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Knowledge of student-centred-pedagogies is necessary but not a sufficient condition for changing
classroom pedagogical practices. In addition to knowledge, school environment, administrative
support, student assessment system and prevailing teacher-centred practices need to be addressed
simultaneously to ascertain the pedagogical transformation. The schools in place, traditional methods
are mainly practised due to lack of infrastructure and facilities required for innovative pedagogies. In
recent past, our government has initiated Associate Diploma in Education (ADE) and Bachelor in
Education (B.Ed.) programs with the collaboration of the United States Assistance for International
Development (USAID) Education Project. Interactive pedagogies are suggested in the new curricula
for the transformation of the traditional system into an interactive system. The study involved B.Ed.
(Hons.) students enrolled in the University of Gujarat to observe their teaching practices to explore
student-centred teaching. It was four-week teaching practice, involved 15 prospective teachers, each
observed nine times; in this way, overall classroom observations were 108. Classroom observational
schedule and reflection form was used as a tool for data collection. Data were analyzed through
descriptive analysis of pedagogies used across the classroom sessions. The results of the study were
initially in favour of student-centred teaching minutely but with the passage of time, it declined due to
the influence of school culture, environment and traditional practices of teachers. There is little
evidence to support the shift from teacher centred to student-centred teaching because our classroom
culture, infrastructure and student experiences were not supportive for the purpose.
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Introduction Education Reforms aiming at

There has been consistent evidence that strengthening the teacher education

teacher education is ineffective in bringing programs by enriching  curriculum,

significant impact on students’ introducing student-centred pedagogies,
achievement and quality of school

(Andrabi, Das,

customizing content focus and extended

education Khwaja, teaching practice. The success of reforms

Vishwanath, & Zajonc, 2007; Igbal & relies on efficient teaching, course

Nasir, 2009; National Education Policy,
2009; NEAS, 2005). Such findings lead
policymakers and academia in the country
to rethink about the pre-service teacher

education programs and initiated Teacher
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structure or quality modules, IT support,
institutional environment and harmonized
teaching practice. Deficiency in above-
mentioned components leads to problems

for prospective teachers to handle real
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classroom situations especially, innovative
pedagogies (Carter & Francis, 2001;
Flores, 2001; Fredheim, 2000; Myint,
1999). There is a wide range of
pedagogies available which make it
difficult for teachers to decide an
appropriate  pedagogy for  different
variables like class size, contexts and
student’s motivation (Connel, Donovan &
Chambers, 2016). Teaching is very
challenging in experimentally diverse large
groups (Barraket, 2005-10) where oral
presentation is mainly used which
contribute little to student learning.
Students learn in a variety of ways, so the
challenge for the teacher is to discover
which method helps them to learn more
effectively. The strength of a teacher leads
to decide which pedagogy will be more
helpful in acquiring a deeper understanding
of students (Learnovation, 2009). There are
two main approaches available in teaching;
teacher-centred and student-centred
(Trigwell & Prosser, 2004), which includes
lecturing, questioning, demonstration,
discussion, role play, inquiry, project and
self-assessment methods of teaching.
Teacher-centered (transmission model) is
mainly used in teaching, assigned control
to the teachers (Dollard & Christensen,
1996) which leads to boredom for learners
(UNESCO, 2015). The teacher stands in
front of the class; all students work on the

same task in a structured environment

(Garrett, 2008). Desks are maintained
facing a focal person (teacher) (Boostrom,
1991). This model is mainly based on
passing information (lecturing) without the
involvement of mind of either (Eison,
2010), poor in maintaining student’s
attention (Bligh, 2000) which decline after
10 minutes (Stuart & Rutherford, 1978).
Sometimes students restrict to non-
lecturing as they accustomed to passive
listeners (Eison, 2010). Now teaching is
very challenging as many sources are
available outside the formal institutions of
learning (UNESCO, 2015). Literature
supports  students learn better when
actively engaged (Weiman & Perkins,
2005) instead of passive listeners in the

classroom.

Student-centred pedagogies focus
on meaning-making through inquiry and
engagement of learners (Garrett, 2008)
relating to current learning with their prior
experiences and class works like a learning
community constructing shared knowledge
(Brophy, 1999). It helps students to engage
in problems and issues, try out various
possible solutions and construct his or her
own meaning (Ryan & Cooper, 2001).
Learning is not just listening but they
become able to can talk, write, relate and
apply in their daily lives(Chickering &
Gamson, 1987) and different contexts and

situations. Genuine learning is active, not
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passive, it involves the use of mind not
only memory. It is a process of discovery
in which students are the main agent
instead of teachers (Adler, 1982). Now the
role of teachers changes as a facilitator
(Tawil, 2013), which demand not only,
what students know but how they know
(UNESCO, 2015) is very crucial to gauge

learning level of the students.

Teaching practice is challenging for

prospective teachers (Grossman,
& McDonald, 2009);

however, greater attention on this aspect is

Hammerness

evident in recent literature (Grossman and
McDonald 2008; Reid 2011). The
expectations of prospective teachers and
classroom realities are different (Melnick
& Meister, 2008). The profession is far
more complex than prospective teachers
realize (Cookson, 2005). It is commonly
observed that hypothetically constructed
classroom situations based on student-
centred pedagogies knowledge rarely
match with actual classroom teaching and
learning environment (Weinstein, 1990).
The level of freedom expected by the
prospective teachers in the school
environment does not match with the
demonstrated level of school
administration (Eptien 1993; Normore,
2003). The students do not behave the way
prospective teachers expect them to behave

(Saarnivaara & Sarja, 2007). Theoretically
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built beliefs of prospective teachers about
classroom culture are meagerly correlated
with the actual situation in the school.
Viewing this, Ball and Forzani (2009)
highlighted teacher education should
priorities the clinical aspect of teaching,
‘To make practice the core of the
curriculum of teacher education requires a
shift from a focus on what teachers know
and believe to a greater focus on what
teachers do (p. 503)’. In this scenario,
Grossman et al (2009) pointed out,
empirical evidence is needed to fully
understand how access to various aspects
and types of practices both support and
hamper the development of prospective

teacher about their skills.

