
something new, we merged wo
sections, but now we need to look
back, are we really going the
direction that we want toc go? Or
the direction we're going now, is
this really where we need o go”

| (R7 — Education Management

“The current programme has been in
place for a number of years now....|
feel its time for us to review the
programme” (R4 — NIE management
interview of 18" September, 2004)

“I feel that the way the units have
been written, in fact | am quite new
at the NIE, | feel that the review
process is a bit too far away from
when it was first written, in other
words even if we do have students
analysing the units sort of in unit
evaluation, nothing much is done to
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interview of Zs‘ﬁ_September, 2004)

that unit evaluation. ! would give
you two reasons why, one like I've
said before we need to wait for the
review, the second one is who
validate the unit evaluation, because
nobody apart from the lecturer
analyse the content, this | think
should change, because if | am not
delivering the units well and | am not
happy with what the students tell
me, who knows, nobody knows and
it will depend on the persons sort of
consciousness if the person has a
conscience to actually writes down
and be brave enough to the student
did not appreciate that unit for this
and that reason but this nobody can
verify” (R6 — NIE lecturer - interview
of 26" September, 2004)

Differing views

“There is still a lot to be done as far
as teacher education is concerned
to improve the kind of training that
we are giving to our teachers” (R7
— Education Management interview

of 28" September, 2004)

“I think we'll logk at it from the point
of view of our own subject area. For
the past two years I've been
teaching in this area and | think the
content is okay, when it comes to
the methodology, that aspect of
it....but the subject specifics, from
the practicum observation reports, it
seems something has to be done in
the subject areas, the methodology,
the pedagogy 1 think we are lagging
behind”. (P71 of NIE lecturers’ focus
group interview of 23° September,
2004)

“One thing is though we give a lot of
methodology vhen they go into the
schools, how far they are using itis
aquestion, because if 1 take Maths
example, even when we are doing

“The content of efficient
programme it sort of try to cater
for the different types of
students, | mean we have so
many things to learn and also
we must try to think of the
content if it suits our system this
is one point | can say” (P10 of
NIE trainees’ focus group
interview of 23° September,
2004

“l would also like to say that
sometimes | find that some units
that we do they are not
necessarily relevant to our
course, for example I'm in the
French course, and its true that
maybhe when we go in schools
we'll be in wildlife clubs or

“In some cases 1 think
prabably...the very basic thing
that we could do is have this
dialogue, this constant dialogue
between the NIE and the schools
such that we have certain input
as to what is required at school
level and they could help train
according to the demand of the
school” (P2 of Headleachers'
focus group interview, 21% Sept.

2004)

“l think there is this development
at school now which when we
always have to go back and try to
induct them and explain to the
new recruits, | think it could be
part of the training programme for
the students, for example what
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the other teaching strategies and if
we bring down the strategies to the
level of the students, but then when
they go back to schools, maybe
there are other factors preveinting
therm from implementing these. one
thing is crowded classroom. the
other one a teacher is having a class
of 35 students in a secandary
school, so we talk of cooperative
learning, how far they are practicing
this in their actual lesson, | doubt”.
(P2 of NIE lecturers’ focus group
interview of 237 September, 2004)

whatever, but if we don't choose
to go into wildlife clubs | don't
see how for example,
environment unit would help us,
it just adds to the load of work
that we already have” (P12 of
NIE trainees’ focus group
interview of 23°  September,
2004

“What | found out is that they
have a variety of content, but at
times it repeats itself and we find
ourselves under pressure to
cope with all the assignments
and everything, and we do not
have...get the chance to work at
out maximum, to give our best,
we just rush with everything to
hand in" (P8 of NIE trainees”
focus group interview of 23
September, 2004

“And also | think that the NIE
should work closely with the
schools, because there are
certain things that we are taught
at the NIE, but when we go on
practicum, we cannct actually
put inte practice, because
teachers there, for example in
English, lets say we learn about
how to incorporate literature in
language, but then when we go
there out in the school, we
cannot actuzally put it in practice,
because the teacher there say,
“you have to follow the units”,
and the units do not include
literature in it” (P11 of NIE

trainees’ focus group interview

the school is actually engaging
into now, action planning, school
development, so these aspects
need to be brought in so that
when they come, its not
something....because as it is at
schoaol levei, this is where you see
the certain influences” (P5 of
Headteachers’ focus group
interview, 21% Sept. 2004)

“Training at the NIE there are
certain things that should be
taught as well, for example they
are young, dress code as well
should be taught and how to
present themselves in front of a
class. Sometimes we get
problems with the new recruits
coming from the NIE, the way
they dress up and so on™ (P4 of
Headteachers’ focus group
interview, 21% Sept. 2004)

“I think they need also to [ook at
the trainers at NIE, because we
need people with professional
attitudes, with good codes of
ethics and at the same also with a
{ot of experiences so that they
know what's going on in the
schools™ (P3 of Headteachers’
focus group interview, 217 Sept.
2004)
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of 23°  September, 2004

“| feel that same of the content
that we are given are missing,
for example for the IT, not all the
students know how to use
computer and how to browse on
internet, and this makes it very
difficult for us” (P9 of NIE
trainees’ focus group interview
of 23 September, 2004

Category Education Management NIE Management and lecturers NIE Trainges Headteachers

Cat. 3: Schools | “We found that with the “The first thing is the Kind of support “Well teaching and learning in
prioritising introduction of the Schoal that they don't give to the students, | “The students do not see schools nowadays is.....not as
learning Improvement Prograrmmes, it was because a lot of the time the learning as a lifelong process, was perceived in the past. We do

very difficult to get teachers to
consider themselves as learners
and to try and get them to make
the shift, to try and get them to
learn to do things differently, if its
not in the teachers themselves,
how do you get down to the
students and how do you convince
the students and make them
become lifelong learners™ (R7 -
Education management interview
of 28" September 2004)

“| cannot say it is happening a
hundred percent. There are
teachers who are good examples
of this, but | must also admit that
we have... we have teachers who
are nat...who are net...good
models of lifelong learning and who
do not also pass on the

students tell you that the teacher
asked me to.....just say “"don't bother
doing this, just do that, go in the
class and do it this way" (R3 - NIE
management interview of 17"
September 2004)

“A lot of the time the students have
reported, and this cames from
different subjects, that the
strategies, the different methods that
they are using to promote learning is
not being employed in the school, so
that's the word of several students,
different groups, even in the
debriefing meeting, and the teachers
are just going in, and its basically
chalk and talk in the classroom with
one or two teachers who can
actually be named by the students

maybe what they are being
taught they do not see that it is
relevant cr they cannot put inte
application, they do not see the
value of the things that they are
learning now, that's why they
are not motivated” (P — NIE
trainees’ focus group interview
of 22" September 2004)

