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ABSTRACT

Swaziland changed its pedagogy from the teachdrez© level to IGCSE which is learner-
centred. In preparation for a pedagogical chasgee logistics were put into place; amongst
these, teacher development. Research points otitwthat the teacher does in class is
significant and has a bearing in the learner’s @utes, therefore appropriate and adequate

teacher training should be afforded to the impleiersnof a new pedagogy.

This study seeks to find out how Swazi teacherseweained in preparation for the
pedagogical change. The study was done in a gusditenanner, whereby semi-structured

interviews were used as a method of collecting.data

The study revealed that even though teachers waared for the implementation of the new
pedagogy, the training was not effective becausad for a few days, no effective follow up
was made and it also did not take into considemati®e teachers’ pedagogical needs, it

assumed a one-size-fit all approach.

KEY WORDS: TEACHER DEVELOPMENT, EDUCATION CHANGE, LEARNER-
CENTRED PEDAGOGY.



CHAPTER 1

INTRODUCTION

1.1 BACKGROUND

According to the Ministry of Education’s (MoE) Natial Policy on Education (1999),
education is the cornerstone of economic and sat@aklopment in Swaziland and the
objective of the government is to provide educattbat is affordable, accessible and

relevant.

Schools in Swaziland fall under three categorieanely, government, grant aided and
private. The main levels of education are primagcondary and tertiary. Primary school
education is widely available its duration is seyears and learners must be at least six years
to start primary school. Almost all children enfol primary school and it leads to the
Swaziland Primary Certificate. In line with the IMnnium Development Goals (MDGs) and
the constitution of the country, at the beginnifighe year 2010, the government introduced
free primary school education, starting with thmstfiwo grades. Secondary school, with a
duration of five years is divided into two cycles;three year cycle leading to a Junior
Certificate and a two cycle, which prior to 2006 swareparing pupils for the General
Certificate of education Ordinary level (GCE O LBybut now the two year cycle prepares

learners for the International General Certificaft&ducation (IGCSE).

According to the Parliamentary Progress Report (PERO08), Swaziland adopted the
General Certificate of Education (GCE) for formsif¢ggrade 11) and five (grade 12) in the
late 60’'s after pulling out of the Joint Matricutat Board (JMB). This was partly due to the
fact that the JMB continued to carry out aparthelements which promoted white
superiority. In this regard, many Swazis were ndtieving grades that could lead them to
further education and training. When the GCE paogwas adopted the number of students

qualifying for further education and training in &iland improved.

The changes in the British education system resultgoarents criticizing it because of its
discriminatory nature against the majority of leasmwho formed about 80% of the school
population that ended up in a parallel program watHow academic status called the

Certificate of Secondary Education (CSE). Theeadevelopment of the CSE program was



designed such that learners got channelled to €Argards Programs which were practical

or vocational in nature.

The PPR (2008) further points out that, in solvihg above problem British politicians
resolved to merge the GCE and the CSE, resultingarGCSE and it was sold to countries
outside the United Kingdom (UK) by the Cambridgetnational Examination (CIE) Board,
and thus called the International General Certiéicaf Secondary Education (IGCSE).
Learners in the United Kingdom are now differemthby their grades in the GCSE and the
same applies to Swaziland with the IGCSE.

Having taken the GCSE path, CIE decided to de-nmaitke GCE as from 1988 in all
countries and examination centres they served theeyears. To date, over 120 countries
and centres have bought the IGCSE program. Soorrees that adopted the program were
allowed to adapt or customize it to their socioremnic and political settings on agreed
monitoring mechanisms for accreditation and cediion. Swaziland is one of those
countries. The then Principal Secretary in the Btmyi of Education concurs with this by
saying

“the Ministry of Education found it fit, to adophd adapt the IGCSE model, which
was developed in Cambridge, Great Britain. Thagpam is widely accepted by the
international community as it is based on sound cational principles by
contemporary standards of the education communibtyldwide” (Ministry of
Education: Consultative Document on IGCSE, 2005).

When CIE started de-marketing the GCE in 1988, 8amdwas not very keen itrying to
find out about this new pedagogy, but in August71.8® October 2005 a series of meetings

were held to deliberate on the groundwork for thplementation of the IGCSE.

Around 2004 Swaziland was informed by CIE that theye phasing out GCE as they found
it expensive to run with only two centres, namegsttho and Swaziland. So Swaziland had
no choice but to adopt the IGCSE curriculum. Saalfy in 2006 Swaziland started
implementing the IGCSE curriculum in form four (deall) and learners sat for the first
IGCSE exam in 2007.

The MoE was aware that IGCSE teaching approachepsireeindividualized attention as
opposed to traditional approaches and it would lewvenpact on staffing, meaning that more

teachers were to be hired. Also according to tleENMConsultative Document on IGCSE
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(2005), staff development is of great importance #ns viewed as those activities that are
designed to enhance the capacity to effectivelivelethe educational program. The report
further points out that with the introduction oktHGCSE, it was expected that there will be
staff development at school level, with or withaxternal assistance; schools can form
clusters where subject teachers could share kngelatid expertise on best practices and
external resource persons could also be utilizeshtach the practicing teachers who are used
as resource persons; teachers should also attehgaaticipate in workshops organized by
the inspectorate and personal/individual develogmédrereby teachers continually research

around their subject, using libraries and informatiechnology facilities.

1.2 AIM OF THE RESEARCH

The study is interested in teacher developmentvatgions in relation to the introduction of
the International General Certificate of Secondaducation (IGCSE) in Swaziland (SD).
This meant that SD had to undergo some pedagoggoalwal for its teachers because the
previous curriculum which was the General Certtbcaf Education (GCE) was teacher
centred and IGCSE is learner centred. (Ministried@ication (MoE) Consultative Document
on IGCSE, 2005). The study seeks to find out thevvof various stakeholders about the
different kinds of teacher development providedupporting the adoption of the new learner
centred pedagogy of the IGCSE and how effectiveai.

The study seeks to investigate the following:

* What teacher development interventions were puplate to prepare teachers for a
learner-centered pedagogy?

« After the initial development, what additional dher assistance teachers received from
colleagues, Heads of Departments (HODs), schoolirastmators, cluster groups and
Subject Inspectors?

* What were the teachers and teacher trainers’ utaihelings of learner-centeredness and
if they were prepared to implement this new pedg@og

« How teachers felt about this new pedagogy andekeurces needed in relation to their
new classroom contexts?

« If teachers faced problems, what did they do andtwbuld be done to help them?

11



1.3 RATIONALE

The purpose of the study was to find out how eifecthe in-service training and other
interventions were in preparing teachers for th#agegical change and if they felt equipped
and confident enough to implement the change. Tisehétle research available regarding
teacher training for pedagogical change in Swadil8e researcher, who is a lecturer at a
teacher training college, felt that the resultstlod research will help both in in-service

training and in the pre-service training of asgrieachers.
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CHAPTER 2

LITERATURE REVIEW

2.1 INTRODUCTION

Since the study dealt with teacher development uppasrt teachers after a change in
curriculum pedagogy, the literature review needsawer debates around issues of education
change, learner-centred pedagogy versus learnimgedepedagogy, in order to contextualise
teacher development and teacher change. The rekimwlooks at various approaches and

models of teacher development as they relate tagmegical change.

2.2 EDUCATION CHANGE

The subject of educational change has been distiséisee the 1950’'s as education had to
adapt and be reformed. Sergiovanni (2000) argugstbday change is more preoccupied
with the process rather than the substance of ehamganing that change advocates are
mainly concerned with advices about the change gemant process rather than the

significance of the change. He goes on to argue tha

“if the discipline and practice of educational oba is to fulfil its promise it must
evolve from a policy science concerned with insteatalists to a science and art of
design concerned with substance” (p.57).

Sarason (1996, p.9) concurs with Sergiovanni byiaggthat
“the strongest pressures for change have comedrgside the school system”

In examining school change, Sergiovanni (2000uesgthat the life world should be
protected and be at the centre of any change &r dod it to be effective. Habermas (1987 in

Sergiovanni, 2000, p.61) argues that

“all society’s enterprises from the family to therporation possess both a life world
and a systems world. In schools, leaders and pleposes, followers and their needs
and the unique traditions, rituals and norms tlediheé a school’s culture comprise the
life world. And the management decisions and muoi strategic and tactical
actions, policies and procedures and accountalaiisurances comprise the systems
world”.
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He further concurs with Sergiovanni that a schonbBsure will grow when the life world is
the generative force for determining the systemddyoAlso, the school’s nature tends to be
undermined when the systems world becomes the g@resforce for defining the life world
as this situation is a form of colonization of iife world by the systems world. He further

points out that many societies fail because of¢hlenization.
But why does the colonization of the life world gdaa school at risk?
According to Sergiovanni (2000, p.61),

“at the heart of a school’'s individual life worldeaideas and commitments that
function as a source of authority for what peope tnlike hierarchical authority or
legal authority, authority of the life world inflnees thought and behaviour and
provides the basis for deciding things and autlgiactions based on what people
believe about their school and what it is tryingqat@omplish. This authority exists in
the form of local values and purposes and detesnipeal initiatives aimed at
achieving the school's own destiny. It is difficth improve schools over long haul
when the life world of schools is ignored and wieecal authority is short-circuited
by heavy-handed mandates from afar”

He further argues that people should have the targhange, because if change comes from
the systems world, meaning that if change is imgdken the people will feel like they are
not part of the change or be resistant to it. & tdhange takes into consideration the culture
and the context of the school, then it would be mregful. Fullan (1991) supports this
assertion by arguing that for change to materializeas to be meaningful both to those
implementing it and the society at large. Bhikh®02 in Jansen & Taylor, 2003) also
concurs with Fullan that participants in the chapgecess should see themselves as active
constructors of change rather than passive viabftigp-down reform processes.

According to Fullan (2008), change means having asidg new materials, having new

behaviours or practices and also having new betiefsnderstanding on what is to change.
In improving an education system, change advocatoosild look at what is to be improved,

how to improve it and why it should be improved|{&uo, 1991). He goes on to say that it is
also important that a few goals or objectives stidag set in order to make the change a
success. Levin (2007) points out that with a pesitttitude from the government and a
nation that has confidence in the education systmange is possible. Hargreaves (2005)
tackles the idea of educational change via a foouss impact on emotions. He says that not

all teachers respond the same to change and tmaintportant to understand the various

14



factors which influence teachers’ response to cbasgch as teacher’'s age, competences as

well as stage of their career.
Fullan (1991, p.8) argues that:

“Neglect of the phenomenology of change that isy lpeople actually experience
change as distinct from how it might have beenndésl, is the heart of the
spectacular lack of success of most social reform&€hange must always be viewed
in relation to the particular values, goals andcountes it serves”

Thus, in order for change to be meaningful, it mostviewed in relation to the goal of

education which is to make better teachers andalcertearners become better citizens.

However, an important focus when dealing with etinocal change is to remember that the
main purpose of schooling is to promote teaching) laarning (Buslet al, 2009), so change

should be geared towards, and result in, improWwagner achievements. Another crucial
aspect for effective change is for the governmenerisure that supportive policies and

programs are put in place to make educational aghpogsible at school level.

2.3 LEARNER-CENTERED PEDAGOGY

This study on teacher development is about themtpgachers need to adapt and change to
new learner-centred pedagogy in the form of the n&ESE introduced in Swaziland
schools. According to Tabulawa (2003), learners®hpedagogy is a teaching approach that
encourages learners to be active in the learnioggss; it encourages problem solving skills
and critical thinking in learners. It also enablearners to construct their own knowledge

within or out of the classroom.

According to Bray (1984), international agencievenglayed a major role in education
development in African countries, because they laoted as independent initiators and a
mechanism of major educational policy changes. neyacentred pedagogy, according to
Tabulawa (2003), is a policy which was borrowednfrthe West and encouraged by the
World Bank. Western countries were interested imogucing it to African countries to
promote the idea and practices of Western democraay agencies started to be interested
in this kind of pedagogy in the African states aftes fall of the Berlin Wall, which marked
the end of communism. The West felt that they @maw give aid to African states linked to

their view that Western countries should adopttedipt ideas and systems. The World Bank
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and the International Monetary Fund (IMF) madelé@ac in their loans to African countries

that they want to promote a western form of libeleinocracy.

According to the Department of International Depal@nt methods (DfID) (1997 in

Tabulawa, 2003), education was now believed tohigemhost important component in the
democratisation process, the question now was: lowthey connect education to
democratisation? According to Tabulawa (2003), oh¢he solutions was learner-centred
pedagogy because this type of instruction makesées open-minded, able to question,
behave as critical and independent thinkers. Howewest African countries continue to use
the traditional teacher-centred approach to teaclind learning and this is for several

reasons.

Firstly, learner-centred pedagogy was introduced faseign concept to African countries by
aid agencies claiming that it had no political cotations to it and yet these aid agencies had
a political agenda in pushing African countriestiopt this kind of teaching styl€hey also
argued that this kind of pedagogy will lead to ioygments in learning outcomes as it is
more effective cognitively and yet there is no evice of this (Tabulawa, 2003).

The second reason is that any education systemidshefiect and incorporate African

country’s national and local values and traditionbjch, are not in favour of questioning
elders and their authority. According to Tabula{@®03) questioning elders and their
authority is a mark of disrespect. Learner-cengpedagogy, as introduced by the West,
encourages African learners to go against thedlittoams and values.