Teaching being a skill cannot be
taught merely through training during
teacher education courses. It only equips
prospective teachers to build knowledge
and sketch school classroom teaching
environment (Gossert et al., 2001; Yost,
Sentner, & Forlenza - Bailey, 2000). It is
commonly observed that such

hypothetically ~ constructed  classroom
situations and roles rarely match with
actual classroom teaching and learning
environment (Weinstein, 1990). The
material required for innovative pedagogy
is hardly available, tightly planned scheme
of studies does not allow the flexibility

expected by the prospective teachers to try
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out idealized teaching pedagogies (Kilgore,
Ross, & Zbikowski, 1990) and so on. This
gap  between  perceived classroom
environment and ground realities of the
actual classroom makes it hard to adjust
and consequently, prospective teachers
lose their interest in interactive pedagogies
and shift to traditional practices (Zafar &
Nasir, 2010). The comment of Trent
(2012) that classroom practices are mainly
concerned with teaching students to do
well in their exams and accordingly more
focus on the practice of past papers is done
to get them to pass and have good grades.
Teachers in schools hardly use students
centred pedagogies as it is time-consuming
and little focus on exam preparation (Deal
& Peterson, 1990; Leithwood, 1994). The
revision in teacher education program is
very encouraging in a sense that at least the
problem in teaching is diagnosed and
reforms are made in teacher education
program by the government. It is assumed
that change in curricula, increase time
duration and extended teaching practice in
schools may result in student-centred
practices in the classrooms. However, it is
vital to explore the use of student-centred
pedagogies in the classroom prospective
teachers enrolled in revised B.Ed (Hons.)
program during their teaching practice.
Following  research

addressed in this study; i. What is the

questions  were

variety of pedagogies mainly used by

prospective teachers during their teaching
practice? ii. Are prospective teachers well
prepared for students centred teaching in

the real classrooms?

Methodology

The study falls in the positivist
paradigm to explore which type of
predefined pedagogies are being used by
prospective teachers during their teaching
practice in real schools. There is an
assumption of revised B. Ed (honours)
program that revised curricula, extended
duration of program and teaching practice
will transform and produce students
centred teachers.

The context of the Study-- This
paper is based on data collected for a
USAID project partially. Multiple sources
of data collection were used during the
four-week teaching practice of B. Ed
(honours.) degree program  students
(prospective teachers) at University of the
Gujrat. The students have almost
completed their coursework. These courses
were aimed at to equip them with ample
theoretical understanding of innovative
pedagogies, suitability of various teaching
methods in the context of the content to be
taught, the art of effective planning and
execution of lessons and techniques of
becoming students centred teachers. These
courses of reformed teacher education

program envisioned prospective teachers
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with knowledge of innovative pedagogies
to prepare them in developing a shared
body of knowledge among active learners.
It was predicted that prospective teachers
would be more innovative, comfortable
and convenient in their act of student-
centred teaching when they were given the
opportunity to teach in their final teaching
practice in schools The selection of schools
for teaching practice activity was made by
the  university. There is  mutual
understanding between teacher training
institutes/universities and school
administration for the conduct of teaching
practice. Two types of schools were
involved; Govt. Girls Elementary schools
and Govt. Girls High Schools but
prospective teachers were given classes at
the elementary level (6-8 grades). The
students studying in public sector schools
belong to lower middle-class ageing from
(10-13 years). All prospective teachers
were female so they were allotted female
schools for teaching practice. They were
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assigned two subjects to teach as per given
timetable. The timetable was All
prospective teachers were fresh and have
no prior experience of teaching. The
arrangement of classroom furniture was
very formal in setting, facing teacher with
3 to 4 students sitting on each bench.

Research Design-- The project was
based on a mixed-method approach but in
this research paper, mainly quantitative
data was used. The study aimed to explore
the degree of student-centred pedagogies
used across the classroom during four-
week teaching practice in public sector
schools. The detailed framework is given
in figurel to understand the overall
procedure of the study. The overall data
collected for this project were not used for
this paper but the figure is given to
understand the context in which the study
was planned and carried out. This research
was based on three stages which are given

below.



Before Teaching Practice
Collection of information about expectations

of prospective teachers towards school environment,

classroom practices, students’ behavior and support
of school administration.

Reflection
Form
Weekly
reflection form
was
obtained from
each
prospective
teacher.

| TEACHING PRACTICE l

v

[ Phase I | I Phase 11 I |Phase llll

| Observa

Inhwn.munl [(!hu’r\;umnl I()h\cr\.mnnl [nh‘cm I Iuh\\» ation
-} 1 3

After Teaching
Practice
Experience sheet
was filled by the
prospective
teachers right
after
completion of
teaching
practice.

Week I-1V
Classroom observation of prospective teachers was
made in three phases. each times consecutively in
each phase. In this way, each student in our sample

was observed 9 times during teaching practice.

Figure 1: Design of the Study

Stage 1(Before starting teaching
practice) -- Prospective teachers starting
their final teaching practice in allocated
schools in Gujarat city were selected. The
information about the expectations of
prospective  teachers towards school
environment, classroom practices,
students’ behaviour and support of school

administration were collected.