“I would say that the teachers
sometimes they do....they tend
to label the students, they say
there's no need to give him
more education, | think he'd
better go to work. So it does not
premote education as a lifeiong
process, when you do this you
tend to label the students
without knowing they don’t want
to learn, maybe what they're

have teachers with different
learning experience, maybe when
they come to school | don't know
why, how, this sort of....they have
the tendency to use only the ‘talk
and chalk’ — and this is something
that....its not my way of looking at
things. ! would prefer to have. .. |
do encourage the sort of student
participation, investigation, field
trip, thing like that, the tools to get
the learners to be more involved”
{R9 — Headteachers’ interview of

27" September 2004}

“Teachers do not see themselves
as lifelong learners, because for
example if | take now we do have
this sort of SIP at schoo! level, for
some people this SIP isa
nightmare. If they had a chance
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necessary...who do not get the
students to acquire the necessary
skills and knowledge to be ahle to
function outside the secondary
school setting, outside the primary
school setting, and this is an
obstacle. | see it as an obstacle to
the progress of our students and
the progress of education as well”
(R2 — Education management
interview of 17" September 2004)

“Il feel that the Ministry has given a
lot of training in terms of inservice
training, we have had a lot of
school-based professional
development, you know, school-
based training as well, but what we
find out, we have had an upgrading
course for primary teachers. is that
teachers they attend training but
then they do not necessarily
transfer what they have learnt in
the classroom. We have
professional development sesgions
in the schools every week. We
introduced that we provided time
on the time-table every week and
vet, up to now we have not really
seen a significant...._. there is an
improvement yes, but we have not
really seen a significant impact of
all the training that we have given
on learning in the classroom, on
teaching and learning, 5o why are
the teachers not doing that, not
only the teachers, even the studies
coordinators” {R7 — Education
management interview of 28"
September 2004)

who will be trying to promote
learning in the school” {R3— NIE
management interview of 17"
September 2004)

“And when you go by classroom,
you overhear things, you can see
what the students are deing, you
can see assessment papers that are
set by schouls, you can see the task
that they give, sometimes the
students come with them in their
files. 1think | would be more iikcly to
say what is observed, generally
geing on visits and talking to
students and feedback that you get
from debriefing and other meetings,
is that individuals are trying to
promote learning in the schools, but
the schools as a team, not really, or
sometimes they do on paper, but
when it comes to practice they are
not doing it. {R3— NIE management
interview of 17" September 2004)

teaching is not what the
students want to learn, so that’s
what | think is sometimes
happening in our schools” (F3—
NIE trainees' focus group
interview of 22’ September
2004)

“| think what is happening in
most schools that we've been to
is the whoie lack of motivated
staff in the schools” (PS5 - NIE
trainees’ focus group interview
of 22" September 2004)

“l think in schools it is just a
matter of coming to work and go
home. Itis not a matter of
dealing or helping those
students, it is a matter of — |
come in the class, if you want to
learn you learn, if you don't want
you don't” (P9 — NIE trainees’
focus group interview of 23°
Septemnber 2004}

for them not to do, to escape, to
attend to all those things and so
on, they would do” (R9 —

Headteachers’ interview of 27"

Seplember 2004)

| would say they are not pushing
both extremes, they are teaching
for the average and what we can
see most of the time is the
classical style of teaching,
teacher at the front and students
trying to listen. There is a lack of
activities, active learning in the
classrooms in scheols” (P2-—
Headteachers’ focus group
interview of 27" September 2004)

“Different teaching strategies
maybe, which is lacking as well
and specially | think certain
expatriate teachers who just
teach the curriculum and they
don't.....they don't really ook at

the students’ needs” (P1—
Headteachers' focus group
interview of 21 September
2004)

“Well, in my school | think
teaching and learning are taking
place in high classes 1 mean with
students of high ability, but
teachers tend to neglect the
students with low ability. And as
we have a lot of expatriate
teachers in this scheol | think they
are there only to teach. They
don't really meet the needs of the
students, especially the low ability
students. And there is a lot of
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disciplinary ¢ases in low ability
classes as well making it very
difficult for teachers you know to
really teach the programme. (P4 —
Headteachers' focus group
interview of 21¥ September
2004)

“On my part | feel that there are
two sequences going on in the
schools now: we have people
who have been recruited
overseas, their perceptions of
teaching, maybe from their
country and when coming here
their expectation is a bit different,
the traditional way they use to
teach, where the teacher has got
all the knowledge and just
transmitting the knowledge” (P3 -
Headteachers' Jocus group
interview of 1% September
2604)

And students themselves they
don't push. it seems that they
don't feel that they have to work
hard to achieve. This could just
the vearly promotion, they are
promoted every year so why
should | bother” (P1 —
Headteachers’ focus group
interview of 21° September

2004)

“In my school 1 feel that we have
this urgency to move away from
this traditional approach, to adopt
strategies to cope with the
demand of the current
development in education and
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this is where teachers, they have
to account for their teaching.
And this is again linked with
the...they have to cope with
evidence of their teaching through
students’ achievement. And in
this situation | feel that there is
still reluctance on the teachers’
part to reflect on their practices, to
apply approaches that they learnt,
either through professional
development sessions and to
meet._..to move towards. ...
equipping themselves to really
get more in current, in other
words in new developments, in
professional development and so
on, So | feel that with this
reluctance sometimes it gives you
the opinicn that the emphasis
tooks probably in the training or
what should be emphasized on in
the training probably is something
that....we should....should be... a
point of concern™ (PS5 -
Headteachers' focus group
interview of 21% September
2004)
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Category

Education Management

NIE Management and
lecturers

NIE Trainees

Headteachers

Cat. 4:
Curriculum —
content-driven,
objectives-
drive or
process-driven

Similar views —
content driven

“The implementation at school
level | would say is that, hmm...we
have....we have the teachers more
preoccupied with content. This is
what they are preoccupied about.
They would like to teach a much as
possible, but how they teach that
and for what purpose, maybe
sometimes you don't see that
relationship for that” (R2 -
Education Management interview
of 17" September).

“I'm afraid it might be content-driven,
might be. lts true that I've devoted

most of my time in the primary

programme, but now.... | would think
it would be because people tend to

look at their subject specialization

more than anything else, it seems to

me at the moment”. (R4 - NIE
Management interview of 18"
September).