Another reason is that learner-centred pedagoggsp@s challenge to African countries
because conducive conditions for teaching and ilegrtio not exist at school level as most
schools are characterised by large class sizes,fpoitities, shortage of learning materials
and lack of teacher development and change in rolass practices. Yet, this type of
pedagogy requires a teacher to be creative andiffieeent teaching methods, and not be the
only source of information. However, Dembélé (208Rjues that learner-centred pedagogy
is difficult to implement on a large scale even whee required teaching and learning
materials are available. This could be due tof#ioe that most teachers do not understand
this type of pedagogy; therefore they interprelifferently and thus causing implementation
challenges.
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Another reason according to Richardson (1994:6ahulawa, 1998) is that, due to the fact
that learner-centred pedagogy is an imported appros undermines what teachers in
African states think, know and practice, teachéigpéion or implementation of new practices
is related to

“whether they fit with teacher’s set of beliefs abdeaching and learning, engages
students, and allows the teacher the degree ofrola® control he/she feels
necessary. If the activity does not work, it isgjved or radically altered” (p. 253).

This therefore gives little choice for many Africatates to implement learner centred

pedagogy.

That is why most African states continue to use ttheitional approach to teaching and
learning. But to mention the problems of employihg learner-centred approach to teaching
and learning in African States, is not to go agasosne form of learning-centred approach to
teaching, an issue investigated by scholars ingerhan alternative form of learning-centred
pedagogy or what Gauthier (2005) calls the “stmextuteaching approach”. Both the
structured approach to teaching and the learndramenapproach subscribe to the
constructivist cognitive theory of learning, whishates that learners learn best when they
construct their own knowledge. However, the tworapphes differ in the way they are

applied by teachers, especially in developing atesticcording to Gauthier (2005).

Unlike the open ended learner-centred approach,sthectured method of instruction,
according to Dembélé (2003, p.272)

“Is characterised by a structure and some teacghestidity and with mastery learning
as a guiding principle”

This means that this approach allows teachersvi® gjrection to learners to enable them to
construct more knowledge on their own. The strettuapproach also subscribes to the
constructivist learning theory but it makes leasnewnstruct their own knowledge with some
structured guidance from teachers (such as qusestamd answers). However, such
structuring does not prevent learners from constrgctheir own knowledge from the
direction given by the teacher. In that senses itvery different from the traditional

pedagogical approach where learners only reguegithiat the teacher has fed them.

However, this pedagogical change represents aatladtchange for teachers in their work

and practices and this is why effective teacheeligment and support is needed.
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2.4 TEACHER DEVELOPMENT

Research points out that teaching practice is aeklergational determinant in student learning
and achievements (Gauthiet al, 2004). They further argue that teachers arentlost
influential factor in student learning. Colemainal (1996 in Gauthieet al,2004) argue that
although a learner’s background is also an impoffeator in teaching and learning, it is not
an impossible barrier to the teaching and learpiogess. Beeby (1996 quoted by Stuart and
Lewin 2002 in Lefokeet al, 1997) argues that attempts to change the qudlityaoning in
schools should be linked to teacher developmenttiast to Beeby's argument, Dembété

al (2007) argue that pedagogical change cannot maep from teacher development.

Therefore, while teacher development becomes onleeofnost important issues to focus on
when introducing a learner-centred pedagogy, ap@tepteacher development is needed to
give teachers the knowledge, competencies andidggstto implement such pedagogy and
develop their learners to be critical thinkers,ljpeon solvers etc. The challenge therefore is
to find the best forms and models of teacher deweént which can support and develop

teachers to implement effectively new ways of t@agh

2.4.1 Dimensions of Professional Development
There are different dimensions to teacher developméccording to Guskey (2000 in

Balfouret al, 2004, p.203), professional development includes

“those processes and activities aimed at enharhagrofessional knowledge, skills,
and attitudes of educators so that they are abtepgmve students’ learning”

And further, PD

“must be intentional, with clear achievable goald @urposes; ongoing, with built in
intermittent monitoring and support; and that it sndbe systemic, involving the
various levels of the school and the educatioresyst

Dembéléet al (2007, p.534) give teacher professional developneeriwo-dimensional

meaning. The first is

the actual learning opportunities, which prospextibeginning and experienced
teachers engage in their time and place, contedtpmilagogy, sponsorship and
purpose.

The second is
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the learning that occurs when teachers participatéhose activities. From this
perspective, professional development means tramaf@ns in teachers’ knowledge,
understandings, skills and commitments, in whay #trew and what they are able to
do in their individual practice as well as in thelvared responsibility.

Hargreaves (2003:63 in Balfowet al, 2004, p.203), however, argues that professional
development is more than the learning of new kndgdeand skills, and should include

personal development, enabling teachers to

“build character, maturity, and other virtues irerttselves and others, making their
schools into moral communities”

Vonk (1991 in de Feiteet al, 1995, p.47) concurs with Hargeaves by arguing tibday’s

professional development is

“the result of a learning process which is direcédcquiring a coherent whole of the
(practical and theoretical) knowledge, insightsfades and repertoire a teacher needs
for the everyday practicing of the profession”

He goes on to argue that

“teachers’ profession is a function of an interactbetween person-related factors
(e.g. individual dispositions, life stage, familyraumstances) and environmental
factors (e.g. colleagues, students, school admaish)”

meaning that professional development is a comptegess which has to interact with many

different factors.
According to Little (1993, p. 133), at the end lné 24" century,

“the most promising forms of professional developtnengages teachers in the
pursuit of genuine questions, problems and curéssitvertime in a way that leaves a
mark on perspectives, policy and practice. Thawmonicate a view of teachers not
only as classroom experts but also as productivk rasponsible members of a
broader professional community and as persons émtbam a career that may span
30 years or more”

Lieberman (1995) argues that too often teachersoltehat other people’s understandings of
teaching and learning are more important than tvin and that their knowledge which is
gained daily from working with learners is of lesdue. This is confirmed by Day (2000 in
Balfour et al,2004) who argues that persistent condemnatioaagiters and their work runs
the danger of discouraging them and underminingr tbelf-esteem. Lieberman (1995)
argues that experts from outside the school contiext teaching as technical, learning as
packaged and teachers as passive recipients ofintiiegs of what is called “objective

research”. Because the modern school reform mowemeoncerned with essential issues
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such as knowledge building and teacher learninglayte approach to professional
development is important and should go beyond #uhrtical tinkering that has often
characterized in-service training. Professionalettgsment should focus on both personal
and professional identities of teachers and schebtsuld change and become learning
organisations, in which people work together toveolproblems collectively. Thus,
professional development, according to Lieberma®®%}), is more than about preparing
teachers for a new pedagogy or a new program,sbalsp about thinking how the content
and process of learning can be redefined in wags ittvolve teachers and learners in an
active pursuit of learning goals. In that sensenublves a joining of experiential learning
and content knowledge. Sergiovanni (2000) alsawesghat developing teacher expertise
should be sensitive to local contexts, interests raeds, meaning that it should be sensitive
to the life world of schools and teachers; it sdaubdt be from the systems world all the time.

Lieberman (1995) argues that the ways in whichheesclearn are not different from the
ways learners learn. Cognitive learning theomstgie that people learn best through active
involvement and through thinking and communicatiagout what they have learnt.
Processes, practices and policies that are buithisnview of learning are at the heart of a
more expanded view of teacher development thatugages teachers to involve themselves
as learners. She goes on to argue that most ahibervice training or staff development
tends to be of a formal nature and not connectethgsroom life, meaning that it is from the
systems world and not connected to the life worldti® schools (Sergiovanni 2000).
Lieberman (1995) goes on to argue that in-servaainhg for teacher development is often a
mixture of abstract ideas that pay little attentitwnthe ongoing support of continuous
learning practices, whereas it is supposed to bmutalmoving teachers beyond simply
learning about new ideas or frameworks for undeditay teaching practice to making them
actively involved in decisions about the substamrecess and organisational support for
learning in school. It should involve broader suppmechanisms, such as networks or
partnerships that provide opportunities for leagnimew ideas involving groups outside the
schools. She goes on to argue that, if reformskme to be made operational to enable
teachers to change the way they work, then teadtesld have opportunities to discuss,
think about, try out and improve on their practic8$is means that they must be involved in

learning about, developing and using new ideas thigir students.
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Sprinthall & Thies-Sprinthall (1983, in de Feittral, 1995) also argue that teachers should
be regarded as adult learners when being develapddthat principles of adult learning

should prevail in in-service activities. Accorditiythem, the principles are as follows:

* Teachers should have a say in the content andrtbeegs of their learning. Little

(1993 in Reitzug, 2002) agrees that

“there is little value in the one-size fits all nedaf teacher development that
exposes teachers with different backgrounds and fiidferent schools to the
same material. Thus professional development ghaeflect participant’s
input” (p.13).

Even though this is so but Sparks (2000 in Reit22@02) warns that teacher
development should not be based only on the opioioteachers regarding their
needs, but should rather begin with assessing ¢hendrs’ needs and learning
outcomes and work backwards in order to ascertainhwteacher development would
suit the needs of the learners.

» Professional learning as intended by activitieshsag in-service courses, workshops
and self-study, only takes place when teachers d&e@&leed for change and are
convinced of the practicability of the intended e

» Assimilation of new knowledge and skills only takdace when teachers are able to

relate it to their existing knowledge and repegoir

Mcintyre (1993 in de Feitegt al, 1995) argue that changes in the practical knovddulse
take place through reflection. That reflectioreaf their knowledge (subject knowledge and
pedagogical content knowledge) their methodologywadl as their beliefs about ‘good
practice’. de Feiteet al (1995) note that

“teacher development includes a lifelong learnimgcpss of professional growth
which is related to the needs of teachers in theows phases of their careers,
therefore different forms of teacher developmermusth be used during the different
phases of the teachers’ careers” (p. 50)

2.4.2 Different forms of teacher development for dierent teachers
There are different forms of teacher developmemirgkeaves (2000) distinguishes between

different ages in teacher work, competences anggsimnalism. The pre-professional age is,
when teachers behave as workers transmitting theécelum, the professional age is when
teachers know how to adapt their pedagogy to ttwitext and their learners. Then, there is
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the collegial age, where teachers become refleginaetitioners and can share work
together to solve common problems in their classol eachers withowa good experience
will tend to avoid any change and show little ietrin improving on their work. They prefer
to follow survival strategies and are not interdste in-service activities. When this
happens, individual guidance and support is thg waly to get these teachers to remain on
the right track. In this age, teachers would hadegaate subject content mastery and could
be introduced to more complex forms of teachingpezitthrough professional exchange
between teachers or network with other teachemnpoove their practices and develop their
careers. Principals at this point should be tchine how to promote a collaborative or

collegial working culture within their schools.

In this age, teachers are competent and effectidefeel satisfied with their professional
lives. They put the needs of learners as theirrakribcus and want to improve their
performance and continue to look for new challertgas may enrich their professional lives
and keep them interesting. These teachers armectigét practitioners who reflect on their
actions. For instance, if a certain teaching meittiddnot work well for a certain topic, they
will try and find out why it did not work and empl@nother teaching method to see if it will
work better for that lesson. Other teachers whokthof themselves as effective and
competent may lack basic satisfaction and findheacless and less challenging and may
develop signs of stagnation. Thus, people resptndbr teacher development should
identify the kinds of teacher professionalism thaist among teachers. Teachers who are
interested to look for new challenges should be@eraged to see themselves as professionals
and should be offered different development opputites, which are based on their practices
in schools, such as teacher networks or professcmmamunities of practice (Wenger 2001
in Kristensen; Shea & Sherer, 2003), where theykwagether to achieve higher standards of
practices. Wenger (2001:2 in Kristensgral, 2003) describes communities of practice as:

“a group of people who share an interest in a donwdi human endeavour and
engage in a process of collective learning thadteebonds between them” (p.185).

He further argues that communities of practice lhwee main characteristics:

* The Domain- involvement in the community requiresne knowledge and some
competence in the focus area or domain;
* The Community- members of the community interact arn together, they engage

in joint activities and discussion, help each othred share information; and
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* The Practice- members of the community develop aaeshrepertoire of resources,
experiences, stories, books, and ways of addressougring problems.
The case of teachers’ communities of practice coul¢ be effective at the collegial phase
(Hargreaves, 2000). These are stages whereby tsagussess content knowledge,
pedagogical knowledge and reflective knowledge.

Thus, this review on different forms or models eadher development shows that it is
important to understand the kind of teachers oradsdeith and the kind of change to be
negotiated with them, as the one-size-teacher-dpuent does not fit all. Furthermore,
depending on the phase of their career (de Fateml 1995) and/or their level of

professionalism (Hargreaves, 2002), teachers wéllntore receptive to, and will need,
different kinds of teacher development

2.4.3 Teacher development for a change of pedagogy
Many African countries have changed their pedagogyurriculum in the last decade or have

had to train teachers rapidly to cope with the gngwdemand coming from the Education for
All (EFA) policy. As a result, teacher developméas become a major priority and practice
in these countries. Swaziland was no exception,até® had to change from the O’ Level

curriculum, which was teacher-centred to the IG@®Ech is a learner-centred curriculum.

Lefokaet al (2007) argue that, in Namibia where teacher devety was considered to be

the most important factor in teaching and learnihg, department focused heavily on pre-
service and in-service training programs when tinéypduced a learner-centred pedagogy.
However, the Namibian teacher training which wasigieed for teachers, administrators and
teacher supporters did not yield the expected omso Although teachers became aware of
the necessity to include learner-centred principlabeir teaching, they seemingly lacked the

skills and knowledge of how to do so in their ctassns.