Stage 2-- At this stage, a periodic
visit by the research team was managed to
collect data through classroom
observations of prospective teachers in
three phases. Each prospective teacher was
observed three times during teaching
practice in each phase. In this way, each
prospective teacher in the sample was
observed 9 times during four-week

teaching practice. Total, 135 observations

234

were made in three phases of data
collection. The data was collected through
classroom observation of prospective
teachers during teaching practice by the

research team.

Stage 3-- Data collected through
various sources were analyzed and used to
confirm the credibility of collected
information. Analysis on the basis of
evidence captured in the real classrooms
on observational sheet regarding students
centred

pedagogies was interpreted

accordingly.

Population and Sample-- The
population of this study was students
(prospective teachers) enrolled in B.Ed.
(Hons.) program and currently, studying in

their final semester of teacher education
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institutions of Punjab province of Pakistan.
The students studying at the University of
Gujarat were included in the sample. Prior
to initiating the study, their willingness
was sought to participate in the study. The
study required prolonged commitment on
the part of the university as researchers had
to collect data thrice time during teaching
practice of prospective teachers in schools.
The number of prospective teachers
enrolled in B.Ed. (Hon.) the final year was
28 in University of Gujarat. Fifteen
prospective teachers were agreed to
participate in the study. They were
observed in three phases; in each phase
observed for three consecutive days.
Overall nine observations of each

prospective teacher were made.

Sources of Data-- The study
generated both quantitative and qualitative
data at each of the stage described above.
Keeping in view different stakeholders and
stages identified for this  project,
prospective teachers were the source of
data used for this paper. Two types of data
were used; classroom observation and
reflection form. Detail of instruments used

for data collection is given below.

Class Observation Schedule-- The
observation schedule recorded information
about  student-centred  teaching  of

prospective teachers includes different
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teaching methods like; lecturing, activity,
questioning, discussion, Roleplay, Project,
Demonstration and Discovery. There were
time slots of 5-minute intervals were given
against each method as a scale of measure.
Further, it includes language and voice
clarity, handling disruptive behaviour,
instructional variety, student engagement
in the learning process, teacher task
orientation and classroom environment.
The instrument comprised four sections
and 53 items. The instrument used was on
the five-point scale and dichotomous scale
according to the questions and nature of
required information in the observation

schedule.

Weekly Self Reflection Form--
Prospective teacher’s internal-thinking to
reflect on activities carried out in the
classroom were recorded on weekly basis.
The focus was on encouraging prospective
teachers to consciously reflect on their
instructional practices, level of motivation
and self-confidence across the teaching
practice on a weekly basis. Weekly self-
reflection form contained four open-ended
questions on behavioural change towards
students, changes in lesson planning to add
effects to teaching, changes in teaching
methodology and changes in motivation
and self-confidence. Each question was

followed by the reason of reported change
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and which classroom event caused this

change.
Results and Interpretation

Data were analyzed through
descriptive statistics and presented below
in different figures. There were two
questions which were addressed in this
research paper; the first question was to
explore different types of pedagogies used
in the classroom by prospective teachers
during their teaching practice and secondly
to determine the level of use of students

centred pedagogies during teaching

practice in the real classroom during
teaching practice in the real schools. Data
related to the first question was analyzed
by exploring classroom observation against
different teaching methods used in the
classroom by the prospective teachers. It
was evident by the data that there were six
teaching methods used by the prospective
teachers  during  teaching  practice.
Lecturing is the main teaching method
used by prospective teachers during their
teaching practice as evident in fig. 2,

followed by questioning, activity,

Pedagogies Description of Pedagogies
Lecturing Teacher presents information to the whole class, students passive listeners
Questioning Teachers initiates a question ans students give response and feed back
Activity Teacher gives small independent tasiks to students to strengthen a concpt

{ Demonstration J

[Teacher demonstration showing something to accomplish a task

[ Discussion }

I Test/ Quiz \

)
lMatuaI divergent conversation on student shared learning ]
IStudent self-assessment of thier own learning as student centered learning i

Figure. 2 Pedagogies used by prospective teachers during teaching practice in classrooms

the  demonstration, discussion  and
test/quiz. The extent of using these
methods was not as per given order in fig.
2 but presented just as per order teacher
centred pedagogies to students centred
pedagogies. These methods were used by

the prospective teachers during their four-

week teaching practice in the schools. The
brief description of pedagogies used in the
teaching practice is given against each
method of teaching. The prospective
teachers have a tendency of using students
centred pedagogies during teaching
practice in the schools. The class size large

and classroom environment was structured
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and formal. These variables are very
important to develop a shared learning
community as classroom format facing a
person in front of them is no more
encouraging to engage and involve
students (Garrett, 2008) Literature supports
that it is difficult to decide for teachers an
appropriate method for different variables
like class size, background of students and

students’ motivation (Heppner, 2007).

The data based on classroom
observations analyzed week wise and
presented below on week basis
cumulatively. The mean percentage of
different methods being used in the first
week of teaching practice is presented in
Figure 3 across the class duration of 35
minutes time. This figure is based on 45
classroom observations made in the first

phase of data collection in the schools.