“Well | think that the national
curricutum is very much content-
based” (P3 — NIE trainees' focus
group interview of 227
September 2004)

“All | have to say about the
curriculum is that those people
concerned to develop it they are
doing certain work, they are
trying to develop it in an
appropriate way that will help us,
but the one we have right now is
too content-based and there's
no room for negotiating with
students on what they want to
leam from the curriculum, The
students don’t even know what
is in the cugriculum”™ (P6 — NIE
trainees’ focus group interview
of 22" September 2004

“| believe that the curriculum
is.....it is content-based,
because first let's start with the
person who prepares the
curriculum, the person who
prepares the curriculum should
know about...... shauld have
classroom experience and the
person should know about the
different thecries of education.
If the person has not been
trained in that domain, he won't
be able to prepare a curriculum
suitable for the students,
because if you cbserve the
curriculum, most of the things

“l think | would entirely agree that
the teaching of the content is
going on in school” {(P1—
Headteachers’ Focus group
interview of 28" September2004).
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that is in the curriculum cannot
be covered for the time specified
or allocated for this and this is a
problem” (P71 — NIE trainees’
focus group interview of 227
September 2004)

“| think that the national
curriculum is more content-
based, rather than objectives-
based, because at the end of
the day even if the objectives
have not been met, it's the
content that they are looking to
camplete, they want to complete
all the topics, 2ll the sub-topics
and everything in the curticulum
rather than attain the objectives”
(P4 = NIE trainees’ focus group
interview of 22™ September
2004)

] think that there are some
teachers in the schools that see
that it is too content-based the
national curriculum, that's why
some teachers they go out of
their way to teach students
things that are net in the
curriculum” (P2 — NIE trainees’
focus group interview of 22™
September 2004)

Similar views —
cbjectives-
driven

“| think the objectives are clearly
laid down in the national curriculum
and you need to have clear
abjectives if you want people to
know what they need to achieve as
far as learning is concerned.
Hmm....but maybe....| don't know
whether though the curriculum is

“{ would think its more objectives-
driven, hmmm....because for each
cycle, as you know, the curriculum
is developed into cycles, and at the
end of each cycle there’s a number
of key objectives to be achieved,
weli, | would think its more
objectives-driven. Definitely not

“Me | think it is based more on
objectives, what is it that they
want the students to achieve,
but not what is going on actually
—the actual situation™ (P8 — NIE
{rainees focus group inlerview of
23" September 2004)

*I have to agree, that the
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really responding to the needs of
the system” {R7 — Education
Management interview of 28"
September)

content”. {(R1 - NIE Management
interview of 15" September).

emphasis is mostly placed on
the objectives. We are taught
here that we should foliow the
objectives, we should complete
this set of objectives for this
allocated time and we don't
have much say in the content as
such. We just have to ensure
that this part of the curriculum
has heen taught, no matter if the
students have learnt anything,
you just teach, because you are
told you have to teach this at
this time and move on the next
year or the next term” (P12 —
NIE trainees’ focus group
interview of 23° September
2604)

Similar views —
combination of
content-driven
and objectives-
driven

“There are teachers who are guite
good at getling students to be
involved in the learning process,
but we also have teachers whose
teaching is very teacher centred
and content directed” (R2 —
Education Management interview
of 17" September).

“I would say a little bit of everything.

We do place emphasis on content
but we do place emphasis on
objective but | would say that the
process is very much evident
through the micra teaching through
the group discussions that we carry
on in the classroom, so | would say
it is gquite balanced on content,
objectives and process, yes" (R6 -
NIE Lecturer interview of 20"
September).

“If | look at the PSE curriculum
in particular, its sort of objectives
and content-based. We are to
achieve whatever has been set,
the standards by the Ministry, by
whoever made that curriculum,
but then again we have to teach
the content, we have to ensure
that at the end of the year we
have content.... whatever has
been in the content for that year”
(FP5 — NIE trainees’ focus group
interview of 227 September
2004)

"l can say for the national
curriculum, the way it is written
we have the content, we have
also the objectives and also
some skills, things that need to
be taught in the schogl, but
mayhe it is not really focused on

“1 suppose there is this aspect of
ohjectives-driven, but at the same
time there is also this aspect of
content-driven. But then the big
question is the quality of the
content, is it incorporating ali
aspects of what is expected, and |
would say in my opinion its not,
because this is where you have
confusion that Maths teachers
they interpret the curriculum in
their subject area as this is where
| have to prepare the students to
at the end they're geared to do
the exam. So ifwe are
cansidering all aspects of the
curricLlum as per the curriculum
framework then there will be other
aspects like where the hidden
curriculum will be incorporated in
the subject area, where, like my
colleague has said, where all
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the actuatl situation of our
syslem, because maybe it
doesn't cater for all the abitity
students, We have to teach
those units and maybe at the
end of the year we have to
complete that, but then we're
going to ask ourselves at the
end of the year have the
students really understood what
they were supposed to learn
withiin that year” {(P10- NIE
trainees’ focus group interview
of 23° September 2004)

subjects will be linked in some
way" (P5 — Headteachers' Focus
group interview of 28"
September).

Differing views

“And there may be in the naticnal
curriculum. ... you may have the
objectives set out, but again my
concern is: do our teachers really
relate to those objectives when
they are teaching. This is my
concern” (R2 — Education
Management interview of 17%
September).

“| think that the national curriculum
is a big improvement on the way
and the types of curriculum that we
have had before. | think a lot of
effort has been put into it and the
good thing about it is the teachers
themselves were involved in the
development of that curriculum, se
definitely it should have made
implementation easier... but | think
one of the weaknesses is also the
monitoring of the curriculum
implementation” {R7 — Education
Management interview of 28" "
September 2004)

“When the students come back from
practicum, sometimes they tell you
that, either the materials ....the
prescribed materials are not being
used at all, or that there certain
things that they learn here they
cannct put into practice over there”
(R1 — NIE Management interview of
15" September).

“Oh...from what I've gathered its
sad. Again monitoring is the
weakness. There's.....for example
this term one of the faculties spent a
hit of time to go and have a look at
what’'s happening to the new
materials that they've developed.
To their surprise it was not being
implemented. And even feedback
that they've obtained from our
trainees, in schools they are given
the old programme” (R4 — NIE
Management interview of 18"
September 2004).

“In terms of teaching strategies, |

I will talk especially for PSE.
PSE in schools, in different
schools we have different style
of PSE, different structure and
different strategies for PSE. In
some schools they are teaching
the curriculum, what is in the
content, in some schools they
are teaching....or they are
focusing on the problems of the
school, like if you have a
bullying problem, they are
talking about bullying™ (R5 — NIE
trainees’ focus group interview
of 22 September 2004

“I don't think the problem is
really with the curriculum, but it
is the implementation, but then
again this has to do with the
training. These teachers have
been in the school for a iong
time now and the curriculum has
changed, so the teachers also
should be trained about the new
approaches , new techniques to

