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SECTION ONE: EXECUTIVE SUMMARY 

 

The study is an evaluation of the Distance Teacher Education Programme (DTEP) 

delivered by Lesotho College of Education. Employing a combination of quantitative and 

qualitative approaches, the study used a large-scale geographically representative survey 

of beneficiary satisfaction levels and in-depth interviews with a wide spectrum of 

purposively selected education stakeholders in order to evaluate the implementation of 

DTEP. In order to do justice to the evaluation of the programme, there was consideration 

of the design of the programme as it relates to the aims and objectives of DTEP. There 

was overwhelming convergence regarding the aims and objectives of the programme 

which pointed to widespread dissemination and buy-in across all stakeholders in the 

evaluation. The programme evidently produced a high number of qualified teachers, 

many of whom reported positively on the skills gained from DTEP. However, it does not 

appear as if the programme made as significant an impact on the proportion of qualified 

teachers in the schools as would have been expected, a phenomenon attributable to the 

decentralised employment policy of the Government of Lesotho which needs to be 

reviewed as is recommended later. 

 

It also emerged from this analysis that there were a number of deviations from the 

original design with no documented justification for such deviations. The capacity 

problems were widely reported on and included late distribution of modules and poor 

learner support. For an ODL programme the failure to support learners adequately, often 

evidenced by poor tutor turn up, emerged as a major weakness. This phenomenon can be 

attributed to the wide variations in intake and the evident failure to build the human and 

material resource base during the initial implementation phase of the programme. The 

most significant finding related to poor monitoring and evaluation which was evidenced 

by a number of reported poor practices. These practices included wide variations in the 

practices and reports of site tutors and coordinators, particularly affecting the quality of 

teaching and learning within rural sites. Furthermore, the lack of monitoring and 

evaluation resulted in failure to reflect on and improve both the modules and the practices 

within the programme.  
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There were widespread reports of irregular admissions of students which would have 

affected the quality of the DTEP product. The irregularities extended to an incentive 

scheme aimed at retaining DTEP graduates in difficult to access schools, the latter even 

requiring a verification exercise. These point to a number of failures in implementing the 

programme as intended. Moreover, the delivery of the programme has failed to keep up 

with developments in ODL, including the use of electronic media and the intern. The 

programme has not sufficiently taken on board modern pedagogic and assessment 

practices that would enhance the quality of the DTEP graduate as an independent and 

lifelong learner. In addition to the lack of monitoring and evaluation, it also emerged that 

there was poor communication between the Ministry of Education and Training as the 

overseer and Lesotho College of Education as the implementer, resulting in a number of 

questions remaining unanswered including questions on deviations from the original 

plan. 

 

Recommendations on a possible restructuring of DTEP are made and include a 

consideration of a continuing professional development programme offered through ODL 

and focusing on specific labour market needs. It will be important to engage further with 

stakeholders and conduct a systematic evaluation of the employment policy and practices 

in order to harmonise the training and employment scenarios as well as develop a well-

informed manpower policy. There is also a need for the college to undertake a systematic 

evaluation of the quality of its product and identify critical areas of training. Therefore, 

while the programme was relevant and largely fulfilled its mandate, it could have been 

implemented better with more systematic monitoring and evaluation systems. Going 

forward, DTEP is still a very relevant programme, but one that would significantly 

benefit from restructuring to redirect it towards more relevant market needs and employ a 

range of modern approaches and technologies that are capable of supporting teaching and 

learning for the distance learners. 
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SECTION TWO: MAIN REPORT 
 

Chapter One: Introduction and Overview of the Study 

 

Introduction to the Main R eport 
 

This evaluation report provides the findings of the evaluation of the Distance Teacher 

Education Programme (DTEP) offered by Lesotho College of Education for the Ministry 

of Education and Training, Government of Lesotho. The primary focus of the evaluation 

was addressed through a comprehensive quality assurance assessment of the programme 

in relation to the following expressed key questions: 

1. How has the programme been implemented? Has the programme achieved its 

objectives? 

2. Is the programme relevant to the existing educational context?  

3. Has the programme been planned properly in terms of objectives, duration and 

resources?  

4. Does the programme satisfy the needs of all or most of the participants?  

5. Is the programme cost-effective, including in relation to the MOET subvention?  

6. How well is this large distance education programme fulfilling its purposes for 

teacher education in Lesotho?  Specifically, are there discrepancies between the 

standards for the design of the distance teacher education programme and the 

actual performance in the field? 

7. Is the DTEP curriculum still appropriate for teacher education, referring to the 

new curriculum and assessment policy? 

8. Is the programme implemented as designed? 

9. How frequent and effective is classroom supervision of DTEP students, especially 

those who are stationed in remote and inaccessible rural schools, in terms of the 

quality of education being provided in such schools? 