According to Dembélét al (2007), studies conducted in Lesotho revealedtdzathers were
unable to practice new teaching techniques suabpas-ended methods of instruction and
showed little interest in pupils’ own knowledge winiis against the very learner-centred
pedagogy they were supposed to adopt. Tabulawa)E8§ues that the reasons for teachers
in Botswana not to practice preferred techniquesoften related to technical issues such as
lack of resources, poorly trained teachers, latgsscsizes and the exam-oriented educational

system.
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Dembélé (2003) examines the support needed bydeagihen a new curriculum approach
for which they are not prepared is introduced. Afil@m workshops which are not often
effective as they are once-off and not continuthese is a need to coach teachers and model
good practices in their classrooms. This is attebie Joyce and Showers (1980 in Fullan,
1985), who argue that there five components whirehessential for in-service education,

these are theory, demonstration, practice, feedaadlcoaching.
According to Feiman-Nemser (2001:1041, in DembéBcwille, 2007, p.104),

“teachers have little say about the content of ssebsions. There are limited
opportunities for meaningful interaction and follewp. Teachers’ may go home with
a new idea, but the design of these sessions nitalekkely that teachers’ practices
will change in any significant way”

Dembéléet al (2007) argue that dominant forms of teacher dgwatnt methods used in
various African countries were criticized as ndeefive in improving instructional quality.
One-time workshops and seminars were commonly aseadethods of teacher development
but these do not change the behaviour or practtésachers. Day (2000 in Balfoet al,
2004) concurs with Dembélét al (2007), by arguing that there is a need to invest
continuing professional development because evaigtiha lot of money is spent on one-day
workshops there is evidence that classroom praciceins unchanged and teachers remain
unwilling and/or unable to implement the many chemguggested in the workshops.
Therefore, there should be a continuous identiboatanalysis and response to the various

challenges faced by teachers in the classroom.

Another popular form of training used is the cascatkthod. According to Dembédt al
(2007), this form of training is used to train avfparticipants in a short period of time. It
starts to train people at the top so they themsebam train others, until information has
reached all implementers or teachers. Howevas, iither ineffective at changing teacher
practices. An Organization for Economic Co operatamd Development (OECD) report
(2005 in Dembélet al, 2007) points out that the methods of teacher [dpweent used are

often not related to teaching practices and areawit sufficient follow-up.

However, Hill (2009) argues that, in order for msdional development to enhance teaching
and learning, it must last for several days or &ang must focus on subject matter specific
instruction and it must be aligned with the instimgal goals and curriculum materials in
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teachers’ schools. Sergiovanni (2000) also arguats in order for teacher development to

be effective, it should be sensitive to teacheostexts.

Guskey (1986) argues that there are three majaomes of teacher development, namely,
the change in the classroom practices of teachkasige in their beliefs and attitudes and a
change in the learning outcomes of students. Hs go to say that, what is most important
is the order of occurrence of these outcomes, wisithen a temporal sequence. Too often,
teacher development initiatives are based on thenagtion that change in teachers beliefs
and attitudes comes first, and they emphasize itiortance of gaining a sense of

commitment from teachers. As a result, activitiess @lanned specifically to alter the beliefs

and attitudes of teachers before the implementati@new program or innovation.

Guskey (1986) further argues that, when teacheasgghtheir classroom practices first, they
do so if student learning outcomes have been se@ngrove, this is through the use of a
new instructional approach or a new innovation tha$ been introduced and it changes
learners’ outcomes. Guskey (1986, p.5) examinecetfextiveness of teacher development

programs designed to

“alter the professional practices, beliefs, andarsthnding of school persotwvard
an articulate end”

The ones which were more successful were thosehwiaigeted a change in teachers’
classroom practices and not a change in teachelisfband values first. He further argues
that, teachers who experience new improved practabich lead to better learner

achievement will subsequently change their bebefd values, and not the other way round.

Hence, teacher programs should aim at making tesielxperience the new changes first.

Hill (2007) argues that teacher development hasb@oaligned with and support the
instructional goals, school improvement efforts aandiculum changes in teachers’ schools.
Thus, effective teacher development is done by leaepo know what school teachers have
or do not have with regards to teaching and legrmgsources. Fullan (2002, pp19-20)
argues for the importance of learning at work fdules or what he refers to as learning in
context by saying:

“that learning in context has the greatest poteptgoff because it is more specific,
situational and social it develops shared and citiMe knowledge and commitments”
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For him, learning in context is aimed at improvihg organization and its social and moral
context and it establishes suitable conditionsfliother development, including conducive

conditions to learn from others on the job.

Thus, effective teacher development for pedagogibange will be based on an accurate
understanding of the kind of teachers and what ghan their pedagogical approach and

competence means for the improvement of their pestvalues and beliefs.

2.5 CONCEPTUAL FRAMEWORK

A conceptual framework is developed out of thisrature review to inform how this study
proceeds in the research. It is clear that polefprms, which are aimed at meaningful
changes and are coming from the outside, may noh lbene with and even conflict with
local values, beliefs or practices. For effeciericational change to take place, it must be
viewed in relation to credible beneficial goals andcomes to be achieved and should not

destroy the life world of schools and teachmisenhance it while changing what is needed.

In the case of teacher development, the literashimvs that teacher development has to be
directed at improving learner achievement and shbel based on a modelling mode which
makes teachers experience the benefits of the ehdedore they can adopt it effectively in

their own classrooms.

The literature has shown that effective teachereldg@ment is not about workshops or
cascade training taking place off-site, but ratitswut mentoring and coaching on-site and in
a way which contextualizes the change in teaclred’ classroom context (Guskey, 1986).
Such teacher development should aim at changinchées! practices by modelling new
practices and then, if teachers experience posdnanges in learners’ learning, they will
then change their views. In addition, when planniegcher development for pedagogical
change, one needs to identify the kinds of teaphastices, knowledge, competences as well

as their values and beliefs to identify the appadprforms of teacher development.

Thus, when planning teacher development for pedagbghange, one needs to identify the
kinds of teachers, their practices, knowledge, aatences as well as their values and beliefs

to identify the appropriate forms of teacher depeient.
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CHAPTER 3

RESEARCH DESIGN AND METHODOLOGY

3.1 INTRODUCTION

The aim of this chapter is to identify and map ¢the processes involved in research
investigation. The main question was: what redeanqgproach will this study undertake?
The argument in this section was that, a qualiéastudy in the form of semi-structured
interviews was appropriate, because it seeks daepirstanding of peoples’ experiences,
behaviour, emotions and feelings. This sectiorused on methodological issues such as
research approach, procedures, research instrunatssampling, data analysis, and
describes how these were applied in the studydifgland reliability, ethical considerations,

were included as part of the research design.

The qualitative approach was found appropriatennar the research questions identified
by this study:

* What teacher development interventions were puplate to prepare teachers for a
learner-centered pedagogy?

« After the initial development, what additional dher assistance teachers received from
colleagues, Heads of Departments (HODs), schoolirastmators, cluster groups and
Subject Inspectors?

* What were the teachers and teacher trainers’ utaihelings of learner-centeredness and
if they were prepared to implement this new pedggog

« How teachers felt about this new pedagogy anddkeurces needed in relation to their

new classroom contexts?

« If teachers faced problems, what did they do andtwbuld be done to help them?

3.2. RESEARCH DESIGN
According to Pilot, Beck & Hungler (2004, p.175%earch design refers to

“an overall plan for obtaining answers to the glaesbeing studied, and for handling

some of the difficulties encountered during theeagsh process”
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Research design is divided into various types manexperimental, historical, descriptive,

gualitative and quantitative design.

The researcher embarked on a qualitative studgoring to Strauss and Corbin (1998,

p.10) qualitative research can be defined as

“any type of research that produces findings noveda at by statistical procedures or
other means of quantification. It can refer to aesk about persons’ lives, lived

experiences, behaviours, emotions and feelings...”

With regards to the above description, the reseatady aimed at finding out how the
teachers were developed and whether they weredsmifito teach the using the learner-
centred approach. Because of the nature of theamds question and study, a qualitative
research method appeared more appropriate. Tharcbsguestions wre focused on the
‘what’, ‘how’ and ‘why’ questions. Such questionganc be best answered through a
gualitative method (Neuman, 1997). McMillan and @olacher (2006, p. 315) argue that the
primary purpose of a qualitative research is toe@han in-depth understanding of social

practice, by

“analyzing the contexts of the participants andnbyrating participants’ meaning of

these situations and events”

Bogdan and Biklen (1992 in Siegle, 2009) argue thatlitative researchers do not do the
research having specific questions and hypothese®st, but they are concerned with
understanding behaviour from the subject's own &avhreference. They believe that you
can interpret experiences of each one of the stgimcinteracting with them. Paton (2001 in
Golafshani, 2003) argues that the advantage ofitgtie¢ research is that, qualitative
researchers accept their role and involvementarrésearch by discussing that the real world
is subject to change, thus the researcher shoybddsent to record the changes that occurred

before and after.

3.3. SAMPLING
Sampling refers to the process of selecting a sgrallp, a sample, from a large group, the

population, with the intent that it is represematiThe participants are selected because they

satisfy a particular purpose, or a particular ngwshen & Manion, 2005).
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Purposive sampling was used by the researcher,ubecthe participants that were
interviewed had specific qualities and understagdirhich illustrated the purpose of the
study. For example, the participants were trainefbie the introduction of the IGCSE and
have practiced for a few years (Knobel & Lanksh2804).

The study examined two schools in an urban are@waziland. The selected participants
were the two principals, five Heads of Departmdht®Ds) and five teachers and the Senior
Inspector of Secondary Schools (SISS). These tWwoas were chosen because, though they
are both in the urban area, there was a big difterén their learner achievement.

3.4 DATA COLLECTION METHODS
Data collection methods refer to what the researishgoing to use to collect the data. The

data collection methods that were used were sanmtatred interviews. Interview schedules
were suitable for this research because the rdsyanas able to probe further if she needed

clarification.

3.4.1 Semi-structured Interviews
Interview schedules were considered suitable for iisearch because the study was about

the assessment of what, how and why teacher develuphappened in the way it did and
therefore it was important to gather peoples’ patioes and experiences with interviews,
which were useful to probe further to obtain intheygews and clarification.

The data was collected using semi-structured, @meled interview questions to understand
in greater depth teachers’ experiences in teadhimgsing the new pedagogy. The advantage
of this method is that among other things, it isrenflexible in terms of allowing the
researcher an opportunity to probe and increaserdbgonse rates. It also, afforded the
interviewer the opportunity to observe non-verbahdwviour. This method is known to have
open-ended questions which do not pre-determineréeponses and the interviewer can
probe more if the need arises (Hoepfl, 1997). Hth&r argues that interview guides can be
modified over time to focus attention on areas artipular importance and at the same time
the interviewer can exclude questions he/she famdsunproductive for the goals of the
research. The researcher administered the interigwecording the responses of the
participants while talking to them so that the ezsber could refer to the data at a later stage.
According to de Feiteet al (1995) teachers at different levels of their caraed their
different professionalism levels (Hargreaves, 20@0)e different training needs, therefore a
one- size fits all approach to teacher developmgmntot effective. The semi-structured
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interview schedules included questions on whetleelFditeret al (1995) and Hargreaves

(2000) approaches were applicable in Swazilandifatiey were not, what the way forward

would be. Also the interviews included questionsadrether the learner-centred pedagogy is
suitable for a Swazi learner. Tabulawa (1998) esgtinat the reasons for teachers not to
practise preferred teaching techniques are oftkterk to technical issues such as lack of
resources and big class sizes, therefore the iaterschedules included questions on how
these issues affected the teaching and learningegso especially during the implementation

of the new pedagogy.

The participants were interviewed to find out whatd of teacher training they received
before they implemented the new pedagogy and whetier the initial training they got
help when they were faced with difficulties. Altigh interview schedules are time saving,
they can also be time consuming compared to questices because, the interviewer has to
spend time interviewing the participants whereashe could be using the time for other

things.
3.5 DATA ANALYSIS

Bogdan and Biklen (1982: 145 in Hoepfl 1997, p.&firk qualitative data analysis as
“working with data, organizing it, breaking it intbanageable units, synthesizing it,
searching for patterns, discovering what is todagried and deciding what you will

tell others”
Neuman (1997, p.421) suggests that

“a qualitative research data analysis has to barizgd into categories on the bases

of themes, concepts, or similar features”

McMillan and Schumacher (2006) concur that dataithaot organized would be difficult to
analyse. Neuman and McMillan et al highlight theg process of coding means giving a
descriptive term for a subject matter such thattapic that comes up under that code is
grouped accordingly. Categories on the other hamdoamed from codes and involve
organising similar meanings of a topic togethezpde may fall under different categories
because they may be interpreted in different wa&sce different categories are formed,
patterns will be identified through the categori@atterns seek to find a relationship amongst
categories and are intended to organise dataetdted themes (McMillan & Schumacher
2006)
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In this study data was collected, coded and caizgpbinto relevant or emerging themes
from the research findings, which subsequently mathe headings of the study findings

presentation.

3.6 RELIABILITY AND VALIDITY

According to Hitchcock and Hughes (1989), relidpitoncerns:
“the extent to which any particutaethod of data collection is replicable” (p.45).

This means that the method of data collection shbel able to produce the same results if
the research was to be repeated by someone udiiffegent data collection method. To
attest to this Kirk and Miller (1986:19) argue thafiability “is the extent to which a

measurement procure yields the same answer howadewhenever it is carried out”

In order to observe reliability of data collectidghe researcher recorded the conversation as
well as wrote down the participants’ responsesna¢g. After transcribing the information,
the participants were given an opportunity to raad correct the transcriptions if the need

arose, (McMillan and Schumacher, 1993).

Joop (2000 in Golafshani, 2000) explains validgyf@lows

“validity determines whether the research truly sugas that which it was intended
to measure or how truthful the research results are

Kirk and Miller (1986) concur with Joop (2000 in @&fshani, 2000) by arguing that validity

is the extent to which the measurement used ghesdrrect answers.