“We have also to look at the type
of teacher we have implementing
the curriculum” (P4 -
Headteachers' focus group
interview of 21¥ September
2004},
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“I know that teachers were trained,
| think they were prepared to
implement the curriculum, but
whether they are doing it properly,
this is something else and | think
we need to focus quite a bit now on
what is happening as far as
curriculum implementation is
concerned” (R7 — Education
Management interview of 26" "
September 2004}

think they tend to keep to chalk and
talk, rather than the active learning
process, either because they feel
that it requires less preparation or its
an area where they are mare at
ease or more competent, but | think
there's a lot to be done in getting to
adopt more active learning. It's not
that they have not been trained,
because for example the primary
teachers they have heen following
the Saturday sessions, you've heard
of it the Saturday sessions, in there
a few modules have been on active
learning or teaching/iearning
strategies, but its one thing to be
trained and one thing to follow what
you have been trained on” (R1 - NIE
Management interview of 157
Sepitember 2004)

“What I'm not too satisfied with is the....
is the implementation, whereby the... the
feedback, first of al!, where it concems
curriculum leadership in the school its

not well established... there is no
direct feedback on the curriculum
implementation coming back to the
curriculum developers, even though
teachers are themselves involved in
the curriculum development they
don't bring the feedback that we
would like, so it makes you wonder
where,...how well the
implementation is taking place at
school level”. (Rt - NIE Management
interview of 15" September 2004)

“| feel at the NIE we don't have the
mandate to go in schools to monitor
the curriculum, so its very difficutt
even if we meet within our
curriculum team itself to really know

be used” (P7 — NIE trainees’
focus group interview of 23™
September 2004)

1 think that most teachers are
teaching the content of the
curriculum, but the problem is
we have to see if the content of
the curriculum is relevant to the
needs of the students. Do the
students value what have been
written in the curriculum, can
students use this to.....in ,..we
were talking about lifelong
learning, can the students use it
for the future? How can it be
used to develop the Seychelles?
I think the problem is what has
been written in the curriculum,
the content” {(P1 — NIE trainees’
focus group interview of 22
September 2004)

“when you place a curriculum,
you say that in a certain time we
should achieve this objective,
but there are no materials for
you to be able to achieve this
objective” (F9 — NIE trainees’
focus group interview of 2
September 2004)

“Without materials we cannot do
much, and we all know that here
in Seychelles materials is
a....has become..,..how can we
say....a luxurious thing, to get
paper, to get markers....justa
few Ad paper you have to go
through s0 many formalities and
in the end you don’t even get it,
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what is actually going on it's very
difficult” R6 — NIE Lecturer - interview
of 20" September 2004)

“Implementation of the national
curriculum is somewhat is somewhat
of a farce in some instances. Some
teachers teach what ‘they think
students need’ and ignore the
curriculum” R8— NIE Management
interview of 28" September 2004}

“Personally, especially when we look
at a subject like maths, we say that
maths is a subject where the
children are failing or we say in
general that the standards are
falting, it makes you wonder whether
the curricutum that you are offering
is really in line with what the children
need” (R1 — NIE Management inlerview
of 15" September 2004)

“One is of resources, for example
let's say if in the national curriculum
you have measurement, let's say,
and if in the teacher training
institution you do not have the
equipment to train.....so there will be
a mismatch there. When these
students go out there, maybe they
won't be that well equipped to teach
what is in the national curriculum”
(RT — NIE Management interview of 16"
September 2004)

you have to take it out of your
pocket and its not always easy
to take it out cf your pocket, if
you have five classes of 30
students” (P12 — NIE trainees’
focus group interview of 23"
September 2004
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Category Education Management NIE Management and NIE Trainees Headteachers
lecturers

Cat 5 “When it is stated in the national “I think with the review hmmm... that

Curriculum - curriculum document you see it has been taking place, there is this

classification as...like | said it is very nicely move to try to harmonise the

and framing

Similar views —
integration is
present

stated, that there are
opportunities, for example for this
subject to be integrated into Maths,
be integrated into languages
etc...,but in practice...in practice it
is saomething different” (R2 —
Education Management interview
of 17" September 2004).

different subjects of the national
curricuium, be it at primary or
secondary, where there is this cross
curricular..,. this cross-curricular
component is more evident in this
version of the national curriculum
than before™ (RT — NIE Management
interview of 15" September 2004).

Differing views

"With the School Improvement
Programme | think there is more
sort of discussion among teachers,
discussing their work and trying to
work together, but I'm not too sure
to what extent this is being done,
again it depends, in certain schools
it works very well, and you find a
lot of this being done, you find this
sort of collegiality really
established, but in other schools, |
suppose its also linked to the
leadership of the school, the
management of the school, you
know if management promotes this
kind of team-work among the
teachers, then definitely it is done,
but in other schools you would find
that teachers are still working
alone, they don't bother what
happens in the next class or what
is happening in other subjects” (R7
— Education Management interview
of28" September 2004).

“I think we're still at the stage

“it will depend on the teachers
themselves, and it depends a lot on
competent base that (how would i
say that} it depends on the teacher
competence in delivering the lesson,
if a teacher feels he cr she is
competent his self esteem would be
that high and he/she would be able
{o negotiate with the student to sort
of arrive to an agreement, but on the
other hand if a teacher is not that
self assured then it would be more
or less teacher initiated rather than
student initiated - " In general |
would say it's more teacher driven
(R6 — NIE Lecturer - interview of
20" September 2004).

“I think for it to be really effective
in the schools there....maybe
not all of the content of the
curriculum, but you will need
to....there will come a point
where you have fo negotiate
with the students for the
curriculum, because what we
are learning is that, you tend to
participate more when you see it
as being part of.....what your
input....its what you've put into it
and then you will want to do it,
because you worked on that
thing, so its sort of.....using the
teachers, but also negotiating
with the students, because
schools sometimes, [ see it as a
very unfriendly place for the
students™ (P5 — NIE trainees’
focus group interview of 22™
September 2004)

“Well cancerning the curriculum,
we should not see every subject
in isolation, | think its very
important. All the specific
subjects should...they should be
seen as complementing each
other” (P3 - Headteachers’
focus group interview of 21
September 2004).

“It all depends how the school is
being managed and then how the
different people they're prepared
to move forward and allow this
sort....learming from each other |
would say. If we stick to our own
department no, it won't happen”
(R9 — Headleacher -interview
of27" September 2004).

“Nothing is negotiated with the
students” (R9 - Headteacher -
interview of27" September 2004).
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whereby its very teacher-driven,
and..... the teachers decide, | think
the involvement of the students in
deciding as you say or in
discussing about what they are
learning, | think its very limited” {(R7
— Education Management inferview
of 28" September 2004).