10. How adequate and efficient are the contact sessions between DTEP students and 

course tutors? 
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11. How are supervisors’ reports analyzed and how effectively are they used to 

improve the DTEP? 

12. To what extent does the financial burden of participating in the programme, 

including attending face-to-face sessions, enable full participation of the student 

teachers? 

13. How affordable are study manuals to the DTEP student teachers themselves 

(affect their part time study)? 

14. How effectively is learner information collected, stored, and used on a consistent 

basis, and how efficient is the management of information storage and retrieval 

systems? 

15. How effectively are the course manuals distribution processes, the course delivery 

systems, and the student support system being conducted? Do these get to 

students on time? 

16. Do tutors return graded assignments to students in a reasonable time? 

17. Are the courses adequately loaded or not to allow the balance of DTEP students’ 

roles as adults, principals, teachers, and students? Do student teachers do justice 

to teaching and learning? Are student teachers given adequate time to complete 

assignments and examinations?  

18. How best is staff development effected in order to enhance student support? 

19. What is the quality of the DTEP products’ academic and professional competence 

as teachers?  

20. How do DTEP graduates compare to their counterparts in terms of effectiveness 

in the classroom practices?  

An elaboration of the evaluation objectives 

As explained in the Inception Report submitted to the Ministry of Education and 

Training, one of the primary objectives of the introduction of the Distance Teacher 

Education Programme was to address the growing need for qualified teachers following 

the implementation of the Free Primary Education (FPE) programme in Lesotho from 

2000. The introduction of DTEP was therefore part of the Ministry of Education and 

Training’s commitment to international conventions and declarations as well as national 
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policies that are aimed at ensuring the achievement of the Education for All (EFA) goal 

of ‘ensuring that by 2015 all children, particularly girls, children in difficult 

circumstances and those belonging to ethnic minorities, have access to complete, free and 

compulsory primary education of good quality’.  

 

Several other commitments and agreements, including the SADC Protocol on Education 

and Training and the Education Sector Strategic Plan, 2005-2015 (Ministry of Education 

and Training, 2005), are outlined in the inception Report and informing the project. But a 

milestone in the provision of education in Lesotho came with the enactment of the 

Education Act 2010 in March 2010, whose objectives include making basic education 

accessible to all Basotho. These policy documents express a high regard for education 

and skills development for the socio-economic development of the country. 

 

It is against this policy context that this study sought to evaluate the Distance Teacher 

Education Programme by  

¶ Determining the gains of each participant;  

¶ Evaluating the impact of this programme at the grassroots level and the field situation; 

and 

¶ Establishing whether the programme achieved its objectives.  

 

A key document that set out the objectives of DTEP was the Memorandum of 

Understanding (MoU) between the Ministry of Education and Training (MOET) and 

Lesotho College of Education (LCE) regarding the Implementation of the Education 

Quality Enhancement Project, funded by the African Development Bank (ADB III), in an 

effort to:  

¶ Advance the implementation of the Education Quality Enhancement Project; 

¶ Accelerate the GOL efforts in improving access to basic education through 

addressing teacher education quality by in service training; 

¶ Improve teacher education quality at primary (and secondary) level; and 

¶ Enhance LCE’s capacity for sustained continuing professional support and 

opportunities to Lesotho teachers. 
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Background to the programme 

Lesotho College of Education (previously National Teacher Training College) has been 

offering in-service programmes for practising teachers for over three decades now. The 

predecessor to the current Distance Teacher Education Programme is the Lesotho In-

Service Education for Teachers (LIET), for training unqualified primary school teachers 

who were on the job. This programme was offered through distance education and was 

organised in several levels from unqualified teachers holding only a primary school 

certificate through to qualified teachers holding a primary teachers’ certificate who were 

seeking professional development in areas such as educational management.  

 

The programme was a collaborative initiative involving Lesotho Distance Training 

Centre (LDTC), which offered some content courses for primary teachers as well as the 

Internship and In-Service Departments of the then NTTC, which provided support in the 

supervision of trainees on teaching practice. Beside training manuals trainees had access 

to monthly weekend meetings for the students for various ways of supporting learning as 

well as on-campus sessions. Also preceding DTEP was an in-service Primary Teachers 

Certificate (PTC) programme which was developed to replace the LIET programme 

according to the current Director of DTEP. 