Fig. 3 clearly shows the spread of
cumulative teaching pedagogies used
across the range of class timing during the
first week of teaching practice. The
prominent teaching method used in this
week is lecturing. But the frequency of

occurrence during different time slots of
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class clearly shows use of both, traditional
and student-centered pedagogies with
varied time intervals. In the start, and at the
ending of the lesson, lecturing is at the
most but in the middle of the class it is
declined and replaced by other pedagogies
like questioning and activity. It means at
the beginning of the class introduction of
the lesson is lecture based. But as lesson
progress, it turns into other pedagogies
where students engaged and participate in
the lesson. Again at the end of the lesson
teacher summed up discussion raised in the
class and closed his/her lesson with
narrative sentences which produce sense.
Questioning is a second commonly used
method which has a high level of
frequency in the start of the class, then
again rises in the middle of the class but
falls down sharply at the closing of the
class. In the beginning, the teacher asked
questions to assess the level of
understanding of the students about today’s
lesson to start it from a harmonized
foundation of the students. Activity
method is reasonably used in the middle of
the class duration but fell down near the
end



52,

50 A

ACtivity
Discussion
Test/Quizz

Lecture"q)]

Wweaek-11]

b
[s]

Lecture

29.2

W
=]

]
=]

G

Frequecyof occurrance of teaching method

2
~  Ackivity

n
s}

Time Slots ([class time divided into 5 min slots)

=)
=3 =1 7 =3

Figure: 3Percentage of time used for different pedagogies during teaching in Week 1

of the class on the same pattern as
questioning. The remaining pedagogies
used for the first week are Test/ quiz,
demonstration and discussion
simultaneously. But the level of occurrence
of these pedagogies is comparatively low
as compare to lecturing, questioning and
activity. Trend lines of different
pedagogies used during the first week of
teaching practice are clearly reflecting that
the major method used is lecturing with a
steep slope to the end of the class duration.
Questioning has also shown the same
tendency. Activity and demonstration are
slightly increasing from beginning to the
end of the class duration. The use of these
pedagogies shows the tendency of
prospective teachers towards students
centred pedagogies. Test/quiz  and
discussion are almost on the same pattern
with no change in frequency of occurrence
during the class. It seemed that prospective
teachers have knowledge and importance

of these pedagogies but have not sufficient
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skill and supportive atmosphere as they
reported in the reflection form. Literature
also highlighted that teaching is a skill
which demands reasonable practice to
perform is adequately (Yost, Sentner, &
Forlenza - Bailey, 2000). Fig. 4 shows
teaching pedagogies used in week 2 of
teaching practice by prospective teachers.
When we see across the class duration
cumulatively, lecturing is mainly used
method during this week. Perhaps it is a
natural pattern of classroom teaching that
introduction of the lesson, clarification of
terms and new concepts and closing of the
lesson are mainly lecture-based while at
the beginning of the class questioning is
mainly used. It shows that prospective
teachers have a deep concern to take up the
class from the accurate level for a lesson in
hand. It is a sign of getting students
attentiveness which is essential for student
learning as well. After first quartile (1/4™)
of the class duration lecturing increases

and in the middle, it decreases and again
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near third quartile (3/4™) it increases.
Questioning decreases after initiation of
the class and then again increases in the

middle of the class. This variation shows

that prospective teacher is doing a
formative assessment to know the

effectiveness of his
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Figure: 4Percentage of time used for different pedagogies during teaching in Week 2

her teaching to ensure student learning
with the passage of time during the class.
Activity is the third frequently occurring
method which is evident after ten minutes
of the class to the end of the class. The slot
of use of this method is very adequate in
the classroom. It seems that the use of
activity it seemed to be easy to prospective
teachers to exercise in the classroom.
Test/quiz, demonstration and discussion
are the least occurring pedagogies
respectively during the class. After passing
ten minutes of the class activity gradually
increases than questing but lecturing
decreases from its pace. Initiating from the
middle of the class up to the near ending,
lecturing, questioning and  activity
pedagogies are mainly used with the same

order but the frequency of lecturing is
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higher than both which is understandable.
At the beginning of the class, a questioning
method is mainly used but activity is low,
in the middle of the class both are almost
same but near ending activity method is
more used than questioning. This is
evidence of inclination of prospective
teachers to use student-centred strategies.
When we see trend lines of different
pedagogies used for the second week it
shows that major two pedagogies are
lecturing and questioning but both of them
are gradually decreasing toward ending of
the class timing and substituting by activity
and test/quiz strategies. The level of
decreasing of the questioning method is
slightly sharp as compare to lecturing
method. It shows that lecturing is mainly

used the practicable method of classroom
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teaching. Trendline of activity method
gradually increases from the beginning of
the lesson to the end of the lesson.
Test/quiz method is also on the same
pattern as an activity but its level is
reasonably low. It shows the struggling
mind of the prospective teachers to use
centred

students pedagogies.

Demonstration and discussion pedagogies
are at the bottom of frequency level with
slightly decreasing pattern. Their existence
is a sign of effort of prospective teachers to
use them but they have least capacity to
use these pedagogies in such a non-

supportive environment.
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Figure: 5Percentage of time used for different pedagogies during teaching in Week 3

Figure 5  shows  teaching
pedagogies used by prospective teachers in
the third week of teaching practice.
Lecturing is mainly used and evidently
visible method during this week. The
frequency of occurrence of lecturing
method used clearly reflects that classroom
teaching is mainly based on traditional
pedagogies. It is naturally high at the
beginning which slightly decreases with
the progression of class work. The
classroom utility of time specifically
favours this method throughout the course

of the class during this week. Now, it can

be projected that prospective teachers are

skewed towards traditional classroom
teaching after getting exposure to 3-week
teaching. It means that classroom culture
has a great effect on new teachers to
transform them into existing practices of
the schools. Questioning and activity
pedagogies are also used during this week
at a reasonable level. In the beginning,
questioning is high while after passing ten
minutes time it turns into an action method
which is natural. It means that students
have a better understanding of the action

method to execute in the classroom. The

240



Nasir, Zafar

demonstration, discussion and Test/quiz
are the least occurring pedagogies
respectively during the class. After passing
fifteen minutes of the class, demonstration
gradually increases as compared to the
other two least occurring strategies.
Discussion and test/quiz are least occurring

pedagogies with little but gradual decrease
up to the end of the class. Among the six
pedagogies used in the classroom during
this week, two (activity and demonstration)
pedagogies have trend upside while

remaining four are decreasing.