This means that for the research to be valid teeareher needs to ask questions which are
relevant and right for the topic. The research&edshe questions which were relevant using

the methodology specified.

3.7 ETHICS

The study focused on human objects, so ethics wansidered. The researcher sent her
proposal to the Ethics Committee at the Universifythe Witwatersrand, to ask for a
clearance to do the research. The researcher was @ clearance, protocol number
(2010ECE16€). The researcher also asked for permission froenMioE to conduct the

research at the schools. Once at the school,nébemied the participants about the aims of
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the research. This gave them an opportunity telyfrdecide whether to participate in the
research or not. In writing the research repdrg tesearcher retained anonymity of the

participants by using fictitious names.

3.8 LIMITATIONS TO THE STUDY

In conducting the research the researcher camssaaroumber of challenges.

Firstly, it was not possible to interview the ialty targeted number of HODs due to the fact
that the system used in Swaziland does not allodeartment which has less than five
teachers to have an HOD, so in most cases HODsdlfi@rent subjects did not exist. In
departments like business studies and design @hddkgy where there are usually two or
three teachers, they would be put under departmehts have an HOD, for instance, in

school A the business studies department was thednstory department.

Secondly, the researcher could also not intervieenteachers because most of the teachers
in these schools were new and only came when the peglagogy had been introduced.
Though most teachers had been teaching for a nuaibgrars in school B, the researcher
came across a problem of getting some of teachesis lown for an interview, because they
only came to the school if they had lessons tondtte and after that they left. Also most

teachers at this school did not agree to be auagieet.

Thirdly, the researcher experienced difficultieshatocating the Trainer of Trainers (TOTS)
because they were spread all around the countrybahdhe finally managed to interview
three. The TOTs were not government or distriactls but they were teachers who had full

teaching loads at their respective schools.

Last but not least, lack of time and resources veepeoblem to the researcher because she
had to make frequent trips to the schools due éofdlst that some teachers did not honour

appointments and also to make a follow up on thermews.
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CHAPTER 4

STUDY FINDINGS

4.1 INTRODUCTION

This chapter focuses on the presentation of thdirfgs collected in Swaziland around the
perceptions of the kind of development teachersevpeovided in preparation for the new
pedagogy; how effective it was, if there were erorggources and support to implement the

pedagogy, what challenges teachers faced in thiemgntation and possible solutions.

The study was conducted in two schools in Swazilahith are in the same region and same
urban area which had very different learner outmehe 2009 IGCSE examinations. The
schools are referred to as school A and schodhBchool A, the principal, three HODs and
two teachers were interviewed. In school B, theeagcher interviewed the principal, two
HODs and three teachers and at the MoE the reswardlerviewed the Senior Inspector of
Secondary Schools (SISS). Thus, the people imerd in school A are referred to as
principal A, HOD Al, HOD A2 and HOD A3, teacher Aahd teacher A2. In school B, the
participants include principal B, HOD B1, HOD B2ather B1, teacher B2 and teacher B3.
According to the SISS, the TOTs were chosen orb#ses that they were members of their
subject panels and have proven to be hardworkiaghtes in their schools. Trainers of
Trainers (TOTs) are referred to as TOT 1, TOT 2 a@l 3. The Senior Inspector of
Secondary Schools (SISS) will be referred to asfoer. Since Swaziland is divided into
four regions, namely, Hhohho, Manzini, Shiselwendad.ubombo, the different subject
panels comprise of teacher representatives frotmalfour regions.The SISS is head of the
inspectorate, that is, he is head of senior sulijesgtectors. His role in training of teachers
was to make sure that subject senior inspectonegd the training of teachers for the new

pedagogy.

The data is presented for each school as per abemioned emerging themes.
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4.2 SCHOOL A
4.2.1 Profile
This section on the school’'s profiles looks intce thchool's leadership, culture, staff,

performance and gender.

The school has a principal, deputy principal, fel@Ds and thirty teachers. The enrolment is
estimated to be about 400 learners, thus the tdacipd ratio is about 1:12, which at face

value looks like a very low teacher/pupil ratio,embas in reality it is not so, due to the fact
that learners chose subjects they want like demightechnology, food and nutrition etc, but
there are subjects which are compulsory like Ehghsathematics etc, whereby teachers find
themselves having a large number to teach. Theipal makes the major decisions, as the
deputy principal cannot make any major decisionthout consulting him. However, the

principal stated that he makes sure that he hdédreeetings and hears teachers’ points of

view before he makes decisions.

The school is committed to the culture of teactangd learning, as mentioned by principal A
and teachers. The principal pointed out that tieeeezero-tolerance towards laziness of both

teachers and learners. Teacher Al said,

“.. there is no room for lazy teachers, even if ywa new, you just feel and see that
serious business is going on in the school and ybarautomatically shape up”.

The principal checks teacher’s preparation booksklyeand tests are administered monthly
to learners; he also checks learners’ outcomeslfaests. He sometimes makes surprise
visits to the classrooms, to help or motivate teesfand learners. If he sees a decline in the
performance of a learner, the teacher has to explay this is so and the learner is also
called upon to explain. In that sense, the priricgdays an instructional leadership role.
Parents are also urged to come and check thedrehis performance monthly. The school
also encourages teamwork and teachers do not gge@viem in asking for assistance from

their colleagues.

The culture of teaching and learning is taken p &tether, with parents and learners being
required to sign declaration forms at the beginrohthe year to the effect that, if a learner
obtains less than two credits (a credit is a gr@idé0 per cent or above) at the end of the
year, he/she shall be expelled from the schoolotlder declaration form that learners sign

reads as follows:
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“l shall not write any examination if (i) | havedband not replaced a school book (ii)

| owe school fees”.

Parents also sign a declaration form giving anrasee to the school that they will pay the

required school fees.

“| agree to pay all expenses and that my child l@gent home to remind me about
outstanding fees” (Times of Swaziland, 24 Januad/12.

These are not the only declaration forms parentslearners sign at this school as they also
sign forms pertaining to absenteeism and miscondnabngst others.

The school is fairly well resourced with a compui@oratory that has internet which is
available to all teachers and learners. One setisattiat the time allocated per class is not
enough for learners to do research, as requirethé&y GCSE curriculum and learners are
only allowed into the laboratory if a teacher igg@nt. The principal pointed out he tried by
all means to provide teaching and learning matesgalthat the teaching and learning process

could run as smoothly as much as possible.

The school had been performing well, even befoee IGCSE curriculum was introduced.
The school was in the top ten best performing sishabform five (grade 12) in 2009 and
seven learners from this school were in the tay fiest performing learners in the whole
country. The seven learners obtained grades betdeand B. The principal mentioned that
they get good results in external examinations,noitbecause they select the best. He then
contradicted himself when he pointed out that famf 1 (grade 8), they received 1 300
applications, but the school had only 90 placeslada. In this case, the school was forced

to accept only merits and first class passes (Toh&waziland, 6 January 2011).

All participants in this school had been at theosthbefore the IGCSE curriculum was
implemented and were teaching, with the exceptiae principal who has not taught after
the introduction of the IGCSE curriculum. Howevitie principal took it upon himself to find
out more about it so he could hold workshops t@ le¢hers in the management of teaching

and learning.

The participants interviewed had varying yearshi@ teaching profession and in leadership

(principals and HODs) as shown in Table 1 below.
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PARTICIPANT YEARS OF TEACHING | YEARS IN LEADERSHIP
EXPERIENCE

Principal A 30 23

HOD Al 6 5

HOD A2 17 13

HOD A3 10 5

Teacher Al 14

Teacher A2 10

HOD Al and teacher Al taught business subjects, AQ[@and teacher A2 taught languages,
HOD A3 taught social studies and the principal uselde a mathematics teacher. HOD Al
and HOD A2 were female. The principal, HOD A3dears A1 and A2 were male.

4.2.2 Perceptions about the Relevance of the Pedggal Change
Respondents had slightly different views on the pedagogy. Principal A felt that the need

for change came from outside since the United KomgdUK) had imposed 2006 as a
deadline for writing the O’ level exams. Thus, Sikam had no choice but to adopt the

IGCSE curriculum.

The principal, all HODs and teachers felt that thenge from O’ level to IGCSE was
necessary because the new pedagogy encouragesparti@pation from learners in the
classroom, learners do not wait for the teachéeltahem everything. This kind of pedagogy
encourages learners to develop skills such asgakiiative and being critical thinkers.
HOD A3 further pointed out that the previous curhion only required learners to recall but
the new one also requires them to synthesize aalliae which, according to him makes
learning more interesting. HOD A2 differed slighlly pointing out that, although IGCSE is
learner-centred pedagogy, the content for Engiisshallower than the O’ level and easier to

teach.

HOD A2 pointed out that, as SiSwati teachers, they a challenge with this pedagogy when
it came to the subject of culture, because theictlom does not state how far they are
supposed to go in the teaching of some culturahtsysuch as the Incwala ceremony, which
is a sacred Swazi prayer held at the end of eveay gr early the following year, which has

some sensitive issues which she cannot talk almociags as a Swazi. However, sometimes

36



learners ask about them and she is at times coedptl discuss them, and this could have

serious repercussions for teachers if the leamirgalk about these outside the classroom.

According to the MoE Consultative Document on IGC&BO05) the goals of the IGCSE

curriculum which is learner-centred are:

» Students should be rewarded for positive achievémenvhat they know, understand
and what they can do rather than being penalizedrf@ccumulation of errors;

* The new pedagogy encourages the development ofaadhlpractical skills, and an
investigative approach;

* Use of initiative to solve problems;

* Application of skills, knowledge and understandindgpe ability to undertake
individual projects and to work in collaborationtvother partners or as a team; and

* The provision of positive educational experiencethtfor the learner and teacher

The principal pointed out that the goals were claarit all depended on how open-minded

individual teachers were. The HODs and teacher &l andifferent view they mentioned that

the goals of the new pedagogy were not clear sttlfut became clearer after the training and
the help they got from colleagues and cluster gsotipacher A2 mentioned that,

“...the goals were clear to me from the beginnthge to pre-service training | had”.

The principal agreed that teachers were againsgusis pedagogy because teachers were
not prepared and the new program was expensivan{eaton fees) and required new
teaching resources. They were against the moveubedhe government said it would assist
but in reality it did not. He pointed out that thevernment finally relented because there
was no other way, given the UK deadline. He memttbthat they thought at first that the
Matriculation examinations in South Africa was dté&ealternative but, because it was not an

international examination, it was decided to acteptiGCSE.

4.2.3 Form of Teacher Development to Support Pedagral Change
On the form of training for this new pedagogy, therere similar views in this school. All

participants pointed out that they were not comsutin the type of training which could be
beneficial to them, and they acknowledged that theynot know what the new pedagogy
entailed, and therefore would not have contributeth, even if consulted. They mentioned
that the training was off-site and lasted for twaysl The principal felt that the training

should have lasted for two weeks before the stath® new academic year, sometime in
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January before schools open, but in most casdsdinéng was for only a day or two because

of lack of resources from the government. Suchimngican never be effective.

The participants had similar views on the issuecldinges in beliefs and practices. The
principal stated that the training was not aimedhainging teachers’ beliefs and practices but
at making teachers aware that a new pedagogy hbd tsed. All HODs and teachers felt
that the training had nothing to do with them chaggheir beliefs and practices but was

more about them going back to their respectivesctamsns and doing things differently.
Teacher A2 said

“...I showed some commitment towards the trainiegduse at university | had been

exposed to learner-centred pedagogy, so | hadeanafiwhat it was all about”.

However, HODs mentioned that some teachers weestfe$ about this pedagogical change
and demotivated because of inadequate training.DdH@nd teachers mentioned that the
training never modelled any new practices, as th&ye only briefly told about the

differences between the new and the old pedagodyret was the end of the training.

HODs mentioned that they tried to encourage teadoebe co-operative by organising visits
to nearby schools which were already practicingnéw pedagogy so as to get help on how
to implement it. Though the training was not doneperly, HODs and teachers interviewed
stated that, fortunately, they received extra liiem the principal, cluster groups, colleagues
and sometimes subject inspectors. This really ldethem to understand and implement the
new pedagogy better. They also mentioned thaptimeipal encouraged them to work as a

team, something also advocated by the new teaeppgpach.

4.2.4 Suggestions for Improvement of Training and éllow-up
Respondents gave different responses on follow H@Ds and teachers felt that, after the

training, planned workshops should have continued there should have been effective
monitoring with the aim of helping teachers to iy their new pedagogical practices.
Teachers Al and A2 further stated that mentorird@aching should have followed up the

initial training workshops.

Teacher Al added that it should not be assumediftsathools are in the same region, they
would have the same problems and therefore be gedwvith the same solutions. At times
workshops would be beneficial to some of them @mg not others. He further pointed out
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that ‘one size does not fit all' and different fadns are sometimes needed for different

schools.

He cited the example of his school which has iegonnection but other schools did not
have. So, if in a workshop, teachers are taught toosurf the internet for information, this

becomes like speaking Greek to a Swazi, for teachwio have never touched a computer
before. He suggested that similar schools shoaldjiouped together because they often

experience similar problems and could be assisteléveloping solutions which befit them.

Teacher A2 also mentioned that some teachers habldem or were not motivated in
accepting change and tended to resist it. He stigge¢hat, for teachers to be more confident
about change in their work practices, they shoeldsisted with on-going support aimed at

changing their attitudes so that they would be meceptive to new ideas.

4.2.5 Impact of Teacher Development on Classroom &ctices
Regarding the perceived impact of such training, ghincipal mentioned that there was no

immediate noticeable change in learners’ outcomes the quality of learners’ results. The
HODs and teachers agreed that, in the first twasyedter the introduction of IGCSE,
learners’ outcomes did not show any improvement kst time went on, they started

improving.