Category

Education Management

NIE Management and
lecturers

NIE Trainees

Headteachers

Cat 6: Policy
(Ball, 1990)
Economic,
rolitical,
ideological

Differing views

“Anyway if it is a national policy,
then it must be guided by the
economic aspect of the country, it
must be also guided by the political
ideology, okay like where are we
heading? How do we get there?
And is there also enough political
will in order for this policy to really
forge its way or be implemented.
For education | can say that the
political will is there for the goals,
for the policy to be...to become
reality, for the policy to be
practised. And for the economic
part of i, | believe that whenever
you have a policy you must have
the economic backing for it to be
implemented. But [ can say that
the will is there, we are....we are
committed for the pclicy to become
areality” (R2 - Education
Managsment interview of 177
September, 2004)

“I suppose yes, they are
considered to a certain extent. For

“In the past 1 would say no — the
economic situation was not taken
inte account. But slowly | think that
we are” (R4 — NIE Management
interview of 18" September, 2004)

“To a lot of extent | sometimes
see reforms coming in, put our
recommendations for materials
and resources and we have
response that we don’t have the
money. Because as it stands we
are 'au fait’ with that, because we
know we have to import our
materials as it is, we have to
import by bulk to supply to our
schools, and come reforms in
quite a number of areas —
definitely it will have an impact on
teaching/iearning materials and
these normally are quite
expensive and we find ourselves
in delay in implementing reforms
because of that” (P5 -
Headieachers’ focus group
interview of 21% September,
2004}

“Based on the economic situation
— yes, | can understand, because
when you look at it, because
you've got to provide, there are
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example when we took the
decision to create ITC, we
considered very strongly the
economic situation of the country,
the labour forge of the country, for
examole, we wanted to train a
labour force to replace ali the
expatriate workers that we have in
the construction industry. And by
doing that of course definitely, you
know, it does have a positive
impact on the economy. Yes the
political situation as weill, | think we
would not carry out any reform that
would go against our principles and
against the directicn that our
country is taking. And the
ideology, we take that into
consideration, if anything | think is
against the principle of whatever
that we have in our mission
statement, then 1 don't think that
we will do it, if it's not in line with
the ideology of the society then we
will not do it" (R7 — Education
Management interview of 28"
September, 2004)

resources to provide, but if you
cannot provide we cannot carry
on beating the ¢ld drum. What
we need to do is look at what we
offered. And this was a given
situation and this is what we could
afford to offer - now I'm very sorry
we cannot offer. Get people — we
need to prepare people, sensitise
them and this is 2 fact of life:
when we could afford it this is
what we gave, now we cannot, so
we have to readjust” (FP3 -
Headteachers’ focus group
interview of 21" September,

2004)

“I think I'm yet to see a proper
strategic planning in place when
reforms or changes are
introduced to schools, because
we are expecting changes, but at
this stage, which | feel it's a bit
quite new, 1'm nat saying people
didn't prepare, and | find myself
and my colleagues in a position
to explain those changes, when
we have not been part and parcel
or even to discuss when those
changes are going to take place.
So this is the actual practice. So |
feel that for proper
implementation or for successful
implementation of changozs, we
need o look strategically

on...... on.....strategic planning,
when it comes for the
implementation of the changes.
And this is not taking place at the
meoment” PS5 — Headteachers’
focus group interview of 21°
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September, 2004)

“changes when it comes, |
suppose it will affect the culture
and since we talked also about
the economic factors, this also we
have to take into consideration,
because we have to plan
because there is this funding,
and not only funding in terms of
the school, but within our system,
since we are a centralised
system. It will affect the whole
school and when we talk about
the whole school being affected,
we're talking about the whole
country here. And when we talk
about changing anything in
education, we're talking about
changing a culiure, okay, it can
be the culture of that school or it
can also be the culture of the
country” P5 — Headteachers'
focus group interview of 21%
September, 2004}
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Category

Education Management

| NIE Management and

lecturers

NIE Trainees

Headteachers

Cat. 7: Alignment/
compatibility of
teacher education,
education policy and
national curriculum

Similar views — there is
alignment

“The NIE has been reformed in
accordance with the policy and |
think they work.....whether they're
doing the right thing, but | think the
two are working together. Whether
both of them are doing the right
thing is another matter. But ! don't
think that NIE and policy are sort of
doing different ways. | think NIE is
guided by the policy, following the
policy, but whether the policy itself
is able to cover all aspects
correctly, that we are still to see”
{R5 — Education Management
interview of 21°' September 2004)

“when the national curriculum was
reviewed....hmm,,.it was reviewed
in line with the new education
policy, okay, and whatever
elements we have in the national
curriculum in terms of...... skills ar
whatever, has a bearing
on....because the national
education policy was used a the
guide for the curricuium and it is
used for the guide for... this is the
guiding principle for everything, so |
believe that whatever we have in
the national curriculum must have
come from the national educaticn
policy. Whatever we state in the
curriculum policy must reflect the
education policy. If we say one of
the policies of education is
education for lifelong learning in
the national curriculurn there must

"] think yes, because in the
framework, the national
curriculum framework it is
stipulated that it derives from the
education policy, and when
the....when we were reviewing
the.....well | know the primary
precess, we did refer to the
education policy to see what is
required of us in line with the
policy. In fact knowing the policy
is one of the component of the
teacher training, knowing the
policy itself. So | would say that
more or less it is in line, but | think
that the problem is more.....if we
have problems it's more with what
goes on “sur-terrain”

....on the place itself, whether it
be at NIE or at school level” (R1 —
NIE pManagement interview of 158"
Seplember 2004)

“The PSE programme is an
example of alignment with the
policy in its aims. The teacher
training programme is linked with
the national curriculum for
schools. In other instances some
curricula end with an 1IGCSE for
which we are badly prepared for,
as this was not taken into account
in all curricula preceding the
IGCSE. Topics relevant for
Seychelles will automatically be
left out as they were planned for
$4/85 and students have to

“For me they are aligned, they
are consistent with what the
policy is and we brought it
down to the curricufum and to
what our syliabi tell us. But
the problem is always with the
implementation. We go wrong
when we have to implement it.
Its those wha implement it that
cannot implement it the ways
those people had advocate it,
that is my point of view" (P6—
NIE trainees’ focus group
interview of 22" September
2004)
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also be hmm...a reflection of that.
Okay, because the curriculum is
what will be the basis to start
students on that....on that lifeleng
[earning road. So one cannot be
divorced from the other. Like I've
said in the curriculum if the
principles are stated or if the
principles are reflected it is.. ..it
is...they are there. My worry is
when they are implementing that.
You can have very good
policy....very lovely policy
documents, okay, but it's the
implementers that we have to work
on. They are the ones who can
make the difference. Even in the
national curriculum you can have
units of work with very good
objectives, very good content,
okay, even stating the process of
how it coutd be done, but at the
end of the day, it comes back to
teachers, the implementers. Do
they get these across to the
learners?” {R2 — Education
Management interview of 17"
September 2004)

concentrate on their [IGCSE. The
atignment will depend on planning
at all levels and communication
with all levels. Teachers are on
the receiving end either of expert
teams set up or the senior
management having decided. No
plan is accompanied with costing
and resources. It goes this way:
“This year we will be introducing
this programme” (R8 — NIE -
Management interview of 28"
September 2004)