 

As indicated in the introduction to the evaluation, DTEP was initiated as a result of the 

introduction of the FPE policy in Lesotho, when children started going to school in large 

numbers. At the same time there was an acute shortage of qualified primary school 

teachers. According to College senior management, the programme was an initiative of 

the Government of Lesotho and targeted high school leavers who had Ordinary Level 

certificates. These trainees were engaged through Teaching Service Department (TSD) to 

help teach in the schools as unqualified teachers with the view that they would later be 

trained through DTEP. At the same time, under-qualified primary school teachers would 

improve their qualification while still on the job and earning monthly salaries. There was 

also a formal arrangement that volunteer teachers, who should not expect payment for 

teaching, should be allowed to train under DTEP. 
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Target groups for DTEP 

The College’s DTEP trained primary school teachers in the following categories: 

1. Unqualified practising primary school teachers who were engaged through the 

Teaching Service Department (TSD) and had at least two years of teaching 

experience prior to admission by the College were admissible into a four-year 

Distance Teacher Education Programme 

2. Under-qualified practising primary school teachers who held teaching certificates 

could enter DTEP in the second year of training and thus completed the 

programme in three years. 

3. Volunteer teachers who were allowed to practise in the primary schools with or 

without payment for the work they do from MOET and from schools were also 

admissible into the programme after a minimum of two years of teaching. 

4. Primary school teachers who were indentified through primary schools in which 

they were practising and were deemed to be very close to the admission 

requirements were also offered a Bridging Course and after successfully 

completing the course were also admissible into DTEP. 

External support 

DTEP was originally conceived and funded through the World Bank through the Second 

Education Sector Development Project (ESDP II). Funding included some infrastructural 

and logistical capacity items such as vehicles for transport and laptops as well as human 

and material capacity items such as the training of lecturers in module development and 

the production of self-instructional material. Funding also covered the payment of part-

time site tutors as well as students’ accommodation and meals during on-campus sessions 

such as face-to-face lectures and examinations. The World Bank documents refer to a 

number of monitoring and support initiatives which were expected to be implemented 

during the course of the ‘project’, but no document is available regarding any evaluation 

or monitoring of the project at this point.  

Background information further shows that in 2003, the World Bank reassured the 

Government of Lesotho that it was, through its Ministry of Education and Training, going 
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to continue supporting the Lesotho College of Education’s capacity to produce teachers 

for schools through the Distance Teacher Education Programme. In declaring so, the 

Bank alluded to the challenge that the Ministry faced at the time. It operated with 25 

percent of either unqualified or under-qualified teachers. This was based on the statistics 

that the Bank cited; there were more than 2000 teachers who did not have a diploma and 

were considered to be either under-qualified or unqualified. The Education Management 

Information System (EMIS) refers to 2442 unqualified teachers constituting 27 percent of 

a total of 8908 primary teachers, a figure which is fairly close to the World Bank figures 

(Ministry of Education and Training, 2003). The expectation was that the Programme 

would help expedite the process of equipping these teachers with a formal teaching 

qualification and skills. Five hundred teachers would graduate in 2005 through the DTEP 

while 250 would graduate every year. To the project partners and the World Bank the 

initial agreement was that only 250 underqualified and unqualified teachers would be 

admitted during the first year of study.  

 

Clearly the introduction of the Programme was a response to the call for the 

implementation of Free Primary Education. To the majority of the interviewees the main 

aim of the Programme was to supply schools with qualified teachers through training 

potential persons who were already in the school system some of whom were serving in 

remote schools. Additionally, qualified teachers would, having acquired professional 

knowledge and skills, contribute to provision of quality education in the primary schools 

across the entire country. Therefore, while the Programme aimed at addressing the 

shortage of teachers in the country it also aimed at contributing to learner retention. A 

further understanding is that the aim and objectives would be achieved without moving 

teachers from their work place while ensuring that they incorporate their teaching 

experience with the new knowledge acquired through their studies. To the interviewees 

and focus group participants the specific objectives, over and above what they saw as the 

main aim of the Programme were improving the subject matter, improving pedagogical 

competences of the teachers, reducing the teacher: pupil ratio and training unqualified 

and under-qualified teachers based in the remote areas so that they continue to serve in 

those areas.  
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The end of the project is rather hazy and unconfirmed recollections of College senior 

management refer to a period in the Ministry of Education and Training when all World 

Bank projects were brought to a rather abrupt halt. The World Bank communications are 

the most comprehensive documents regarding how the project was conceived and reflect 

the most extensive reflections on programme and design issues. 

 

The project has since been funded by the Irish Aid, which covered some selected items, 

and more recently by the Ministry of Education and Training, mainly through subvention 

which appears to have progressively declined over the years. Interviews with the Ministry 

of Education and Training and some of the Lesotho College of Education officials 

revealed that the plan was to monitor the implementation of the Project because timelines 

were set as is practice with all projects that the Government enters into. It was going to be 

assessed and like all projects Government would, as is typical of this body, absorb the 

projects. However, this particular Project could not be absorbed by the Ministry of 

Education and Training.  