Respondents gave slightly different responses emstue of confidence in implementing the
new pedagogy after the training. The principal tiwered that, because he noticed that some
teachers were confident while others were not,nro@@raged the former to help the latter by
working together. Yet, all HODs and teachers (Wit exception of teacher A2) said that
they did not feel confident after the first traigibut, as time went on, they became more

confident in changing their classroom practices.

At times the change proved to be difficult becaok&arge class sizes and lack of teaching
and learning materials. Teacher Al said that,ttiseproblem of scarce resources, he found
himself going back to the traditional approach éaching. For example, at times he gave
learners an assignment to research on a certaun) tag only to find that less than half of the

class has done the assignment, so, for the sakeeadther learners who could not do the
assignment, he teaches everything on that topiacier A2 stated that he did not have a
problem with the new pedagogy due to his previoaising though he concurred with other

respondents about the challenges around teachthigaming materials and large class sizes.
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All HODs and some teachers felt that they had tmsh sense of commitment for the sake of

learners because they were the ones to suffee airith.

4.2.6 Challenges for Teachers to implement the ne®edagogy
In the implementation of this new pedagogy, respotsl mentioned that they faced some

serious challenges. The principal pointed out ti#tre were not enough teaching and
learning resources to implement the new pedag@peaally because books were expensive
and parents complained about the high fees to le p&oreover, the first textbooks
recommended by the Cambridge Trainers (CTs) wetegalevant to Swazi learners. This
was realised after schools had bought the wrong$o08o0 they had to replace with ones

written with Swazi content.

Another problem was that of large class sizes. {iecipal stated that this was a problem
for teachers, because they could not give fullnditbe to each and every learner as required
by the new pedagogy. He further pointed out thastnparents want their children to attend
his school because of its good results, but, bechesannot admit more than 90 learners for
form 1 (grade 8), he ends up turning away manyp®cisve learners. The principal was
guoted in the Times of Swaziland (6 January 2044 )saying that the school had received 1

300 applications for a space of 90 learners.

The principal also stated they face a funding emgle because some parents do not pay
school fees on time. He mentioned that, beforeaents is admitted, parents have to pay a
minimum deposit, but in most cases they just pa&ydbposit and do not make follow up
payments. The school ends up in a dilemma beatsupelicy is not to punish the learners
and send them out of class for the non-paymeneed.fThe school has a few students who
are part of the Orphaned and Vulnerable Childrevi@Dcategory and whose fees are paid
by the government. However, the government nevgs patime, and even though the fees
should be paid in January, the government’s fireln@eriod begins in April, so the OVCs’
fees are paid well after April. This is a probleectause, when schools open, all learners are
supposed to be given learning materials, and ibtoes difficult for the school to provide for
the OVCs.

All HODs and teachers concurred with the princighbut the lack of resources and large
class sizes. Teacher A1 mentioned that, althougle&@thers are admitted in form 1 for
double streams, these learners were not evenlyibditgd. This is because learners were

allowed to choose the subjects they wanted to staigy in most cases business subjects are
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more popular and this is why some classes had &p tearners, and this made the teaching

and learning process difficult.

4.2.7 Possible Solutions to Improve Learner-Centre®edagogy
The principal stated that government should showenoommitment towards education or

should make promises they can keep. He gave tmme of workshops which government
said would be held for teachers to improve the @am@ntation of the new pedagogy but these

never materialised.

The principal stated that class sizes should becestl in order to make it possible for
teachers to give the required attention to eacheardy learner. He suggested that this could
be done by the government building more high sahoolextending the current ones. For
instance, his school is double streamed, and ifgtheernment could add more classes and
more manpower, the streams could increase, to nthybe or more. He also mentioned that
the government should at least subsidise the atiqui®f teaching and learning materials,

because these are more expensive than the one®usieel previous pedagogy.

All HODs and teachers concurred with the principalthe reduction of class sizes and the
commitment to be shown by the government. Theytlalt, though the principal tried hard to
provide teaching and learning materials, they ghordceive everything as per the
requirements of the IGCSE. Teacher A2 stated timate should be an extension of the
school hours because the time given per subjenbtisenough to finish the syllabus. He
further mentioned that though the school did nowjle for extra lessons, the learners were
required to come to school on Saturdays solelystodying and teachers took turns in

supervising them.

The principal mentioned that principals should In@t{people who confine themselves in their
offices, but they should play a leading role in thaching and learning process and should
know what is happening in their classrooms. Theyugd try by all means to help teachers
when they face pedagogical challenges. He poimiedhat he tried to help his teachers who
were challenged by these pedagogical changes aed kad could not help them, he invited
relevant experts who could help his teachers aalé@ encouraged teachers to network with

other more successful schools that have been ingpitng the new pedagogy for some time.

All HODs and teachers mentioned that they wereufate that, even though the principal

had not been teaching since this new pedagogymasiuced, he was supportive and took it
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upon himself to find out from other experts andasite which could assist his school with the
new pedagogy. The principal also helped other grais and teachers to solve problems in

their schools by running workshops for them.

4.3 SCHOOL B
4.3.1 Profile
This sub-section deals with the school’s profilelbgking at its leadership, culture, staff,

performance and gender

The school has a principal, two deputy principalg,HODs and forty-three teachers. The
enrolment is estimated to be about 725 learnerghak about 1:15 which is also a fairly low
teacher/pupil ratio at face valueThe principal and one deputy principal make thegom
decisions. According to HOD B1, who has been atsithool for 24 years, this is because the
principal is new at the school and the deputy wakeaschool before the principal came. The
school went through some managerial tensions, dfter previous principal passed on
because the Teaching Service Commission (TSC) geahto the post of principal someone
who was deputy in another school instead of pramgatine deputy who was currently in the

school.

This is why the deputy principal is not in talkitgrms with the new principal and there is
chaos at the school. This in-fighting in the schwaldministration is used by teachers and
learners to their advantage. Teachers are haodigdf in the staffroom when they do not
have classes, something which the researcher dati€eshe could not find the teachers for
the interviews. Teachers come to school when tlae ltlasses; others come to school at 10
00hrs or leave at lunch time. Learners with protdere not helped by teachers as they are
hardly at school. The principal said that learrames rebellious and challenge their teachers.
There are cliques in this school. According to HBD the majority of staff members who
were at the school before the principal arrived @rehe deputy’s side although a few are

siding with the new principal. In addition, botaality principals are at loggerheads.

The school is not well resourced but the princip&intioned that he tries by all means to
provide teachers with teaching and learning mdgeri&he school has a computer lab but no
internet, and respondents mentioned that this besamproblem for teachers and learners
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when they have to research because they have to guernet cafés, which proves to be

expensive for them.

The school performed fairly well before the in-figig, although it never appeared in the top
ten best performing schools but was never pat@®fiorst performing schools. The principal
said that learners are rebellious and challengé& tteachers. He attributes the bad
performance to the fact that about 60 per cenhefpupils are orphans, with no supervision
of home work by parents (Times of Swaziland, Jan®ar2011). The principal pointed out
that learners perform badly in external examinaiamd in internal examinations. In the
recent Junior Certificate (grade 10) external exatmons, the school had 54 failures, which
was a fairly big number. Chaos erupted at the dcivben the principal refused to admit
those learners back into the school to repeater®amere baying for his blood, complaining
that no principal will admit learners who have édilin another school. The principal was

guoted saying:
“I do not have space for failures in my school”.
However, some learners said

“We have failed because the school concentratesxdra-mural activities and
because the teachers are sleeping on their johsiefl of Swaziland, 22 January
2011).

The participants had varying years in the teaclprgfession and in leadership (principals

and HODs) as shown in Table 2 below.

PARTICIPANT YEARS OF TEACHING | YEARS IN LEADERSHIP
EXPERIENCE

Principal B 20 10

HOD B1 24 19

HOD B2 22 15

Teacher B1 16

Teacher B2 16

Teacher B3 5
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HOD B1 and teacher Bl teach social studies, HOD ®2chers B2 and B3 teach
mathematics and science and the principal who tiseazhing at the moment used to teach
social studies. HOD B1 and teachers B1 and B2 ¥&males. The principal, HOD B2 and
teacher B3 were males. All participants, with tlkeeption of the principal, had been at the
school since the IGCSE was introduced and werdieg.c

4.3.2 Perceptions about the Relevance of the Pedggm@al Change
Respondents gave slightly different answers. Thecial stated that he felt the change was

necessary because Botswana, a sister country, faadyed its pedagogy, although Lesotho
had not yet changed. HOD B2 pointed out that Hethat there was a need for change
because the pass rate was too low in mathematecshawas a problem for learners who
needed mathematics to further their studies. H that the IGCSE accommodates poor
performing learners because it is graded from gredéo H, whereas O level was graded
from grade A to E. Teacher B1 and B2 pointed oat,thlthough the change was necessary
for Swaziland, it should not have been imposedchieaB3 added that the country had not
made enough preparations for the change. Teachtgi®hat the new pedagogy should have
been piloted before it was fully implemented in thieole country. She further pointed out
that

“... maybe there was a need for change, but coragida was supposed to be made as
to what we wanted to change to”.

All other respondents felt that there was a needf@anging to a learner-centred pedagogy
because all along learners were spoon fed by tesdhevas high time learners were helped
to be critical thinkers and problem solvers. Theposdents gave similar responses about the
goals of the new pedagogy which were not cleah&mt at first but after the training they

became clearer.

4.3.3 Form of Teacher Development to Support Pedagmal Change
This section deals with the form of training giienteachers, impact of training on attitudes

and suggestions for improvement of follow-up tragi

On the form of training given to teachers all rewpents gave similar responses, by
mentioning that they were not consulted on the tgptraining which would be suitable to
help them in the implementation of the new pedagddney also mentioned that the training
was off site and its duration was two days. Ad tespondents but teacher B3 gave the same
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responses on being committed to the training. Tgwyted out that they showed a sense of
commitment to the training for the sake of theheas. Teacher B3 gave a different response
and said he showed partial commitment to the tngir@ind the implementation of this new

pedagogy, because it was imposed on them. Marmhees he said, were discouraged and

demotivated.

4.3.4 Suggestions for Improvement of Training and éllow up
Respondents gave similar responses on follow upinga HODs and teachers felt that

workshops were not enough as a form of traininghernew pedagogy but there should have
been inspection, mentoring and coaching to helmtimeimplementing this pedagogy. They
also mentioned that workshops should be held ampthbut should last for more days so
that their concerns could be addressed. HOD B2tgaiaut that, although the principal and
some HODs organised some interactions with schibals were already implementing the
learner centred approach, some teachers did nettlédk seriously. He also pointed out that
time was always against them; in that the schooé tiable did not provide for interactions,
but they did that when they were free or after stihmurs. HOD B1 concurred with HOD
B2 by adding that the school should create timéertimetable for these interactions.

4.3.5 Impact of Teacher Development on Classroom &ctices
Regarding the impact of such training, the principantioned that there was no immediate

big change in learners’ outcomes or in the qualftindividual learners’ results. The HODs
and teachers mentioned that at first learners autsovere not seen to be improving but after
two years they became better.

All respondents but HOD B2 felt that, after theirinag, they were not confident to
implement the new pedagogy because the training goé was not sufficient. Teacher B1
said
“... I was not confident and it has also taken rearg to adjust and to know exactly
what my role is”.
HOD B2 stated that:

“...yes | was confident theoretically, but praatig | was not because of the

challenges of large class sizes and lack of tegat@sources”.
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The principal concurred with HOD B2 that teacheeyevprepared to change and do things
differently in class but because of the challergfdarge class sizes and lack of teaching and

learning resources it proved to be difficult foeih.

4.3.6 Challenges of Teachers to Implement the neveéagogy
Respondents gave similar responses on the chadlerfjee principal stated that the lack of

teaching and learning resources was a big problecause over 60 percent of the learners
were OVCs and it was impossible to provide teaclaind learning materials as government
paid for the OVCs in April, and yet schools mustready in January. The HODs and
teachers concurred with the principal regardingpgiablem of large class sizes and the lack
of teaching and learning materials. Teacher B2 tpdirout that the problem of large class
sizes is a serious one at this school, as in oagscjou can find up to 55 learners, yet,
according to the new teaching approach, there dhmeila maximum of 35 learners per class
for teaching and learning to be effective. HeHartnoted that learners are made at times to
share learning resources; such as computers, whiat an ideal set up.

4.3.7 Possible Solutions to Improve Learner-CentreBedagogy.
Respondents gave slightly differing responses.yHfleagreed that government should show

more commitment towards education by subsidising pinocurement of teaching and

learning resources and increasing number of pnsshools.

Some respondents disagreed on certain issues. dreBtimentioned that the government is
not committed to education and that most of the kitlhigh ranking officials in Swaziland

went to school in South Africa. She said:

“....government officials and politicians have sessfully cooked a stew suitable for
an average and poor Swazi learner, but definitelyfor them as they can afford to
take their children to South African schools’.

HOD B2 stated that more time should be allocatedlg®son so that teachers could have
enough time with their learners, and that teackbmild be prepared to give learners extra
lessons. Teacher B1 pointed out that building teexthconfidence in implementing the
pedagogy is essential. She suggested that thid beudone in collaboration with tertiary
institutions that train aspiring teachers and egpbegir students to learner-centred pedagogy.

Then, follow up workshops should be run for teashes in-service professional
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development. She also mentioned that workshopslgheach them how to handle large

classes and teach in the IGCSE way.