Differing views

“l don't think we are there yet, |
don’t know to what extent people
allow themselves fo be guided by
this policy, | don't know to what
extent they take it into
consideration. | doubt whether it is
just a document in the shelf, and
this is why one of the things that
we want to do is te take this policy
now and try and organize sessions
to see what is happening and to
what extent people are really taking

“I'm not too sure that they are,
Hmm..... to some extent it's the
lecturers who have to make sure
that they compliment each cther,
because for example we may
have cur course, we've written i,
when we are writing it we lake
into account the policy defined by
the Ministry, we do look at the
curriculum, but like 1 said earlier,
sometimes the national
curriculum can change as a

“For the policy itself | think it is
nicely written, but really the
person....those people
responsible for writing the
policy, ! don't know how much
they know about what goes on
in the schools” {P3 - NIE
trainees’ focus group interview
of 22 September 2004}

"Just to add on to what she
said. Maybe teach us a little

“Well this is something — the

policy is there, but the....the
Ministry of Education they have
a vision a goal in achieving
something, but there are many
other factors maybe that at the
time when the policy was
written that they don’t take
things into consideration, like
one of gur biggest thing is the
teachers to teach some of these
subjects. Now we are having a

]
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this into consideration when they
are taking decisions in schools,
taking actions, even in teacher
education, 1 don't know whether
everything that they do is really in
line with what is in the palicy.....
But if you ask me now, even not
having questioned the NIE
management and teachers, | would
tell you that many of them know
very little, if at all about this
document, so having said that, |
cannct see how they can align
what they are deing. 1t's a shame
that it's like that, we keep
reminding them and they say yes
they know its there, but do they
really take it....1 don't know” (R7 —
Education Management interview
of 28" September 2004)

“What you have in the policy is the
ideal, what you would like to have
and in practice it may net be
translated as you would like it to
be. Butwe.....the onus is now on
the policy makers as well as the
implementers to try and get those
two to be more in line with each
other. What we say we would like
to do....our vision of education and
what we have our teacher or
whatever the partners
imptementing it they shouid also
have the same vision and work at
implementing it” (R2 - Education
Management interview of 17"
September 2004)

document. But 1 think even if the
document don't complement each
other sort of a hundred percent, |
think there is a lot of effort on
behaif, maybe not all the
lecturers, but a lot of lecturers to
say that the teachers are
prepared, that the courses that
we deliver here, the training
courses, we do try to modify
sometimes, adapt, so that the
teachers are trained so that they
can implement use lhe strategies,
the policies, the approaches that
are recommended in the national
curriculum”

{R3 — NIE Management interview
of 17" September 2004)

“If you look at it in a theoretical
point of view, | would say yes but
then again it comes to the
implementation how well people
are implementing it this is another
issue, because sometimes when
you read the policies they are
ideal policies from what I've seen
so far when | look at them but the
issue again | think our big
problem in Seychelles is the
documentation because this is
where we lack evidence of how
well the paolicy is being
implemented” (R6 — NIE Lecturer
- interview of 20" September
2004)

“what | can say is of course the
policy there is some good
intentions, but the implementation
is a problem, for example its true

bit more abeut the structure of
the school, you know, those
different policies that the
Minisiry implement, different
things, for example the way of
assessment, the ROA, things
like that, now they've
intraduced the IGCSE, | think
they should sort of incorporate
those changes, those new
changes in the units that we
do, keep us abreast with the
new developments that are
going on in the schools,
because at times maybe when
1 was back at school it used to
be certain way and now when
you go in the schools things
are completely different. And
you are not prepared for it,
because in your fraining you
have not been told that things
are like this and like that in the
schools these days. Because
here we are taught certain
things and when we go in
schools we cannot implement
these things, because there is
no...| dom't Know.....we don't
know how to implement these
things because we don't know
how things in the schools are.
And the Ministry of Education
just keeps on making new
changes all the time, so its
best if we are also kept aware
of these things™ (P7 - NIE

NIE trainees' focus group
interview of 23 September
2004).

problem having our local
teachers and that influx of
expatriates, it does not always
help, because of their culture
difference, their sort of training.
And also maybe the socio-
economic development of the
country has changed, so there
are different things....the
students themselves....when
you are trying to teach them
certain things they are Iooking
forward for the things, because
maybe during the week-end
they are exposed to some of
those.... like in our school we
don't have paintings, plumbing
and so on, maybe what we are
catering in the schools is not
enough, they are exposed to
better things than what we can
offer them. Attimes thatis why
some of them they tend to leave
and go into the world of work
before completing their 10years
compulsory education, because
at times maybe we are not
catering for them — we are only
in that business of talk and a
chalk, wher they would like to
use their hands more” (R9 —
Headteachers' interview of 27"
September, 2004),

“And this will....I will focus my
comments on the curriculum,
‘Equity’ in that line when you
say....the big guestion is: Do
our children our students have
equal access to the curriculum?
Because as it is the content, the
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that our policy is such....the
educaticn policy is that al! the
children should be educated
whatever,..when we look , its true
they h=ve access, but | have a bit
of a question, its true the Ministry
wants to have quality education,
but unfortunately in the system
we have a large number of
untrained teachers” (R4— NIE
Management interview of 18"
September 2004)

objectives, it does not
necessarily cater for everybody
in there. Because the system
how it stands, the policy of
assessment is not too clear,
we're still within this..."the best
perfarmer’. We're now
gradually moving towards
mixed ability teaching, again
with that comes a lot of
implications that we are not
considering. So we are {rying
to sort things in going round
without really focussing on what
really needs to be done,
because we can have very nice
statements, but the
implications, or how the
interpretations and to see things
being dane in line with that
we're siill very far off —and |
see this statement as
something very....but | see this
as a, we call this as a tow-load,
a mammoth task really,
because it will take a iong time
before everything setiles,
because....and even if we look
at our architecture, is it catering
for the bright student who is
impaired? Can the persen have
access lo classrooms? So
these are things which are all
about equal rights also,
because they have rights to
education, is our school being
equipped for that. So if you're
really going to scrutinise each
and every single line there's a
lot of things....1 think this
statement as it is stands proper,
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its petfect, but in our context,
perhaps again locking at our
economic situation — are we
ready to engage in ail the
whole... to what extent are we
going to implement or which
line are we going to leave at
this stage and trying to
implement....this also must be
communicated so that
we.....everybody will be clear
that we are at this stage, next
time we will be at that stage,
and this again comes to
planning, okay, in ten years
time we will reach this stage, so
all this needs to be clear” (P5—
Headteachers’ focus group
imerview of 21 September
2004)
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Appendix H: Evidence of Recommendations from Participants