 

Interview data further revealed that during the termination of the Project the Lesotho 

College of Education requested the Government to rescue the institution by taking over 

and supporting the DTEP as a College Programme. The request was that the Ministry 

provides support following the implementation strategy that the initial Sponsor followed. 

Absorbing the Programme and honouring the College’s request would mean supporting 

all activities including tuition. However, technically the Ministry could not honour this 

request; it was heavily involved in supporting the Free Primary Education. The most 

critical question that the Ministry raised according to the interview data was that the 

request would involve issues of doing so under the capital that the Ministry provides the 

College with. This would mean including the support under recurrent budget which 

would impact on this budget to the extent of over-stretching it. By implication the request 

presented problems. It could not be financially sustained under recurrent budget. 

Therefore the Ministry could not consider DTEP under the recurrent budget and could 

therefore not cater for it. The Ministry based interviewees indicated that while budget 
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increase is normal the Ministry could not go out of its way to do what the sponsor used to 

do. Nevertheless, a temporary measure was introduced; the relief came under the project 

Fast Track Initiative (FTI) financed by Global Partnership for Education administered by 

the World Bank as trustee as a temporary measure.  

 

The Ministry of Education and Training interviewees further revealed that an incentive 

scheme was introduced. The scheme aimed at attracting qualified teachers to serve in 

difficult to reach schools. Interview data revealed that the scheme has monetary 

incentives; it has provided a relief by providing bursaries to teachers who were serving in 

the difficult areas and were admitted in the DTEP. Unfortunately, some irregularities in 

the implementation of the scheme were picked up although investigations do not 

explicitly point to the perpetrators of the irregular practices (Ministry of Education and 

Training, 2014). Most importantly as revealed by some of the Ministry interviewees, the 

support provided an opportunity to run a bridging programme for teachers who wanted to 

enrol in the DTEP since some did not qualify to enrol in the Programme. It is important 

to note that the bridging course was sponsored by the African Development Bank (ADB) 

and since 2012 when the incentive scheme begun no teacher went through the bridging 

course. 

 

Goals and objectives of DTEP 

The Distance Teacher Education Programme (DTEP) was designed to ‘upgrade under 

and unqualified primary teachers to Diploma level’ (World Bank, 2001). The under-

qualified teachers were expected to be the Primary Teachers Certificate (PTC) holders 

who would be upgraded to Diploma level, while the unqualified teachers would be high 

school graduates with a Cambridge Overseas School Certificate (COSC) who are based 

in the schools and largely recruited to cater for the growing demand for teachers as a 

result of the Free Primary Education programme phased into schools from 2000.  

 

Emerging from our interviews with education practitioners and Ministry officials was 

also a convergence of views with regard to the main aim/objective of DTEP being to 

produce qualified teachers. However, some differences surfaced depending on the area of 
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stakeholders with many interviewed teachers stressing the objective of reducing the 

shortage of teachers at school and the concern ‘to avoid unqualified teachers filling 

positions of teachers who wish to be fulltime at school’. Not surprisingly, teacher 

formations tended to laud the DTEP for providing access to continuing professional 

development for teachers in line with the goals of ‘Education for All’. 

 

Whereas the views of all stakeholders are important, however perceptual, the views of 

principals are worth citing at length because they deal with the products of the 

programme more closely than the rest of the stakeholders. The schools principals who 

participated in the evaluation have positive comments about admission. To the principals 

the LCE has responded to international and local demand by supplying schools with 

qualified teachers in the context of FPE. However, principals are of the view that schools 

are still experiencing difficulties of a supply and demand nature and that therefore teacher 

pupil ratio is still very high. This context is contributory to principals being forced to 

accommodate volunteers who then get allocated classrooms and are mentored. The 

principals congratulate the LCE for playing the major role of admitting the volunteer 

teachers into DTEP and equipping them with teaching skills.  

 

Besides an observation that the LCE is training more teachers, the principals argue that 

the College has added value to continuing professional development as it also admits 

underqualified teachers. A further argument is that the LCE is augmenting the practice of 

in-service which used to be facilitated by the MOET. Without this Programme there 

would be no opportunity to benefit from CPD programmes.  

 

However, there were principals who expressed a different perspective. The DTEP 

graduates are of poor quality. This is blamed on students being taught by high school 

teachers who are not aware of the primary school syllabus. This group of principals 

question the calibre of trainers especially the high school teachers who teach in the 

Programme. To these principals the quality of DTEP learners is poor and as a result 

teachers produced through this Programme are of low quality.  
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In terms of its design, DTEP was supposed to be completed in three or four-years, 

depending on the teacher’s initial qualifications level, with Primary Teacher Certificate 

(PTC) holders joining DTEP in the second year of training, thus the PTC holders would 

be expected to complete the course in three years, while COSC entrants would be 

expected to complete the course in four years. The offering by the Lesotho College of 

Education (LCE) leads to an award of a Diploma in Education (Primary) and was 

designed to be equivalent to the pre-service Diploma in Education (Primary).  