S0

as 5.7

40

Lecture

a5 ~ - o
o 6.0 3495 —_— ity
= Ouestioning
A 30
= Discussion
=
= Demonstration
2 25 ull
= Test/ Quizz
= 24,3
% 23.0
o -
¥ 20 28:4
o Activity -Based"
=T

15 13.9 yect/Ouiz%

13.4 12.4
10 BIDZ:Echni:ra:icnr .0
Discussion -
5 5.7 ] N o
o
Week 1 Week 2 Week 3

Figure 6: Relative percentage of class time consumed using different teaching

pedagogies from week 1-3

Fig. 6shows a comparative analysis
of week wise variations in the use of
teaching pedagogies by prospective
teachers with respect to the percentage of
time used for three weeks. Lecturing is the
main method across the weeks with a little
decrease from week-1 to week-2 while in
week-3 it raises up to 45.7% of the class
timing. It appeared that major method in

the classroom is lecturing which is
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supposed to be a more or less natural
pattern. It slightly decreased in week 2 but
elevated in week 3, which is evidence of
reverting back to lecturing as the main tool
of teaching. Actually, this shift reflects that
in the teacher training institutes classroom
teaching through student-centred
pedagogies to prospective teachers is not
enough to support to fence the school

culture and environment. In the first week
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prospective teachers are struggling to use
student-centred pedagogies but later on,
they feel it difficult to continue due to
classroom culture and behaviour of school

administration.

The second best-used method in the
classroom is questioning. It is encouraging
to see that it slightly increased from week
1 to week 2. In fact, questioning is taking
place of lecturing at this stage by gaining
some percentage of the time. It shows the
struggling mind of prospective teachers
towards student-centred pedagogies. But in
week 3 it slightly declined which is due to
prevailing restrictive elements in the
classroom. Overall, a slight increase from
week 1 to week 2 and then decrease to
week 3 is not more meaningful. Week-wise
little change in questioning reflects that
prospective teachers are facing problems to
use this method but they have a tendency
towards students centred pedagogies and
spending a reasonable percentage of time
of the class to this method.

The third method mainly used by
prospective teachers during teaching
practice is activity based teaching. There is
a gradual increase in the use of this method
with the passage of time (from week 1 to
week 3). It seemed that activity-based
teaching is less demanding for prospective
teachers. Present curriculum is activity

based and activities are planned in the

content of the lessons. The prospective
teachers deputed a reasonable percentage
of the class to execute activities in the
classroom. The prevailing level of
activities in the classroom indirectly
supports that teachers have a listening
repository of different pedagogies. |If
prospective teachers are given proper skill
and classroom exposure of student-centred
pedagogies then it can be utilized by the
prospective teachers like activity method.
It seemed that prospective teachers have
the desire to use student-centred
pedagogies but they have not required

skills to use them.

The fourth method mainly used is
the test/quiz. The level of occurrence of
this method is initially high but gradually
falls to the end of teaching practice. The
use of formative assessment during class
discourse is essential to get feedback on
students  learning  which  empower
classroom practices through multiple
pedagogies which outrange the progress of
the class. But it is also considered that
there are many factors which contribute to
deciding the usage of different pedagogies
in the classroom to make it purposeful. All
the time, one method is not workable. The
nature of the content is also important to
see and consider the best way to deliver
this content to the students. In spite of all

these reasons, continuous fall of this
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method is showing that prospective
teachers are losing tendency of using

student-centred pedagogies gradually.

The remaining two pedagogies are
demonstration and discussion which are
least used respectively. The demonstration
is slightly falling from week 1 to week 3
while the discussion is almost the same
throughout. The level of percentage of time
used against these pedagogies is very low
overall teaching practice duration. It is
easily concluded that prospective teachers
have not enough skill to use innovative and
demanding pedagogies. Focus on reading
from a book or learn through lecturing in
the teacher training institute is the wrong
supposition that the prospective teachers
will be equipped to use these strategies
which are practice-oriented. Theories are
entirely different than practices especially
in teaching like profession (Gossert et al.,
2001). The school culture and environment
are not supported even reluctant to use
such pedagogies. Because they think that
the best method is to read the text in the
classroom and ask students to memorise it.
And in this way students memories, it and
in exam questions are based on just recall
and reproduce it on the paper, and get good
grades (Trent, 2012). For this reason,
understanding of the students is not the
main concern of the school administration.

Our current education policy put
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emphasize on the point but just
theoretically. There is a need to involve
teachers and take them in confidence who
are actual implementers of curriculum and
can play role in the classroom to use such
pedagogies to enhance understanding of
the students.