HOD B1 pointed out that, becaugre is no follow up on the workshops held, otheans
should be found to ensure teachers help each wthbeir departments, schools and cluster
groups.

4.4 SUPPORTIVE EXPERTS

4.4.1 Profiles
These four participants (3 TOTs and 1 ministerifiter) had varying years in the teaching

profession and in leadership roles as shown inelatielow.

PARTICIPANT YEARS OF TEACHING
EXPERIENCE

Officer 13

TOT1 20

TOT 2 14

TOT 3 15

Before the officer was promoted to the leadershogitppn, he was teaching design and
technology, he then became senior inspector ingdeand technology, and then SISS in
2009, after the demise of the then SISS. TOT jhawbusiness studies, TOT 2 taught
mathematics and science and TOT 3 taught langud@#®E.1 was the only female and the

rest were male.

4.4.2 Perceptions of the Relevance of Pedagogicdlabge
TOT 1 pointed out that she felt that they had noiah but change to the new pedagogy

because Swaziland had been given a deadline by i@ayab TOT 2 and 3 mentioned that
besides the country being given a deadline by Cialgéy there was a need to change from
teacher-centred pedagogy to learner-centred pegidgarause all along Swazi learners were
not given an opportunity to participate in themreing but they were told by the teacher what
to do and at the end they regurgitated what thehtatold them. They further mentioned

that learner-centred pedagogy made learners tarecdtical thinkers and problem solvers.
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On clarity of goals the TOTs gave slightly diffetersponses. TOT 1 pointed out that the
goals of the new pedagogy were not clear to hesrbehe training but they became clear
during the training. TOT 2 and 3 pointed out tte ¢joals of the new pedagogy were clear to
them because in their respective subject panele thas already a move to switch from

teacher-centred pedagogy to learner-centred pegtagog

4.4.3 Form of Teacher Development to Support Pedagmal Change
On the form of teacher development to support pegiagl change, the TOTs pointed out

that they were not consulted on the type of trgriimat would be beneficial to them, but, as
soon as they were at the training sites, the CalgériTrainers (CTs) gave them an
opportunity to voice out their views on how theyshl be trained. For instance, TOT 2
mentioned that the IGCSE curriculum for science waisvery different from the O’ Level

one as only a few new topics were added. So treasSKed them to identify a few topics that
they would like them to teach using the new apgdroaéfter showing them how to teach
those topics, they asked them to teach certaircgagentified by the CTs, and they did this

in groups.

The officer also concurred with principal A by pting out that the training was intended to
be held before the beginning of an academic yaamio weeks and that they tried all means
possible to make this happen, but government didonavide financial assistance thus the
workshops did not materialise. The TOTs also sh#nedsame sentiments by pointing out
that they were trained for a week and were expetdrhin the teachers for two weeks, but
this did not happen, because the initial trainiogtéachers lasted for only two days, which
according to them was impossible to get teacheadyréor the implementation of the new

pedagogy.

The TOTs felt that the training was aimed at chaggdheir beliefs and practices, because
they were shown how the new approach works andwlegg given a chance to practice it as

the CTs were observing and making follow up onrtpegsentations.

The respondents’ attitudes towards the trainingedifl slightly. TOT 2 who is a science

teacher, pointed out that, in his subject paneltimg® there was already an emphasis on
changing from a teacher-centred approach to adeaentred approach so that their learners
would be able to think outside the box. The reagwan was that sciences are not static and
therefore learners should be encouraged to beaedbo for him, learner-centred pedagogy

was not a new thing. Therefore, this made him etmknow more about it and thus he was
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committed to the training. TOT 1 and 3 stated thafjrst they went for the training because
they were chosen to attend but when the trainiagest, they became interested in knowing
more about the new approach and became commitié@mnal the training of teachers which

was done later. They all agreed that there wasdaething of new practices by the CTs.

All the TOTs mentioned that they never had anyolelup workshops after the initial one, if
they had some questions they got help from colleagnd/or the subject inspectors, which
was very rare because some subjects had only arsespector who was usually engrossed

in office work.

4.4.4 Suggestions for the Improvement of Trainingrad Follow up
The TOTs gave similar responses that they onlydmadtraining session with the CTs, that is

the one week workshop, which to them was benefibiat it would have been better if there
was follow up by the same CTs and the inspectordtee officer concurred with the TOTs
by pointing out that it would have been benefiéalthe workshops and the follow up to be
done as often as possible, but it was impossildause the inspectorate was short staffed due
to government not hiring the required number opewors and also providing sufficient
resources to run the workshops. He cited an exampéreby for the business studies there
was only a senior inspector and a subject inspdotothe whole country and thus it was
impossible for her to help teachers when they nédadp. The senior inspector was always

engrossed in administrative work.

4.4.5 Impact of Teacher Development on Classroom &ctices
All TOTs gave similar responses, by pointing ouwtttleven in their schools the learners

outcomes did not show a change immediately aftertthining but after a few years of
implementing the new pedagogy they were seen tanpeoving. TOT 2 and 3 further

pointed out that the quality of the learners outpag improved over the years.

4.4.6 Challenges faced by TOTs to implement the needagogy in Schools
The TOTs faced similar challenges as teacherseimntiplementation of the new pedagogy as

they themselves were teachers. In addition, theyptained that they were not given enough
time to train teachers for the implementation @ fredagogy. They felt that they had let the
teachers down. They also mentioned that teachgrasceed them to help them anytime they

encountered problems, forgetting that they alsoléanhers to attend to.
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4.4.7 Possible Solutions to Improve Learner-CentreBedagogy.
The TOTs gave slightly different responses as ¢onthy forward. They felt that they should

be relieved of some of their teaching load to catregée on helping other teachers with the

learner-centred pedagogy.

They mentioned that the workshops planned by theemgmnent should be held as planned
and take place before the beginning of every tdrat is, three times a year. If they were

relieved of some of their teaching load, they wdagdable to do follow up training.

4.5 COMPARISON OF ALL FINDINGS

The findings reveal that, on the whole, the respsrisom school A were similar to those of

school B, only with a few differences.

On the suitability of the pedagogical change forad¥and, the respondents of both schools
gave almost similar responses; this could be becalisthe teachers were told about the
differences between the old teacher-centred pegagod the new learner- centred pedagogy.
Though the supportive experts gave similar respotsdoth schools but they were trained

differently.

On the form and frequency of teacher developmdatddd to teachers, teachers gave similar
responses becauieey were trained in the same way, with the cascao@del of training and
they were trained in their regions as per the sibjthey taught. The only group that was
trained differently were the TOTs who had an inputwhat they needed help on to
implement the learner-centred pedagogy. Howevgmohlem arose when the TOTs were
given two days to impart to teachers what theylbatht during their one week training. This
poor teacher training situation made it impossibleteachers to implement the pedagogy

effectively.

There was a slight difference in responses on @&adgévelopment, with school A teachers
being encouraged by the principal to work togetbewith the more confident teachers
helping the less confident ones, something that medsdone in school B. Responses were
also similar on the improvement for follow-up tri@ig because all teachers felt they did not

get enough help from the workshops as well as fitmerinspectorate.
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The responses from both schools were similar onirtigact of teacher development on
classroom practices. All teachers said they werke cumfident to implement the new
pedagogy at first but they felt better at a latags, probably because of the improved learner

outcomes.

Respondents gave similar responses on the chafleimgéhe implementation phase and
possible solutions. Both schools had a high numide©VCs which posed a serious
challenge in the teaching and learning processtaulee lack of infrastructure and teaching
and learning materials. It should be noted thas thappened even though there was a
relatively low student/teacher ratio. This ratiod dnot mean that learners were fairly

distributed per subject.

The different responses from the two schools ware tb their different cultures and
leadership. For instance, school A had a strongkure of teaching and learning than school
B. At school A, teachers came early in the mornamgl left when school knocked off,
whether they had classes or not. The principal e@smitted in instilling a culture of
punctuality to both teachers and learners. Theulof school B was not conducive for
effective teaching and learning: teachers werelhatschool, and came when they had a
class, with some not coming at alPrincipal A was an instructional leader in thag; Was
fully involved in the teaching and learning proceds never confined himself to his office
but constantly visited the classroom with the aifrhelping teachers in implementing the
new pedagogy. Besides the in-fighting going onSehool B, the principal was not an

instructional leader but behaved as an administrabo enjoyed the comfort of his office.

The second main difference was that school A eragmd all learners to come to school on
Saturday for studying. Teachers were always aVailabsupervise the study. This was not
happening in school B, even though the principahglained that most learners were orphans

therefore there was no support at home regardimgosevork.

The last main difference between the schools wassthool A had a lower enrolment and
was double-streamed compared to school B which trigte-streamed with a higher
enrolment. The principal and deputies at schoaldBe not making matters better by being
focused instead of fighting, working as a team arahaging the school and the pedagogy.
As a result, there seems to be sarnaos in the school with everyone doing what hellkke

whenever he/she wants.
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In conclusion, what emerges is that, if a scho@sdaot make teaching and learning its main
focus and there is high enrolment, the implemeoratif change is bound to be more difficult

as is evidenced by the findings of this study.
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CHAPTER 5

CHAPTER 5

DISCUSSIONS OF FINDINGS AND CONCLUSION

5.1 INTRODUCTION

This chapter consists of discussions and interfioea of the findings in terms of the
literature and conceptual framework on teacher lopweent and pedagogical change. It
focuses more specifically on the problematic isdoesd in relation to pedagogical change
as well as the features of the training, its impawctteacher development in classroom
practices and suggestions for improvement. It theoncludes and makes some

recommendations.

The research study was conducted through a quaditapproach and consists mainly of

semi-structured interviews to collect data in twban schools with different results in form

five (grade 12). It aimed at finding out the kindtk@ining that teachers were exposed to and
needed to implemenhe new pedagogy. The data is discussed in tefntiseofollowing

research questions:

« What teacher development interventions were puplate to prepare teachers for a
learner-centered pedagogy?

» After the initial development, what additional dher assistance teachers received from
colleagues, Heads of Departments (HODs), schoolirastmators, cluster groups and
Subject Inspectors?

* What were the teachers and teacher trainers’ utaihelings of learner-centeredness and
were they prepared to implement this new pedagogy?

* How teachers felt about this new pedagogy anddbkeurces needed in relation to their
new classroom contexts?

» If teachers faced problems, what did they do andtwbuld be done to help them?

The study’s conceptual framework pointed out thaamngful teacher-related changes come
from a long and continuous process which involvedgssional development and mediation

by various implementers who should be consultethenformulation and especially in the
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implementation process (Blante al. 1989; Moulton 2003 & Levin 2007). When policy
reforms comefrom the outside, the problem is that they may betin tune with local
realities, teachers’ practices, values and betiefsractices. For effective educational change
to take place the sequences of goals and pri@ityets to achieve (Fullan, 1991) have to be

clear and certain conditions are needed on thengrou

Teacher development for a new pedagogical apprbashto be framed with the need to
achieve improved learner achievements, and shaulddted and/or experienced on-site by
teachers before they can adopt it effectively iairtitclassrooms. In addition, depending on
their level of professionalism (Hargreaves, 2002gnchers need and will benefit from

different kinds of teacher development. They ledifferently and have different levels of

teacher knowledge and competences. Effective teatdneelopment often requires on-site
mentoring and coaching, contextualized in teache classroom context and aimed, above
all, at changing teachers’ practices first (Gusk&g86) and this is done, without undermining

the life world of their schools.
5.2 RELEVANCE OF PEDAGOGICAL CHANGE

Mattson & Harley (2003) acknowledge that Third Vocbuntries import Western education
policies to be regarded as modern and able to camith better quality education. Yet,
these borrowed policies should be adapted and thkelocal schools’ contexts into
consideration to avoid a major gap developing betwairriculum policy and practice; this is
especially evident in rural areas where contexatiser different and support is scarce or not
effective. Jansen & Christie (1999) attest to thisen arguing that states invest in new
curriculum policies for political legitimacy, whtlsgnoring some crucial considerations such
as effects on marginalised schools and disempowiessthers. As a result of poor adaptation
of curriculum policies, Mattson & Harley (2003) eathat poorly prepared teachéesnd to
mimic the tools and means of the curriculum poboyrowed from the West, which lead to

rather incongruous practices.

This was the case in Swaziland, as the pedagodi@ige was done for political purposes
and did not take into consideration different ie=di different teachers and their
development needs. Jansen & Christie (1999) atigaecurriculum policy, planning and

development is too often context-blind because daveloped in a way that is isolated from
the varied and unequal local contexts. This studiyidings show how this holds true for

Swaziland, because when the IGCSE curriculum waowed from Britain, it was poorly
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adapted to the local realities and when it was @mgnted, it also adopted a “one size fits all”

approach to professional development.

Before this pedagogical change, Swazi schools tieetraditional teacher-centred approach
to teaching and had to move rather quickly to atevasdevised learner-centred approach.
Some respondents felt that this change was impose®wazi schools, not taking into
account local realities and values and teachetsdfhoralised as they did not own the
change and were not won over through effective ldgweent and support. Sergiovanni
(2000) also notes that effective education charngeild protect/preserve the life world of
schools and that teachers should be convincedaumaglown the change, which was clearly
not the case in Swaziland with this new pedagdgggers (2006) also argues that significant
change is change from within, when people feehag bwn the change. Habermas (1987 in
Sergiovanni, 2000) concurs with Sergiovanni (200@t a school will grow when the life
world is the generative force for changes in th&tey’s world. Sergiovanni (2000) further
argues that even though most change comes fronmsytsiems world, but it should be
sensitive to the context of the people who are giaithe change, in this case the teachers and

the learners.