 

The programme was and continues to be delivered through on-campus and off-campus 

sessions, with individual learning supported through the provision of learning materials 

that include learning modules. The programme was meant to be monitored and supported 

through class visits and observations of student-teachers on teaching practice. In the 

programme, there were six regions each with a Regional Coordinator and a number of 

sub-regions called clusters. Off-campus sessions were delivered through these clusters 

with the help of tutors, some of whom were engaged on a part-time basis because of the 

shortage of full-time tutors. Three off-campus workshops were usually held within a 

semester resulting in about one workshop a month. During the workshops, content and 

methods were meant to be discussed and the workshops were to be used to collect 

students’ assignments to be marked, with feedback on marked assignments expected to 

be provided during these sessions. 

 

Each year, one on-campus session was supposed to be held for each of the two groups of 

students (one group comprised first and third year students and the other comprised 

second and fourth year students) using the two vacation periods (June/July and 

December/January vacations) available during the year. The on-campus sessions were to 

be used mainly for revision, where students would have the opportunity to interact with 

each other and with the subject tutors and have access to various resources such as the 

library facilities, as well as for the conduct of examinations. It was also the intention that 

during these sessions, students could put their queries to the College Management and 

have their various concerns addressed. 
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The World Bank (2001) had planned for DTEP to contain critical elements of an open, 

distance and flexible learning programme. These included transforming the curriculum 

through self-instructional material using print, audio, video and other media, developing a 

learner support system that included tutoring, mentoring, counselling, assessing and 

credentialing as well as locating and resourcing learning centres.  

 

As indicated before, the Education Management Information System (EMIS) data 

indicated that there were 2442 unqualified teachers constituting about 27% of the total 

teaching force at primary level. In 2006, the number of unqualified teachers had risen to 

4227 (41% of the teaching force) and appeared to have remained in similar proportions 

until 2010. More recently, the proportion appears to have eased to 36%. Within the 

design of DTEP, enrolments appear to have been central in the funder’s plans. It was 

planned that DTEP would admit 250 newly recruited teachers who need four year 

training in 2002 and admit 100 in-service teachers who need three year training and add 

them to the first cohort’ (World Bank, 2001: 3). The graph below illustrates the extent to 

which the actual implementation deviated from the planned implementation. 

 

 

Figure 1: DTEP Initial Enrollment Plan vs Implementation 
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Therefore, instead of 250 unqualified teachers followed by 100 under-qualified teachers, 

the College admitted 502 students followed by 100 teachers for upgrading from a 

certificate to a diploma. The World Bank was very clear about the justification for the 

admission of 250 students, that the recommendation was based ‘on the current capacity of 

faculty and facility’ (2001: 3). Notably, the World Bank outlined a number of logistical 

and infrustructural problems, all steming from the deviation from the planned 250 initial 

intake, which included failure to reach required standards in ‘assessment and student 

support’ practices (2002: 6). As a result, the World bank called for a feasibility study and 

a revision of the 2003 intake in order to relieve pressure on the College’s logistical and 

infrastructural capacity.  

 

Background to the evaluation of DTEP 

It is important to enunciate the Terms of Reference to some detail as they added context 

to the Evaluation by providing the background to the Distance Teacher Education 

Programme (DTEP). The document highlighted how the introduction of Free Primary 

Education resulted in an ‘acute shortage of qualified primary teachers’. This led to a 

decision to engage O’Level certificate holders to ‘help in’ primary schools with a view to 

training them through a distance education programme, which was set up in 2002. Indeed 

data from the Planning Unit indicate that pupil to teacher ratios gradually dropped from 

48 to 33 in 2013, after having risen from 44 to 48 upon the introduction of FPE in 2000. 

The percentage of qualified teachers in primary schools dropped from 78% to 74% upon 

the introduction of FPE and subsequently dropped as low as 63% in 2004 and apparently 

went as low as 60% reported for 2010. But the most rapid rise in the percentage of 

qualified teachers appears to have been between 2010 to 2013 with a rise of 12% from 

60% to 72%. The evaluation has pointed at problems relating to the inability of DTEP to 

make a direct impact on the number of qualified teachers employed in the primary 

schools, a matter that shall be discussed in some detail later. Another important 

assumption expressed in the document was that DTEP would result in increased retention 

and relevance in the preparation of the teachers in that teachers trained through this 

distance education programme would ‘remain at post and learn by integrating college 

work with their teaching work’. The design of the programme is described in more detail 
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in Chapter Three, but DTEP was generally designed as a continuing professional 

development programme for unqualified and under-qualified primary teachers through an 

open and distance education mode of delivery. 