Discussion

Prospective teachers mainly used
lecturing method across the period of
teaching practice which is inversely
correlated with the assumptions on which
newly initiated B. Ed honour program is
footed. Through this program, prevailing
teacher training duration was increased
from 2 to 4 years with a revised curriculum
which mainly focused on student-centred
pedagogies. But the change in the
curriculum would not only be meaningful
when teaching pedagogies to implement
this curriculum would not accordingly use.
In a teaching like profession, the
practitioners in general, idealize someone
from their teachers and then follow them
throughout their carrier. So, change in
curriculum is not an evidence of essential
changes might be occurred in classroom
practices accordingly. There is a need to
get them trained with content knowledge
and pedagogies to meet the demands of the
newly introduced curriculum.  The

prospective teachers have the only
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repository of theoretical information about
different student-centered pedagogies but
not have capacity up to the level that may
utilize them in the classroom adequately. It
iIs very natural if someone has only
theoretical information about a skill it
never can be resulted in the form of
meaningful practice. On the other hand,
this is also a valid notion that lecturing is
almost a natural pattern of the classroom
practices.  Especially in  developing
countries, this pattern mainly prevails
where class size is bigger and lack of
facilities in the classroom. Even lecturing
can be made more useful for students
understanding in such contexts with the
usage of different students engaging

strategies.

Initially, the existence of student-
centred pedagogies is visible but gradually
vanished due to some practical issues. In
spite of exposure issue of the prospective
teachers, they seemed to be with the
struggling mind in the first week. But
classroom environment has an inbuilt
structure to create barriers in the path of
using student-centred pedagogies.
Cooperative teachers have enormous
influence on prospective teachers to obey
their directions and devise the classroom
practices according to their wish. There
opinion that school administration and

parents assert pressure on teachers to

complete coursework in time. If students
centred pedagogies are used then they
waste time and could not complete their
target within the allocated time. There is
another judgment that school teachers do
not like that prospective teacher may
deviate from traditional pedagogies
because they face a problem when
prospective  teacher go back after
completion of their teaching practice.
Students become consistent to new and
attractive pedagogies and demand same
classroom practices from their own
teachers.  Non-  supportive  school
environment and role of administration
also put a bad effect on using innovative
classroom strategies. The basic
requirements  of  students  centred
pedagogies do not prevail in our schools.
So, this strong school culture has a huge
influence on prospective teachers to leave
struggle in such an environment and turn

back to traditional methods gradually.

Generally, the assessment system
determines the nature of classroom
practice. The existing examination system
encourages rote memorization of students
through high grades. So, teachers prefer to
increase reading time through lecturing and
put emphasis on the practice of writing it
time and again through test sessions. As a
result, students get good grades. Hence

exam is a potential agent to change the
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classroom practice otherwise it would not
be possible. There is needed to make
changes in the entire process of education
inculcating the requisites of curriculum

change in the minds of its implementers.

Test/quiz,  demonstration  and
discussion are  simultaneously least
observed pedagogies due to not
nonexistence of these pedagogies in the
school culture. School environment does
not allow change, especially in the
classroom practices because it creates a
challenge for the school teachers later on.
There is also struggle in the form of
test/quiz and demonstration pedagogies but
with decreasing tendency towards the end
of the teaching practice. It can be
supposed, that prospective teachers have
confusion in their minds in using these
pedagogies but with the passage of time,
their confusions turns into reality. On the
other hand, continuous suspect of school
administration may be faded their attention
gradually and it almost diminished to the
end of the teaching practice. Discussion
method has no change and remains the
same throughout from week 1 to 3. It can
be assumed that prospective teachers have
little interest in encouraging students to
involve and participate in classroom
practice. Maybe due to the strength of class

which is very high, it is not practicable to
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create discussions due to highly structured

massive classrooms.

Overall, there is reasonable
evidence of wusing students centred
pedagogies in spite of some serious
barriers. But the decreasing trend of these
pedagogies with the passage of time is
shocking and demanding attention of
stakeholders of education to handle the
situation accordingly. Just change is
curriculum is not an evidence of its
practice. However, exceptional
involvement of schools teachers to own
this change and implement it in true spirit
are vital to getting results of these changes
otherwise no benefit will be outreached
even spending resources and time. There is
need to rightly address the issue altogether,
not only change in curriculum document,
program duration and extended teaching
practice but at equal level need to change
the infrastructure of classrooms, thinking
process of implementers through their
involvement in the process my the mind.
We conclude our discussion by a famous

Asian proverb, “I hear, and I forget. I see,

and I remember. I do, and I understand”.



JRRE Vol.12, No.2 2018

References
Adler, M. J. (1982). The Paideia Proposal:
An Education Manifesto. NY:

Macmillan

Andrabi, T., Das, J., Khwaja, A. J.,
Vishwanath, &Zajonc, T. (2007).
PAKISTAN Learning and Educational
Achievements in Punjab Schools
(LEAPS): Insights to inform the
education policy debate. Retrieved
from
http://www.leapsproject.org/assets/pu
blications/LEAPS_Report_FINAL.pd
f

Andrew, M.D., Cobb, C.D., & Giampietro,
P.J. (2005). Verbal ability and teacher
effectiveness. Journal of Teacher
Education, 56, 343-354.

Anhorn, R. (2008). The profession that eats
its young. Delta Kappa Gamma
Bulletin, 74(3), 15-26.

Ball, D., & Forzani, F. (2009). The work of

teaching and the challenge for teacher
Journal of Teacher
Education, 60(5) 497-511.

education.

Barraket, J. (2005). Teaching Research
Methods Using a Students Centered
Approach? Critical Reflections on
Practice, Journal of Teaching and

Learning practice, 2 (2)

Barrett Kutcy, C. E. B. & Schulz, R.
(2006). Why are beginning teachers
frustrated  with  the  teaching

profession?  McGill Journal of

Education, 41(1), 77-90.

Benard, B. (2003). Turnaround Teachers
and Schools. In B. Williams (Ed.),
Closing the Achievement Gap: A
Vision for Changing Beliefs and
Practices. Alexandria VA:

Association for  Supervision and

Curriculum Development.