RECOMMENDATIONS

Findings Evidence

Secondary teacher “The current programme has been in place for a number of years now. In essence since | have been involved in teacher

education needs training, that is since 1984, that course was designed. I's true that over the years slight modifications have been made, but not

reviewing changed markedly. However, as from this year we were planning o review the secondary programme and unfortunately we
have been too ambitious, in the sense that we've embarked on too many projects that the secondary programme. ....the revision

of the secondary programme if you want has been put aside or delayed or postponed. ...... er.... As an institution, personally |
feel its time for us to review the programme” (R4 — NIE Management interview of 18" September 2004)

“The structure we have in place, well, its five years now, probably its time to relook at the management structure, at the institute
itself, the course management we need to relook. Maybe its time to refook at the faculties, the way they are organized, its time to
relook, for example | might take the Educaticnal Studies which | think is a very important component in our training, probably we
could make it & faculty on its own we don’t know, to guide, to lead its time, its past time that we look at the overail courses at NIE
as to how, whether there’s not.._..that high level of overlap so thal we can have better coherent programme™ (R4 — NIE
Management interview of 18" September 2004)

Need to improve links
between teacher
education and schools

“ would recommend that teacher education and schools work more closely together, more closely in the sense that.....we are
able 1o see that what we give our teachers in teacher education, these are being practiced at school level. | can see both of
them or each of them informing each other, okay. Teacher education can inform hmm.. .learning at school level, and tearning at
school level can also be used as a mechanism to inform teacher education. Hmm....if we see that, for example, we have
teachers shine, like | said earlier, to put into practice skills that they have learnt and we see that out there in schoels this is not
really a conducive.....we have to work.....the two parties have to work to see how can we best create that environment at schoo!
level for teachers to work in for the best benefit of the students. And cnce we have teachers at school level working on that, then
whatever successes they have, this can....this can go back and inform teacher education on how best to prepare the teachers to
work in that environment out there. So either we try to change the environment together, okay, the teachers, the newly qualified
teachers as well as the teachers who are working at school ievel. How can we....how can we work together in order.....because
aur....our....the students are for bnth pariies, ckay, we are working towards getting the students to acquire the skills and the
knowledge in order to function later on. So we can in a way help each other” (R2 - Education Management infervisw of 17
September 2004)

“And maybe there is one area as well that we need to look into, the relationship between NIE and schools, because | also have
complaints about students, good students from NIE, because | must say there are also ....we've trained some very good
teachers as well....good teachers from primary, secondary, who....new graduates who go to schoal, and then they are very
much discouraged, because of the way that they are treated by school management, because of the attitude of the other
teachers in schocls. Sometimes they learn new things in NIE, that they want to fry and implement, you know when you come as
a new graduate, maybe full of enthusiasm and you want to try and you're not allowed to do this. So | think there's a serious
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problem between ...... in the working relationship between schoals and NIE” (R7 — Education management - interview of 28"
September 2004)

More input from teachers
and students in the
curriculum

“And maybe as well we need more on-going discourse, ongoing reflection....hmm.....are the teachers, for example, at school
level.....how much is there input into curriculum development. Okay, | know that some of them are helping to develop the
curriculum, but others....the mass out there, okay, what really is their input in the curriculum development. Maybe the students
as well sometimes. Are they involved in curriculum development, do we give them a say. This is my own....I'm just reflecting on
that. Do we give them a say in curriculum because they are involved in as well in the implementation. Do we give them a say in
that, or do we prepare what we think would give them and in the end"... (R2 — Education Management interview of 17"
September 2004)

Teaching practice
requires a better structure
and better monitoring

“Probably one of the most important critical component of our training programme, which needs menticning is the practicum,
which is the teaching component, It's true earlier | pointed out the partnership with schools, but | would say that practicum is one
of the major challenges of this instifution, in the sense that it is time consuming and since we have a shortage of staff it makes it
very difficult to provide the support, the supervision as we would like. So | personally believe that its high time that we relock at
the way we go about this....er....practicum or provide the supervision to trainees, renegotiate with schools and see if they cannot
do.....if they play a more active role in that process so that we save time in writing the various reports " {R4 - NIE Management
interview of 18" September 2004)

“The course that we have at secondary, nersonally | think that the teaching practice component is not enough. We have a lot of
fairly young peocple, pre-service people coming to take up training, they have never been to a school before, they don't know how
a school functions, they have quite a difficult time when they go for the first time, and it takes them a bit of time to get use to the
whole structure of the school, the cperation of the school, to prepare lesson plans and to understand why lessons need to be
prepared, why audio-visual aids are needed, why if they go to the schools and maybe we have advocated a method or a strategy
or an approach that is not being employed by the teachers who are teaching, employed in the schools full time, why it is
important that they use or they try to experiment with these methods or these techniques, rather than saying: "miss so and so
who has been teaching for twenty years uses this way, therefore I'm going to do this way as well". So this is a component that |
think....and a lot of lecturers fee! the same, that in the primary they have the Assistant Teacher Programme, which is for a term,
the students go for a term, and | think in secendary we should also have a similar unit of professional experience, where the
students maybe at the end of their training can spend a term in the school teaching as a full time teacher would be responsible
for the different classes and doing everything, going through the motions as a fully-fledged teacher in the school. | think this will
equip them, it will give them an understanding of what a teacher’s job is like, what the profession is all about, because they'll
have a ionger peried of time and it will also enable us to support them, to provide back-up, to provide guidance in a way that we
cannot do when they go out for two weeks or three weeks. Sometimes we hardly get to visit them, one or two visits, which is not
reaily very healthy for the students or for us. And also | think our assessment will be fairer and valid, perhaps moere reliable as
well, because we will be able to spend more time with the students, we will be able to spend more time, hmm. ...quality time in
assessing the students’ skills ar.d capacity” (R3 — NIE Management interview of 17" September 2004)

156




Teacher education
requihes appropriate
staffing both in terms of
number and competence

“A number of things, but | would start off having the manpower. If you have the staff in place, then of course you can have teams
in place, for example to look at programmes, teams in place to look at the curriculum, but you're just conducting or carrying out
what | would say crisis, getting people fo have time, its very difficult to have an ethic programme” (R4 — NIE Management
interview of 18" September 2004)

“Have people more committed to what you're doing have a passion to what you're doing. Teacher training is a delicate thing you
have to have the qualities to pass on to trainees. So | wou'ld like to see people who are committed to work in the teacher
training, not only have the number” (R4 - NIE Management interview of 18" September 2004)

“Then there are also lhe teachers.... the lecturers.....the teacher trainers that we have in NIE. I'm glad that some like you
eventually are geiting the training. I'm being very careful now, | think NIE as | said when we started, 1 think we need to be very
careful with people that we send to teach in NIE as well, because if you don’t have model teachers in a training institution, you
cannot have teachers with a good...with the proper attitudes. Maybe they can have the knowledge, they can have the academic,
but | think a teacher trainer needs to be an exemplary teacher. Because if you are a teacher trainer and you spend all your life
complaining, | mean you are training a complaining teacher” (R7 — Education management - interview of 28" September 2004)