 

The Regional Open and Distance Policy Framework (SADC, 2012) notes the importance 

that Open and Distance Learning (ODL) has played an increasing the quantity and 

improving the quality of primary teachers and thus advancing the target of Education for 

All. It also outlines the need to improve the capacity of different Member States to 

provide quality open and distance learning that caters for all sectors of society, 

particularly women and rural communities. More recently, SADC drafted the quality 

assurance policy and tools for monitoring the quality of ODL and thus dispelling 

perceptions of this mode of delivery as inferior to conventional schooling. Starting from a 

position that ODL provision is justified in relation to the aims of the programme and is 

not inferior to conventional schooling, the evaluation was conducted in relation to the 

intended goals of DTEP (Calder, 1993; Thorpe, 1994). Therefore, the evaluation was 

aimed at informing practice in DTEP and helping to improve the quality of the 

programme, whilst also providing external funders and stakeholders with the necessary 

information to assist the College and the Government improve the programme.  

 

Education being the highly complex and deeply contextualised phenomenon it is, the 

evaluation carefully considered how the policy was being interpreted by critical 

stakeholders such as student teachers, policy-makers, as well as key interpreters of the 

initiatives, the teachers. It also assessed the conditions that existed on the ground, and the 

extent to which it enabled and/or militated against the successful implementation of the 

programme and the extent to which the different stakeholders held converging views of 

problems and priorities, which competed as well as co-operated to influence decisions 

and outcomes through bargaining, negotiations and compromises (Malen & Knapp, 

1997).  And a particularly important point to bear in mind was the revelation by a study 

on Lesotho’s education policy which raised concerns about missing education sub-

sectoral policies, particularly the absence of a consolidated basic education policy 



Commissioned by MoET, Kingdom of Lesotho 

 14 

(Sebatane & Lefoka, 2007). Therefore, the policy context and the interpretation of the 

objectives of the Programme formed an important foundation for the evaluation. 

 

Rationale 

As 2015 draws near, studies evaluating progress towards the Millennium Development 

Goals are crucial and particularly so given the investments made at primary level in 

Lesotho. One study that has already raised questions regarding Lesotho’s progress is the 

Southern and Eastern Africa Consortium for Monitoring Educational Quality 

(SACMEQ, 2011), which while noting progress made in improving the numeracy and 

literacy skills of Basotho students, revealed that they continue to score well below the 

average of all participating countries, with Basotho students particularly lagging the 

SACMEQ average on higher-order thinking skills. An important comment made in a 

number of education fora relates to the fact that in the same study teachers demonstrated 

mathematics competencies lower than some of their students, an observation that raised a 

lot of critical comments on primary teacher knowledge in Lesotho. Of course, the uproar 

regarding Basotho primary teachers’ low mathematics competencies has to be interpreted 

with some caution and thorough understanding of the context of their training. It has been 

observed that many of teacher trainees in Lesotho come into the programme with low 

entrance requirements (Lewin, Nenty, Ntoi & Mapuru, 1999). Moreover, DTEP does not 

prioritise mathematics as high in the criteria for selection. 

 

It has been observed that teachers are at the heart of quality improvement initiatives and 

therefore attention to the quality of teachers produced would result in improvements in 

the quality of education provided (Darling-Hammond, 1998; Fullan, 2007). However, 

measuring teacher knowledge resulting from teacher education programmes is a complex 

and intricate exercise and the tools used to measure had to go beyond just levels of 

satisfaction, and include actual observations of practice as well as critical incidents in 

order to unpack teachers’ pedagogic content knowledge (Hill, Ball & Schilling, 2008). A 

recent Teacher Training Initiative for Sub-Saharan Africa (TTISSA) report has indicated 

that some of the weaknesses of teacher education programmes in Lesotho are over-

emphasis on content at the detriment of pedagogical knowledge and the poor balance 
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between theory and practice (UNESCO, 2012). Therefore, within the evaluation attention 

was paid on how the programme focused on pedagogic knowledge as well as the 

integration of learning in practice. 