Bligh, D. A. (2000). What'’s the use of
Lectures. San Francisco: Jossey-Bass

Boostrom, R. (1991). The nature and
Function of Classroom  Rules.
Curriculum and Inquiry. 21(2), 193-

216

Brophy, J. (1999). Perspectives of
Classroom Management: Yesterday,
Today and Tomorrow. Beyond
Behaviorism: changing the classroom

management paradigm, 43-56

Brownell, S. E. & Tanner, K. D. (2012).
Barriers in Faculty Pedagogical
Change: Lack of Training, Time,

Tensions with

Identity?  CBE-Life

Sciences Education 11, 339-346.

Incentives, and

Professional

Carter, M., & Francis, R. (2001).

246



Nasir, Zafar

Mentoring and beginning teachers'

workplace learning.  Asia-Pacific
Journal of Teacher Education, 29(3),

249-262.

Cochran-Smith, M., & Lytle, S. L. (1999).
Relationships of knowledge and
practice: Teacher learning

communities. Review of Research in

Education, 24, 249-306.

Connell, G. L., Donovan, D.A., &
Chambers, T. G. (2016) Increasing the
Use of Student-Centered Pedagogies
from Moderate to High Improves
Students Learning and Attitudes about
Biology, CBE-Life Sciences Education,
15,1-15

Cole, A. L., & Knowles, J. G. (1993).

Shattered  images:  Understanding
expectations and realities of field
experiences. Teaching and Teacher

Education, 9(5/6), 457-471.

Deal, T. & Peterson, K. (1990). The
principal’s role in shaping school
culture. Washington, D. C.: U. S.

Government Printing Office.

Dollard, N., & Christensen, L., (1996).
Constructive Classroom Management,
Focus on Exceptional Child, 29(2), 1-
24

Edmonds, R.R. (1979). Effective schools

247

for the wurban poor. Educational
Leadership, 37(1), 15-27.

Eison, J. (2010). Using Active learning
Instructional pedagogies to Create

Excitement and Enhance learning

Epstein, A. S. (1993). Training for quality:
Improving early childhood programs
through systematic inservice training.

Ypsilanti, MI: High Scope Press

Fenstermacher, G. (1994). The knower and
the known: The nature of knowledge
in research and teaching. In L.
Darling-Hammond (Ed.), Review of
research in education (Vol. 20, pp. 3—-
56). Washington, DC: American
Educational Research Association.

Flores, M. A. (2001). Person and context in
becoming a new teacher. Journal of
Education for Teaching, 27 (2), 135-
148.

Fredheim, G. (2000). Being a first-year
teacher in Norway. Reading Today,
17 (4), 18.

Garrett, T. (2008). Student Centered and

Teacher- Centered Classroom
Management: A Case Study of Three
Elementary Teachers, Journal of

Classroom Interactions. 43(1)

Gore, J.M. (2001). Beyond our differences:



JRRE Vol.12, No.2 2018

A reassembling of what matters in
teacher education. Journal of Teacher
Education, 52, 124-135.

Gossert, D. K., Cracolice, M. S,
Kampmeier, J. A., Roth, V., Strozak,
V. S., & Varma Nelson, P. (2001).
Peer-led team learning a guidebook.
Upper Saddle River, NJ: Prentice
Hall.

The government of Pakistan (2009).
National Education Policy 2009.

Islamabad: Ministry of Education

Grossman, P., & McDonald, M. (2008).
Back to the future: Directions for
research in teaching and teacher
education. American  Educational
Research Journal, 45(1), 184-205.

Grossman, P., Compton, C., Igra, D.,
Ronfeldt, M., Shahan, E., &
Williamson, P.W. (2009). Teaching
practice: A cross-professional

perspective. Teachers

Record, 111, 2055-2100.

College

Grossman, P., Hammerness, K. &
McDonald, M. (2009). Redefining
teaching, re-imagining teacher

education. Teachers and Teaching:

Theory and Practice, 15(2) 273-89.

Grossman, P., Hammerness, K. M.,
McDonald, M., & Ronfeldt, M.

(2008).  Constructing  coherence:
Structural predictors of perceptions of
coherence in NYC teacher education
programs. Journal of Teacher

Education, 59, 273-287.

Hammerness, K. (2004). Teaching with
Vision: How One Teacher Negotiates
the Tension between High Ideals and
Standardized Testing.
Education Quarterly, 31, 33-43.

Teacher

Hammerness, K. (2006). From coherence
in theory to coherence in practice.
Teachers College Record, 108(7),
1241-1265.

Ingersol, R. (2001). Teacher turnover and
teacher shortage: An organizational
Educational

analysis.  American

Research Journal, 38(3), 499-534.

Igbal, H. M. & Nasir, M. (2009).
Evaluation Study of the Continuous
Professional Development (CPD)
Programme for Teachers

Implemented by the Directorate of

Staff Development (DSD). Lahore:

UNICEF.

Jensen, K., Lahn, L., & Nerland, M.
(2012). A cultural perspective on
professional knowledge and learning.
In K. Jensen, L. Lahn, & M. Nerland
(Eds.), Professional knowledge in the

knowledge society. Rotterdam: Sense.

248



Nasir, Zafar

Kilgore, K., Ross, D. & Zbikowski, J.
(1990). Understanding the teaching
perspectives of first-year teachers.
Journal of Teacher Education, 41, 28-
38.

Klette, K., & Carlsten, T.C. (2012).
Knowledge in teacher learning: New
professional challenges. In K. Jensen,
L. Lahn, & M. Nerland (Eds.),
Professional  learning in  the
knowledge society (pp. 69-84).