Sprinthall & Thies-Sprinthall (1983 in de Feitet al, 1995) argue that effective teacher
development takes place when teachers feel a rmedhfinge and are won over to the
practicability of the intended change@espondents pointed out that teachers had problems
with this pedagogical change and that their atitiaere not positive because it was imposed

from outside and was poorly adapted to the Swdmamng realities.

However, some respondents felt that the principielsind learner-centred pedagogy were
good because it can encourage learners to bevaeatd critical thinkers; this concurs with
Tabulawa (2003) who argues that learner-centrecgugly and social constructivism is a
teaching approach that encourages learners to thee,aand provides them with problem
solving and critical thinking skills. However, hés@ warned that aspects of this pedagogy,
such as the encouragement of open-mindedness astiaqung the authority and elders, is
considered to be disrespectful and goes againgttitnaal African culture. Mattson and
Harley (2003) argue that policies are often at ogde community and teacher values and
therefore they should be formulated such that ttade into consideration the values of

teachers and the community.
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This is what makes Tabulawa (2003) argue that saghedagogical change has to be
contextualised in the country’'s educational belifsl values by incorporating the national
and local values and traditions of the African does and be tested for best practices as
developed by African teachers in African schools.

But Guthrie (1990 in Tabulawa, 2003) goes furth@st aotes that no study has conclusively
examined the changes in learners’ test scoreddblesh whether learner-centred pedagogy is
more effective for learners than traditional teaghin developing countries. He concludes
that learner-centred pedagogy is mainly a Westatinois approach, sold as a universally
proven better teaching approach.

In emphasising the imposition of foreign conceptsAfrican countries, Bray (1984) notes
that international agencies have played a maja noleducational development in these
countries, because they have acted as independigators and a mechanism of major
educational policies. Tabulawa (2003) agrees Ibatner-centred pedagogy is a policy
borrowed from the West and encouraged by the WBaldk whose interest was to promote
the idea and practices of Western democracy with sypproach in African countries. The
challenge of these international agencies operatingfrica was how to connect education
with western democracy. The Department of Inteamai Development (DfID) (1997 in

Tabulawa, 2003) confirms that education was betleieebe the most important component
in Africa’s democratisation process. AccordingT@bulawa (2003), the West claimed that

this learner- centred pedagogy had no politicahoctations, and yet it had.

Although the findings do not point out that the needagogy was a strong alienating
influence, some teachers noted the problem of ptiogndearners’ critical questioning skills

in class given the African cultural traditions.

5.3 TEACHER DEVELOPMENT TO SUPPORT PEDAGOGICAL CHAN GE

According to the Swaziland Ministry of Educationr@altative Document on IGCSE (2005)
teachers had to be trained in preparation for e pedagogy. Gauthi@t al (2004) argue
that, if pedagogical change introduced to improve learners’ outcomes, it hasbe

accompanied by appropriate and effective teachezldement.

The study found that some teacher development aased out but without preparing

teachers effectively. An inadequate cascade mddehining was used, where a few people
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were trained so they could train others (Demie¢ld, 2007). Boyleet al (in Dembéléet al,

2007) note some shortcomings in the cascade tpmiodel, in that it reaches only a small
number of teachers and through quick workshopsss pn the complex information to their
colleagues. The result is that these people weteahle totrain others because they
themselves did not understand what they were taughis is attested by Fleisch (2007) who
argues that the cascade method of training didyredtl any positive outcomes in South
Africa because, the teachers who were trained wetrsufficiently equipped to replicate the
training within their schools and districts. Harl3004) also warns against this ineffective

type of training used in South Africa when the mawriculum was introduced.

Mattson & Harley (2003) assert that effective teactlevelopment is not about the method
used, but about how teachers engage learners Wil tivey are teaching. This was also the
case in Swaziland, as, according to the responder@draining was not about helping them
to teach using the learner-centred pedagogy, bue mabout being told the conceptual

differences between teacher-centred pedagogy anklecentred pedagogy

On the duration of in-service teacher training, TI&Ts were trained for a longer period than
the teachers who were only trained poorly for twaysd Hill (2009) argues that for

professional development to enhance teaching aarditg, it must last for several days or
longer. This is also attested by Jansen (1999) study conducted in KwaZulu-Natal and
Mpumalanga provinces, where teachers revealeddhery they had was useful, but would

have been more meaningful if it was longer thanfitreedays

The study also revealed that the training was #meesfor all teachers with a one-size-fit all
approach to teacher development, which did notidenghe level of professionalism and
needs of different teachers. Yet, different teesiveith different levels of professionalism
(Hargreaves, 2002) need different kinds of trainexen if it is to introduce them to a new
policy. The study found that respondents were Herdint levels of professionalism, with
different teaching experience and commitment torowipg their practices. The findings
revealed that the training for the introductiontbé pedagogical change did not take into
consideration what was required to facilitate tharge process given teachers’ competencies
and professional career, let alone their attitudeshange. Hargreaves (2005) argues that,
because teachers do not respond to change inrie\say, it is important to understand the
various factors which influence their responsesluing their levels of emotions towards

change.
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Lieberman (1985) argues that too often, teacherscdd that other people’s understanding of
teaching and learning is better than their ownhanindirect but false assumption that their

knowledge gained daily from working with learnesof less value. The study found out that

this was the assumption t#acher development in Swaziland, as teachers natreonsulted

to find out what their training needs were, in orfibe them to be able to use a learner-centred
pedagogy for the benefit of the learners. This g/ Wieberman (1985) argues that teacher
development should focus on the personal and miofesl identities of teachers as schools
should be treated as learning organisations, irthivpbeople work together to solve problems
collectively. Since most respondents felt that eiféimey were consulted they would not have

contributed much on the way they needed to beddabecause they had no idea of what the
new approach entailed. The inspectorate and #uhée trainers should have found out what
teachers needed to move from teacher-centred pggagdearner-centred pedagogy. This

they could have done by observing the teacher$ teather than by asking them what they

need. Principals have to help teachers througngémschool supervision and support so that

teachers gain confidence in their teaching. Batsdl (2009, p.1) argue that

“the core purpose of principalship is to providadership and management in all
areas of the school to enable the creation andostippconditions under which high
quality teaching and learning take place and wipcbmote the highest possible

standards of learner achievement”

Thus, principals should be trained in the developmand management of the school
curriculum to promote teacher co-operation withie school and with other schools. The
study found that the principal of school A undeostahis and was fully involved in the
operations of the school as well as knew what wa@sggon in the classrooms. He was
instrumental as an instructional leader in the hear and learning process by visiting
classrooms to help teachers solve their pedagogiodlems and by organising experts from
outside the school to come and help his teacharsh Bind Glover (2009) argue that the
management of teaching and learning is one of thst important activities for principals
and other school leaders, which means that the im@sirtant role of principals is to make it

possible for a culture which encourages effecaehing and learning.

This did not happen with the school B principal wdamfined himself in the office and did
not check what teachers and learners were doinigeirtlassroom. He was more concerned
with financial management, human resource managem et disciplinary issues. This
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principal acted in a way which is similar to how shrincipals in South African schools act,

in that they show concern only for administratigsues and not with the management of
teaching and learning and checking when and oveit ¥gachers needed help with (Bush &
Heystek 2006, in Busét al, 2009).

Guskey (1986) argues that teacher developmenhaave three major outcomes: change in
the classroom practices of teachers, change im thediefs and attitudes and change in
learning outcomes. Respondents mentioned thatairerig was not aimed at changing their
beliefs and practices but only at making them awlaae a new pedagogy was to be used and
that they had to do things differently in theirsdeooms. This is in contrast with what Griffin
(1983:2 in Guskey 1986, p.5) argues, he says #aamher development programs should be
designed to

“alter the professional practices, beliefs and ust@d@ding of school persons towards

an articulated end”

He also says that the main goal of teacher devedoprehould be to improve learners’

achievements. Respondents mentioned that leamesroes took a while to improve.

5.4 SUGGESTIONS ON TRAINING AND FOLLOW -UP

Because the training of Swazi teachers was of dhe-Size-fit-all type’, respondents made
some suggestions on how they should be trainedndnad could be done in future to help
them. Respondents mentioned longer training, ewagdr than the training of TOTs. The
initial training should have been followed up byaching and mentoring. This confirms
Dembélé’s (2003) argument that on-site coaching amatlelling of good practices in

classrooms are crucial. Joyce & Showers (1980ultaf, 1985) also argue that theory,
demonstration, practice, feedback and coachingairessential components of teacher

development.

Another suggestion put forward was that the trgnshould be relevant to teachers’
situations. Teachers should have been consultedhahthey needed because the workshops
did not address their needs and problems. Fenmarsée(2001 in Dembélét al, 2007)
argues that too often teachers have little say tattmucontent of their training workshops.
Yet, as Little (1993 in Reitzug, 2002, p.13) argues

59



“..there is little value in the one- size fits allodel of teacher development that
exposes teachers with different backgrounds anmu fildferent schools to the same

material”

Thus, professional development should reflect pigdints’ input. However, as Sparks (2000
in Reitzug, 2002) notes, teacher development shoatdbe based only on the opinion of
teachers about their needs, but should begin asgdbegir needs and learning outcomes and
then work backwards in order to ascertain whichetigyment would suit best the teachers’
needs. Due to the fact that the study revealed ¢lvan if the teachers had been consulted on
the training they needed, they could not have powvdrd meaningful suggestions, because

most of the had no idea about learner-centred mepag

5.5 IMPACT OF TEACHER DEVELOPMENT ON CLASSROOM PRAC TICES

Effective teacher development should impact onheest classroom practices, and teachers
should be able and willing to continue using thev maethods for the benefit of learners.
Tabulawa (1998) argues that teachers do not peatttie desired techniques even when the
training is not poorly done because there is a tddeaching and learning resources as well
as large class sizes which make it rather diffibeitteachers. The study’s findings revealed
that teachers faced exactly the same problems. stady conducted on the impact of teacher
in-service training in the new curriculum policyKwa Zulu-Natal, Mattson & Harley (2003)
found that teachers did not do anything differentigtead, teachers felt like group work was
the only teaching approach to be used. Swazi tesw@uented out in this study that, after the
training, they did not teach differently than b&fobecause they were not trained properly
and the training did not have any effective follay-or coaching and mentoring. Mattson &
Harley (2003) recommend abandoning ‘generic’ trgnfor new practices, as well as the
teaching of the principles, approaches and ideetobehind the new teaching and learning
approach, as well as explaining the crude distnstibetween old and new/good or bad ways
of teaching. Rather, what was needed was a focusamhers’ subjective understandings of
their work as well as a clearer awareness by traiakethe contexts in which teacheverk.
They also recommend that trainers think carefullpud a more responsive appreciation of

why teachers’ old practices persist. They argue tha

“If this means tolerating practices which we do se¢ as rational or progressive, then

we must learn this tolerance by reconsidering aitions of rationality and progress,
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not only as the elevated ideals of Western Enlighint thinking (with all its hidden
ambivalences and contradictions), but also in teofmwhat is practically functional
and affirming of teachers’ ‘sense of plausibilityithin their own teaching contexts”
(p.301).

Respondents in school A pointed out that the ppaicencouraged a culture of working
together to solve problems. When teachers couldsalve their own problems, they were
encouraged to approach senior colleagues or exferts other schools or even cluster
groups. Thus, after the training and implementatibthe new pedagogy, they became more
preparedwith confident teachers helped the less confider@soin solving their problems

with the new pedagogy.

5.6 CHALLENGES OF TEACHERS IN IMPLEMENTING THE NEW PEDAGOGY

The study revealed that there were many challefagesl by teachers in the implementation
of the learner centred pedagogy. Respondents atiraethere were not enough teaching and
learning resources for the effective implementatibthe pedagogy. The shortage of teaching
and learning materials was linked to funding proide This is also noted by Tabulawa

(2003) who argues that learner-centred pedagoggspgshallenge to African states because
of poor facilities and lack of teaching and leaghinaterials, amongst other things. Dembélé
(2003) further notes that learner-centred pedagsgiifficult to implement on large scale

even when resources are available, because teathers understand this type of pedagogy

and tend to interpret it wrongly.

Another challenge, according to respondents, wae lelasses which made it difficult to use
a learner-centred pedagogy and led some teachersvest back to a teacher-centred
pedagogy. Tabulawa (2003) also found that largesckizes are a major impediment to
learner-centred pedagogy.

5.7 POSSIBLE SOLUTIONS TO IMPROVE LEARNER-CENTRED PEDAGOGY

Respondents made suggestions on how to improventhkementation of learner-centred

pedagogy in Swazi schools. The most importantwa that the government should show
real commitment and allocate greater resourcesthifereducation sector by funding the
building of schools, hiring more teachers and mtmg more teaching and learning materials
to all schools. Levin (2007) also argues that etlan change is only possible with a positive
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attitude from the government and with a nation tieg confidence in the education system.
He argues that many governments had to invest motiee education system by building
schools and hiring more teachers in order to cutrdon large class sizes and improve the

teachers’ pedagogy.

Respondents also urged principals to manage amdpedagogical change by being fully
involved in the teaching and learning process. ofding to Bushet al (2009), principals

should impact on classroom teaching by being preadnstructional leaders. This is
important because schooling is about promotingebdtaching and learning, and school
leaders are instrumental in leading teaching aadhieg, and knowing how to assist with the

various priority development needs of teacherslaahers.

5.8 CONCLUSION

Throughout the research, the concern was with leaehers were trained in preparation for
the new pedagogy, what support they got after tiitgali training, whether teaching and

learning materials were available, how they werduabimplementing the new pedagogy,
which required a set of new teaching and learn@spurces which were not required by the

previous pedagogy and what suggestions they havenfsovement.