 

Although a number of important studies on primary education and teacher education have 

been undertaken since 2000, no serious interrogation of the quality of teacher education 

provided by DTEP could be found in the period since the implementation beginning in 

2002. There is emerging consensus that higher education institutions in Lesotho need to 

follow the cue from the rest of the sector and abandon the ivory tower concept of higher 

education. This trend has resulted in a strong quality assurance move with growing calls 

for greater accountability and responsiveness within the higher education sub-sector 

(European University Association, 2009; Okebukola, 2010). This period in Lesotho was 

marked by calls for internal quality assurance and self-reflections within higher education 

by international organizations such as the Commonwealth of Learning (Commonwealth 

of Learning, 2014) and the recently established Council on Higher Education in Lesotho 

(Council on Higher Education, 2010). As a result of these various forces, institutional 

reviews have now become both the norm and the law in Lesotho. The evaluation was thus 

called for by the Ministry of Education and Training at a critical stage marking progress 

towards the MDGs and after a period of implementation of the programme.  

Problem 

Given the importance that the Government of Lesotho attaches to education in its quest 

for a highly skilled human development base and the increased resourcing of education in 

general and primary education in particular, the fact that there has not been any 

significant recent comprehensive evaluation of DTEP should be of great concern to 

education planners and practitioners. Initial data analysis indicates that the number of 

qualified primary teachers has grown substantially since the introduction of DTEP in 

2002, but the competencies of the teachers produced in that period have not been 

systematically assessed. In particular, open and distance education provision is quite 

sensitive to resource mobilisation and utilisation as well as quality assurance policies and 

frameworks thus requiring constant reflection and evaluation. Quality open and distance 

learning requires initial and sustained investment in resources and infrastructure, 
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including learning support material, competent teachers as well as educational 

technology. Given the wide geographic and demographic characteristics covered by open 

and distance programme, their evaluations tend to be comprehensive and expensive 

exercises with sophisticated approaches. 

 

As indicated before, documents from the Planning Unit indicate some progress at the 

level of access, with a growing number of qualified teachers since 2002. It is important to 

note that such an approach would need to consider both the progress and setbacks 

experiences and the potentials of DTEP in addressing educational provision and quality. 

These commentaries suggest a very nuanced but comprehensive approach to the 

evaluation suggested below. 

 

Approach to evaluation 

Given the complexity of the field of education, the approach adopted was comprehensive 

and included quantitative analysis of current information as well as qualitative and in-

depth consultation with key stakeholders. 

 

Our approach to the analysis was guided by the following principles: 

¶ Research must be based on rigorous designs; 

¶ Research must be scientific; 

¶ Findings should be based on empirical and verifiable evidence; 

¶ Research must be useful to the client and informed by the client’s needs. 

 

Attention and focus was placed on the importance of the design, implementation and 

utilisation of efficient monitoring, evaluation and research systems. We understand that a 

significant proportion of initiatives and/or programmes fail to achieve their objectives 

because of the absence of empirical research and the absence of a comprehensive 

monitoring and evaluation system. Even more critical is the lack of information on how 

effectively initiatives are able to sustain the delivery of services over time and the extent 

to which projects are able to attain their intended outcomes.   
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At the heart of the evaluation was the understanding that monitoring and evaluation is an 

essential management function that is interactive and mutually supportive. Ideally, 

monitoring and evaluation must be continuously strengthened to enable the organisation 

to respond to the demands for: 

 

Á Greater accountability in the utilisation of resources 

Á A clearer basis for decision making, and 

Á More practical lessons from experience to guide future development 

interventions. 

 

Monitoring and evaluation must be both process and results oriented and provide 

assessments of the relevance, performance and success of initiatives. It is a limitation that 

the researchers observe that no evaluation was undertaken over a long period of 

implementation, and that this evaluation took place at a time when the programme had 

already undertaken a significant transformation. In particular, after a long period of an 

extensively supported period, students experienced a substantial tuition fee increase in 

2012. This clearly would affect their regard for the quality of the programme. 

 

Conceptual Framework 

The Ministry of Education and Training has evidently sought to address the government’s 

human development priority. In recent years, the Government of Lesotho has 

implemented several initiatives to improve education, at the heart of which was the 

introduction of Free Primary Education (FPE). The TTISSA report has observed that the 

primary education sub-sector has been receiving the lion’s share of the education sector 

budget, followed by tertiary education mainly as a result of FPE (UNESCO, 2012). While 

FPE and accompanying measures to open up access to education in Lesotho have had 

positive impact on enrolment rates, there have been some concerns regarding quality and 

efficiency of our schooling as well as the need ‘to improve the actual learning and 

teaching processes in the classrooms and the subsequent learning outcomes’ (Phamotse, 

2003:8). The Southern and Eastern Africa Consortium for Monitoring Educational 

Quality (SACMEQ) study indicated that raised some concerns of the quality of primary 
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education in Lesotho in noting that the levels of reading and numeracy among Grade 6 

students were below those of the Grade 6 students from the rest of the participating 

countries in the region.  