Rotterdam: Sense.

Knobloch, N.A., & Whittington, M.S.
(2003).Novice teachers’ perceptions
of support, teacher preparation
quality, and student teaching
experience related to teacher efficacy.
Journal of Vocational Education
Research, 27 (3). Retrieved from
http://scholar.lib.vt.edu/ejournals/JVE
R/v27n3/knobloch.html

Kokkinos, C. M. (2007). Job stressors,
personality, and burnout in primary
school teachers. British Journal of
Educational Psychology, 77(1), 229-
243.

Kyriacou, C., & Kunc, R. (2007).
Beginning teachers’ expectations of
teaching. Teaching and Teacher
Education, 23, 1246— 1257

Lampert, M., & Graziani, F. (2009).

249

Instructional activities as a tool for
teachers” and teacher educators’
learning. The Elementary School
Journal, 109, 491-509.

Learnovation. (2009). Inspiring Young

people to Become Lifelong Learners
in 2025. Vision Paper 1. Brussels,

Menon.

Leithwood, K. (1994). Leadership for

school  restructuring.  Educational
Administration Quarterly, 30(4), 498-
518.

Liu, X. S. (2007). The effect of teacher

influence at school on first-year
teacher attrition: A multilevel analysis
of the schools and staffing survey for
1999-2000. Educational Research and
Evaluation, 13(1), 1-16.

Lundeen, C. A. (2004). Teacher

development:  The  struggle of
beginning teachers in creating moral
(caring) classroom environments.
Early Child Development and Care,
174(6), 549-564.

Melnick, S. A. & Meister, D. G. (2008). A

comparison  of  beginning and
experienced  teachers’  concerns.
Educational =~ Research  Quarterly,
31(3), 39-56.

Myint, M. S. (1999). Japanese beginning



JRRE Vol.12, No.2 2018

teachers’  perceptions of  their

preparation and professional
development. Journal of Education

for Teaching, 25 (1), 17-30.

NEAS (2005). National Assessment Report
2005.  Ministry  of

Government of Pakistan.

Education,

Nerland, M. (2012). Professions as
knowledge cultures. In K. Jensen, L.
Lahn, & M. Nerland (Eds.),
Professional  learning in  the
knowledge society (pp. 27-48).

Rotterdam: Sense Publishers.

Normore, A. H. (2003). The edge of
chaos.Journal of
Administration, 42(1), 55-77.

Educational

Pundak, D. & Rozner, S. (2008).
Empowering Engineering College
Staff to adopt active learning
methods.  Journal  of  Science

Education and Technology 17, 152-

163

Ryan, K. & Cooper, J. (2011). Those who
can teach. New York: Houghton

Mifflin Company.

Reid, J. A. (2011). A practice turn for
teacher  education?  Asia-Pacific
Journal of Teacher Education, 39(4)

293-310.

Ruhland, S. K. & Bremer, C. D. (2002).

Alternative  teacher  certification

procedures and professional
development opportunities for career
and technical education teachers. St.
Paul: The National Research Center

for Career and Technical Education.

Saarnivaara, M. & Sarja, A. (2007). From
university to working life: mentoring
as a pedagogical challenge. Journal of
Workplace Learning 19 (1), 5-16.

Schulz, R. (2005). The practice: More than
practice.
Education, 28(1/2), 147-169.

Canadian  Journal of

Smeby, J.C. (2012). The significance of
professional education. In K. Jensen,
L. Lahn, & M. Nerland (Eds.),
Professional  learning in  the
knowledge society (pp. 49-68).

Rotterdam: Sense.

Stuart, J. & Rutherford, R. J. (1978).
Medical students concentrating on
lectures. The Lancet, 514-516.

Tattoo, M. (1996). Examining values and
beliefs about teaching diverse
students: Understanding the

challenges for teacher education.

Educational Evaluation and Policy

Analysis, 18(2), 155- 180.

Tawil, S. (2003). Two roads ahead for

education - which one should we

250



Nasir, Zafar

take? SW International, 80, 115-119

Trent, J. (2012). From campus to
classroom: a critical perspective on
approximations of practice in teacher
education. Research Papers in
Education, 1-24.

Trigwell, K., Prosser, M. (2004).
Development and use of the
approaches to teaching inventory,

Educational Psychology, Rev. 16.

UNESCO (2015). The Futures of learning
3: What Kind of pedagogies for the
21* Century? Education Research and
Foresight working Papers

Weinstein, C. S. (1990). Prospective
elementary teachers’ beliefs about
teaching: Implications for teacher
education. Teaching and Teacher
Education, 6, 279-290.

Wieman, C. & Perkins, K. (2005).
Transforming Physics Education, Physics
Today

58, 11-36

Yost, D. S. (2006). Reflection and self-
efficacy: Enhancing the retention of
qualified teachers from a teacher

Teacher

education  perspective.

Education Quarterly, 33(4), 59-74.

Yost, D.S., Setner, S.M., & Forlenza-

251

Bailey, A. (2000). An examination of
the construct of critical reflection:
Implications for the teacher education
programming in the 21% century.
Journal of Teacher Education, 51(1),
39-49.

Zafar, 1. & Nasir, M. (2010). Unravelling
the changing pattern of self-confident
of prospective teachers: Transition
from Theory of teaching to practice.
Journal of Behavioral Sciences, 20(2),
15-35.

Zeichner, K. M. (2010). Rethinking the
connections between campus courses
and field experiences in college and
university-based teacher education.
Journal of Teacher Education,
61(1/2), 89-99.