“] think the NIE....... there are a number of factors we need to look at, first of ali there is obviously shortage of staff is one, where
definitely we.....NIE needs to have a proper staffing and training plan, in order to say: okay you have so many staff this year,
you're going to have so many staff coming rext year, how many goes for training; | think NIE needs — a proper training plan. And
a proper staffing plan — plan ahead, plan for five years that has to be stable”

(R5 — Education Management interview of 21> September 2004)

Need for training

“And then, we can see another group of people, the ones who are out there in the schools, who have been teaching for many
years without training, what do we do with them? Sometimes they do not meet the criteria, the eniry requirements of NIE, yet
they are teaching our children, they maybe will be teaching in a few years time our grandchildren. They are still there. So 1 think
we need to do something, because if we talk of teaching and learning, the kind of people that we have out there also has to be
looked at” (R1 — NIE Management interview of 15" September 2004)

Better intake for NIE

“My dream is that.. . the teachers that we train here maybe if there.....especially at primary, 1'm not too happy with what is
happening at primary, because the level of the students that we take in,....there's a lot of problems. Se if at least we could get
more people who are a bit more academically stronger to come inte teacher training, rather than.....actually what we're getting
nowadays is....going down, the level is going down, so if we continue in that trend | think even the learning that is supposed to
take place here will struggle, will encounter major setback because if you... .suppose they don't have the necessary level in
English for example, they will find it very difficult to do all the readings that is required of them, to analyse, to have that sort of
reflective thinking. So this is something that | would like.....maybe if we could take fewer students but of better quality to start
with. Or have a sort of....a good sound upgrading facility here, so if we take one year or two years upgrading, we bring them to
the level that is necessary for them to start teacher training proper. Then all this teaching and learning that happens here would
be upgraded. A lot depends on the level of students that we take. * (RT — NIE Management interview of 15 September 2004)
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Teachers need fo be
developed as reflective
practitioners

“In teacher education maybe the students when they.....I think that self confidence that is required as a teacher, maybe our
trainees, when they leave here they are not hmmm.....confident enough to resist.. . .to resist what is ....well the negative element
that is present in schools. Se 1 think when we train what we need to inculcate in our trainee is that that teachers need to be
agents of change and if we don’t do this we will always be stagnant and we are going to stay where we are with our old
problems, If we have 2 problem we stay in the prablem instead of looking at ways of overcoming the problem. And maybe we're
not equipping our trainees to be agents of change when they go out there, how....we are not equipping them maybe oa this
collegiality that we talk about sometimes you knaw” R1 — NIE Management interview of 15" September 2004)

Need to have effective
recruitment programmes

“NIE also.....there is no point in having staff properly trained, qualified, if you don’t have the participants. As you know NIE has
not been very successful in recruiting students into the NIE. It's not been many student's first choice, especiaily in secondary,
where you're having a class of five or four in each subject, when in the secondary you probably need.....you have vacancy every
year, you have expatriates which we need to........ 1 think attracting students into NIE is also one aspect which is very important
in order for NIE to fight, because there's no point in having a nice building, everything when you don't have students. So
something must happen in order for students to say “Ah — NIE is the plare | want to be; NIE is where | want to form my career”.
So NIE has to also do something to attract — when | say NIE, | mean obviousiy with the backing of the Ministry and the policies
and ail that. To attract more students and when § say more | mean better calibre students also, because as you know you need
good students to become good teachers. A good background is important. So there's that also for NIE in order to make it
better, they need to attract better kinds of students, better staff obviously, they need a budget that would reflect the type of
trainer they want, the resources they require, | think that also is necessary. And [ think also NIE needs io be able to get all their
staff to work as a team, which | think they're getting there, | attended the last management meeting and | was really impressed
how every body really wanted NIE to work, you know, there was this positive atmosphere, so that is important in an atmosphere
for you to work well, having the staff there, the environment must be cenducive for you as a teacher for you to want to come to
work in the moming; to want to be able praduce wark at your maximum and this climate is team work, is team spirit, is to be able
to create the kind of atmosphere for teachers and students to be satisfied” (R5 - Education Management interview of 21
September 2004)

Improve documentation

“| think that ke | would say sustained documentation Ok like what | mean by sustained documentation would be like before we
used to have that journal cail NexuS | don't know if you're aware of it | think this was of good practice, it died | don’t know when,
how long its stopped being published because like we have the school improvement programme actually going on and the school
they've implemented one development plan, they've implemented their second development plan  think each school should
have documented it anid written a sort of an article how well did it go what were their constraints what were the difficulties so that
the wider public would have access to it. | think that if we have researches done and publish | think this will help in the
improvement because there are school which have improve, but we don’t know it's the school which knows, its community might
know, through parents meeting and the Ministry officer's they do know because they've got their coordinators but what about the
others we don't and even here at NIE, maybe if a school has impiemented a its development planning reading lets say and it
works | think NJE should know and maybe then it will give us the incentive to relock at our units™ (R6 — NIE Lecturer— interview
of 21% September 2004)
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Have an efficient
induction programme

“Of course we need a proper induction programme in schools for that, this is very much needed” (R7 — Education management -
interview of 28" September 2004)

*NIE...... I think when we created NIE, as you know, | was not really involved, but | think it started a bit in the wrong footing.
Maybe when we merged CDS and teacher education, | don't know what went wrong, but | think a number of things went wrong.
And we didn't necessarily do it properly. | think this happened in 1899. So its 5 years now, | think NIE should seriously look at
what its doing, carry out an overall evaluation of NIE” (R7 —~ Education management - interview of 28" September 2004)

Better planning

“Strategic plans for the development of this lifelong learning with costing, timing, resources have to be done and reviewed
periodically” (R8 - NIE management - interview of 28" September 2004)

“Establishing a structure for discussion and communication meeting in & formal and regutar basis whose recommendations are
taken up seriouhsly. After all the professionals in the field have more to offer than to be ‘imposed upon”™ (R& — NIE management -
interview of 28" September 2004)

“Time to think and plan is essential. Decisions are taken too fast leaving change after change in mid-air. We should ‘evaluate’
one before moving to another idea” (R8 — NIE management - interview of 28" September 2004)

“The learning society is an involved society so both students, lecturers, schools, parents have to be invelved in the debate. The
constraints of functioning from 8.00 a.m. to 4.00 p.m. must disappear” (R8 — NIE managerment - interview of 28" September
2004)

“The course structure should take inte account how competent we expect the teaciier to be:

-on graduation;

-years down the road;

-preparation for becoming an HOD, studies coordinator, curriculum development® (R8 — NIE management - interview of 28"
September 2004)

“The load of work rust allow all aspects of learning to take place” (R8 — NIE management - interview of 28" September 2004)
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