The data collected was analysed in terms of theeunal framework and the literature
reviewed on educational change and its links tteht forms of, and approaches to teacher

development in preparation for a new pedagogy.

The findings indicate that with a new pedagogyadtrced in Swaziland, teachers were not
well trained for its implementation. It was a ‘osie-fit-all’ training, in the form of

workshops, for a few days and which did not consitie level the teachers were at in the
careers and the level of professionalism. Teactadrshat workshops should have been for
longer than the two days and that effective momgrcoaching and mentoring should have

followed with the aim of making teachers bettethia implementation process.

The study also revealed that teachers faced olfaleages in the implementation of the new
pedagogy. These challenges included the lackamhiag and learning resources and large
class sizes. Teachers suggested that the goversimauid build more schools, invest in and

hire more teachers and help with the provisioreathing and learning materials.
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In addition, the study provided information on ht®achers should have been consulted and
trained to be competent and able to implement atsimgthe new pedagogy. It also revealed
that professional development should be done eéffiigally with various teachers and benefit

learners by improving their achievements.

Finally, it needs to be pointed out that the stbdg some limitations by the nature of the
respondents and their interaction with the researcFhe researcher did not interview all the
intended respondents, because in school A, mdbedkachers started teaching at the school
after the new pedagogy had started and, in schptildBigh most teachers were there before
the new pedagogy was introduced but they were andlilable as they only came to school
when they had classes and they left after thatyedsas hardly honoured the appointments

made with the researcher.

5.9 RECOMMENDATIONS

Based on the findings of the research, the follgwecommendations can be made:

* When policies are formulated, all stakeholderseesly the implementers should be
involved so that they feel some ownership overmptbiecy;

» Policies should be piloted first before they argliemented on a large scale and
policy implementers should be trained effectivaly the implementation of a new
policy.

* Teacher development should not adopt a ‘one-sizlfiapproach but teachers are to
be trained according to their pedagogical needgngihe levels/phases teachers are at
in their careers and professionalism;

* Further study should be conducted to find out tlebdlems encountered by teachers
who do not have HODs or HODs who are not knowledtgem their subject areas;
for instance, teachers who are in business studiésségn and technology etc, yet
having HODs who are not knowledgeable in theirdeland how those problems
could be solved. This is important because the @tatssze Document on IGCSE
(2005), states that HODs should be appointed ptirpose of monitoring the
subject internally, so in the subjects where tla@eeno HODs, how does this happen

and how does this affect the teachers in the impiegation of a new pedagogy?
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University of the Witwatersrand, Johannesburg
School of Education
Division of Educational Leadership and Policy

Studies

PARTICIPANTS INFORMATION LEAFLET
Dear Participant

My name is Gugulethu Precious Tshabalala, a Mastdfgucation student, in the Division

of Educational Leadership and Policy of the Uniitgrsf the Witwatersrand.

| am requesting your permission to collect datanfigrM. Ed research. The topic is “Teacher
Development in Pedagogical Change with the Intewnat General Certificate of Secondary
Education (IGCSE) in Swaziland'.

The research will use probing interviews which Wi audio-taped. Your participation in

this study is voluntary and the interview couldaakmaximum of 40 minutes of your time.

All information obtained during the course of tetady, will be kept strictly confidential.
Data that may be written in the research repoangrjournal will not include any

information which identifies you as a participantawill be destroyed after use.

Your voluntary participation in this study will lzg@preciated and the research report can be

made available to you on request.

Thank You

Miss Gugulethu Precious Tshabalala

Student Number: 378551

Contact Details: South Africa- +2778 293 9267
Swaziland - +268 7606 7722

Email: lomagugu67@gmail.com
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UNIVERSITY OF THE WITWATERSRAND

SCHOOL OF EDUCATION

PARTICIPANTS CONFIRMATION LEAFLET
Research TopicTeacher Development in Pedagogical Change withititernational

General Certificate of Secondary Education (IGCBESwaziland”

* | hereby confirm that | have been informed by tsearcher Miss Gugulethu
Precious Tshabalala about the nature of the study.

* | have also received, read and understood them#ton and consent forms
regarding the educational study.

* | am aware that all the information | will give Widle anonymously processed in the
study.

* Inview of the requirements of the study, | agtes the data collected during this
study can be processed in a computerized systefelgsearcher.

* | may at any stage, without prejudice, withdraw ecoypsent and participation from the
study.

* | have had sufficient opportunity to ask questiand (of my own free will) declare

myself that | am prepared to voluntarily particpat the study.

Name in Full Signature at®
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SCHOOL CONSENT FORMS

INTERVIEW

l, (position)
am aware of the aim and broad research questicimésakesearch and

as well as its data collection processes.

| give consent to the following, with the understang that strict confidentiality is observed
and assured.

* Being interviewed

Yes |:| No |:|

Tick the appropriate box

Signed with your initials.............cooco i, Date ..........coovcee
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SCHOOL CONSENT FORM

AUDIO TAPING

l, (position)

am aware of the aim and broad research questicimésatesearch and
as well as its data collection processes.

| give consent to the following, with the understang that strict confidentiality is observed

and assured.

* Being audio-taped during interviews.
Yes |:| No |:|

Tick the appropriate box

Signed with your initials.............cco e Date .......ccocvevvnnnn.
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INTERVIEW SCHEDULES

PRINCIPALS

A. PARTICIPANTS PROFILE

1. How long have you been principal?

2. Do you teach?
B. SUITABILITY OF CHANGE FOR SWAZILAND

3. Did you feel there was a need to change from teachetered pedagogy to learner
centered pedagogy?

4. Do you think that learner centered pedagogy is italde method of teaching and
learning that can be used in Swaziland?

5. Were the goals of the new pedagogy clear for yalithe teachers to understand?

6. Why were some principals against the pedagogicahgh?

7. Why did they finally relent to the change?

C. TEACHER DEVELOPMENT

8. Were you consulted on what kind of training wouddldeneficial to your teachers?

9. Was the training on-site or off-site?

10.How long was the training?

11.Was the training aimed at changing teachers’ seheid practices in the teaching and
learning process?

12.Did your teachers show a sense of commitment to tthening towards the
implementation of the new pedagogy?

13.Was there a modeling of new practices in the tngimiself?

14.Were learners’ outcomes shown to have improvedhey use of learner centered

pedagogy?
D. FURTHER TEACHER DEVELOPMENT

15.Was there continuous professional development &feemitial training?
16. After the initial training did teachers get any iagsce from you, cluster groups,

HODs, colleagues and subject inspectors?
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E. CHANGE IN CLASSROOM PRACTICES

17.Were the teachers equipped and confident to chiquegeclassroom practices?
18.What do you think should be done in order to mdleetéachers more confident in the

implementation of the new pedagogy?

F. CHALLENGES OF AND POSSIBLE SOLUTIONS TO IMPROVE LEA RNER
CENTRED PEDAGOGY

19.Were there adequate resources to implement theypgya
20.Do you think class sizes have a bearing on teasherplementation of the new
pedagogy?

21.If teachers are facing problems, what do you doelp them?
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SENIOR INSPECTOR OF SECONDARY SCHOOLS (SISS)

A. PARTICIPANTS PROFILE

How long have you been SISS?

SUITABILITY OF CHANGE FOR SWAZILAND

Did you feel there was a need to change from teaotietered pedagogy to learner
centered pedagogy?

Do you think that learner centered pedagogy isitatde method of teaching and
learning that can be used in Swaziland?

Were the goals of the new pedagogy clear for yauntterstand?

C. TEACHER DEVELOPMENT

© N o O

Were the teachers consulted on what kind of trgimould be beneficial to them?
Was the training on-site or off-site?

How long was the training?

Was the training aimed at changing teachers’ Is=hefl practices in the teaching and
learning process?

Did teachers show a sense of commitment to theitigitowards the implementation

of the new pedagogy?

10.Was there a modeling of new practices in the tngimiself?

11.Were learners’ outcomes shown to have improvedhieyuse of learner centered

pedagogy?

D. FURTHER TEACHER DEVELOPMENT

12.Was there continuous professional development &feemitial training?

13. After the initial training did teachers get anyiatsce from you, principals, cluster

groups, HODs and colleagues?
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E. CHANGE IN CLASSROOM PRACTICES

14.Were the teachers equipped and confident to chifuegeclassroom practices?
15.What do you think should be done in order to mdiesteachers more confident in

the implementation of the new pedagogy?

F. CHALLENGES OF AND POSSIBLE SOLUTIONS TO IMPROVE LEA RNER
CENTRED PEDAGOGY

16.Were there adequate resources to implement thepadagogy?
17.Do you think class sizes have a bearing on teasherplementation of the new
pedagogy?

18.1f teachers are facing problems, what do you doelp them?
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TRAINER OF TRAINERS (TOTs)

A. PARTICIPANTS PROFILE

1. How long have you been teaching?

2. In which department?

B. SUITABILITY OF CHANGE FOR SWAZILAND

3. Did you feel there was a need to change from teacketered pedagogy to learner
centered pedagogy?

4. Do you think that learner centered pedagogy isitalde method of teaching and
learning that can be used in Swaziland?

5. Were the goals of the new pedagogy clear for yalithe teachers to understand?

3 TEACHER DEVELOPMENT

Were you consulted on what kind of training wouédldeneficial to you?
Was the training on-site or off-site?

How long was the training?

© ® N O

Was the training aimed at changing teachers’ kzehefd practices in the teaching and

learning process?

10.Did you and you show a sense of commitment to tlenibg towards the
implementation of the new pedagogy?

11.Was there a modeling of new practices in the tnginiself?

12.Were learners’ outcomes shown to have improvedheyuse of learner centered

pedagogy?
4 FURTHER TEACHER DEVELOPMENT

13.Was there continuous professional development &feemitial training?
14. After the initial training did you and the teachegyest any assistance from the CTs,

principal, cluster groups, colleagues and subjespiectors?
5 CHANGE IN CLASSROOM PRACTICES
15.Were you equipped and confident to change yousidasn practices?
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16.What do you think should be done in order to make ynore confident in the

implementation of the new pedagogy?

6 CHALLENGES OF AND POSSIBLE SOLUTIONS TO IMPROVE LEA RNER
CENTRED PEDAGOGY

17.Were there adequate resources to implement thepadagogy?

18.Do you think class sizes have a bearing on teagherplementation of the new
pedagogy?

19.1f teachers are facing problems, what do you doelp them?
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HEADS OF DEPARTMENTS (HODs)

A.

1.

2.

B.

PARTICIPANTS PROFILE

How long have you been at this school as:

a. HOD?

b. A teacher?

In which department?

SUITABILITY OF CHANGE FOR SWAZILAND

19.Did you feel there was a need to change from teaohetered pedagogy to learner

© N o O

centered pedagogy?

Do you think that learner centered pedagogy isitalde method of teaching and
learning that can be used in Swaziland?

Were the goals of the new pedagogy clear for yalithe teachers to understand?

. TEACHER DEVELOPMENT

Were you consulted on what kind of training woudddzneficial to your teachers?
Was the training on-site or off-site?

How long was the training?

Was the training aimed at changing teachers’ keehefd practices in the teaching and
learning process?

Did you and your teachers show a sense of committoethe training towards the

implementation of the new pedagogy?

10.Was there a modeling of new practices in the tngimiself?

11.Were learners’ outcomes shown to have improvedheyuse of learner centered

D.

pedagogy?

FURTHER TEACHER DEVELOPMENT

12.Was there continuous professional development &feemitial training?

80



13. After the initial training did you and the teachegst any assistance from the

principal, cluster groups, colleagues and subjespectors?

E. CHANGE IN CLASSROOM PRACTICES

14.Were you and your teachers equipped and confidentheinge their classroom
practices?
15.What do you think should be done in order to méieetéachers more confident in the

implementation of the new pedagogy?

F. CHALLENGES OF AND POSSIBLE SOLUTIONS TO IMPROVE LEA RNER
CENTRED PEDAGOGY

16.Were there adequate resources to implement thepadagogy?
17.Do you think class sizes have a bearing on teagherplementation of the new
pedagogy?

18.1f teachers are facing problems, what do you doelp them?
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TEACHERS

A.

PARTICIPANTS PROFILE

1. How long have you been teaching?

© ® N O

In which department?
SUITABILITY OF CHANGE FOR SWAZILAND

Did you feel there was a need to change from teacketered pedagogy to learner
centered pedagogy?

Do you think that learner centered pedagogy is italde method of teaching and
learning that can be used in Swaziland?

Were the goals of the new pedagogy clear for yalthe teachers to understand?

. TEACHER DEVELOPMENT

Were you consulted on what kind of training wougdldeneficial to you?

Was the training on-site or off-site?

How long was the training?

Was the training aimed at changing your beliefs prattices in the teaching and

learning process?

10.Did you show a sense of commitment to the trainowards the implementation of

the new pedagogy?

11.Was there a modeling of new practices in the tnginiself?

12.Were learners’ outcomes shown to have improvedheyuse of learner centered

D.

pedagogy?

FURTHER TEACHER DEVELOPMENT

13.Was there continuous professional development &feemitial training?

14. After the initial training did you get any assistarfrom the principal, cluster groups,

E.

colleagues and subject inspectors?

CHANGE IN CLASSROOM PRACTICES

15.Were you equipped and confident to change yousidasn practices?
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16.What do you think should be done in order to make ynore confident in the

implementation of the new pedagogy?

F. CHALLENGES OF AND POSSIBLE SOLUTIONS TO IMPROVE LEA RNER
CENTRED PEDAGOGY

17.Were there adequate resources to implement thepadagogy?

18.Do you think class sizes have a bearing on teagherplementation of the new
pedagogy?

19.1f you are facing problems, what do you do and wiwatld be done to help you?
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