 

Measuring against Access, Quality, Efficiency, Equity and Relevance 

The Consultant’s approach to a comprehensive sector analysis is to assume that the core 

business of the education sector is to implement the intended policy and develop the 

human resource base to support economic growth and provide each individual with the 

capacity to take charge of his/her own destiny. The literature on sector analysis has 

moved away from the unhelpful dichotomy created by concerns about whether the best 

measure of educational outcomes should be educational inputs or educational outputs. 

The debates here are complicated and have tended to revolve around Harbison and 

Hanushek’s contention (1992) that ‘some inputs actually induce resources savings 

substantially larger than their original investment’ (Harbison and Hanushek: 10). 

Although assessing more from formal schooling, these authors therefore suggest that 

eventual gains for the state from improved throughput from education programmes and 

(potentially) more highly qualified individuals may in fact outweigh not only the initial 

inputs – but also comparable gains in resource-rich schools such as provision of 

additional computers or other sophisticated equipment.  

 

There is indication from the TTISSA report that part of the problem of teacher 

education in Lesotho might also lie in the deployment where qualified teachers are not 

being absorbed as would be expected with some schools holding on to their unqualified 

teachers even when qualified teachers become available (UNESCO, 2012). It would be 

expected that a continuing professional development programme using an open and 

distance mode would be able to retain qualifying teachers better. However, it will be 

worth examining the recruitment and retention patterns within the DTEP and not take 

anything for granted. Writing about teacher supply and demand and finances, Lefoka 

and Sebatane (2003) had established that the MOET identification of a range of targets 

designed to improve provision of education in Lesotho implied increasing the output of 

the training system by the Lesotho College of Education (LCE). The study also found 
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that the LCE use of mixed-modes delivery for in-service programmes could be 

considered even for the pre-service programmes. The authors concluded that this mode 

of delivery may or may not result in cost savings, but that it can be translated into 

greater output. The impact would depend on the methods adopted and may have 

implications for quality. It would be important for this study to analyse whether this 

mode has impacted on reduction of costs in training teachers and on the extent to which 

quality has been impacted. 

 

Issues of training within the different modes of delivery have been addressed in other 

studies too. The Teacher Training Initiative for Sub-Saharan Africa (UNESCO, 2012) 

established that there is considerable fragmentation within the teacher education 

programme provision. The study noted an apparent over-emphasis on content knowledge 

to the detriment of pedagogical knowledge. This led to the conclusion that there is need 

for a greater integration of theory and practice, and greater diversity in pedagogical 

programme delivery. This evaluation through analysis of the curriculum and other 

documents used in DTEP would be justified to look into such matters in the context of 

standards in teacher education. 



Commissioned by MoET, Kingdom of Lesotho 

 20 

Chapter Two: Methodology 

The study combined documents review, a survey of students’ perspectives with analysis 

of interviews with various stakeholders within the education sector, including teacher 

formations and the Ministry of Education and Training. The documents were mainly 

those that are dealing with the issues of primary education in relation to quality, access, 

efficiency, equity, relevance, success indicators (Enrolment and graduation rates; 

qualitative and systematic formative reports on attendance and actual teaching and 

learning evaluations) and the general budget allocated to the programme. The documents 

dealing with the Ministry of Education and Training policy on teacher education and 

poverty alleviation strategies in the context of using school as change agent have been 

sourced and were reviewed to provide a firm background to the evaluation. 

 

The population for this study included all the relevant documents on the teacher 

education sub-sector, enrolment statistics since the introduction of DTEP, and the latter 

enabling proper cohort analysis to assess efficiency and quality. Interviews with relevant 

stakeholders included senior officials of the Ministry of Education and Training including 

District resource Teachers and District Education Officers, the school proprietors 

including the Roman Catholic Church (RCC), the Lesotho Evangelical Church (LEC), 

the Anglican Church of Lesotho (ACL) secretaries and Government School supervisor, 

teachers, school boards including parents and community leaders, school supervisors for 

primary education, the Lesotho College of Education and particularly the DTEP students, 

past and current. Formations such as the Teaching Council as well as professional 

associations were interviewed for their views on the general issues of achievements and 

challenges within teacher education in Lesotho as it affects the primary education. 

 

Sampling and Sample 

As a combination of documentary analysis, and interviews with the major stakeholders 

the study reviewed and analyzed relevant documents, survey perceptions on the 

effectiveness of DTEP in achieving its objectives as well as interviews with a wide 

variety of key stakeholders in teacher education. Given that the study was an evaluation 

of the effectiveness of the teacher education programme, and given that this was an open 
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and distance education programme, representativity played a major role in our sampling 

frame. The distribution of the sites strongly suggested multi-stage cluster sampling, and 

taking into consideration the various socio-economic and geographic location of the sites, 

the various clusters forming sites of delivery provided a widely representative sample 

yield.  

 

The units of analysis were thus sites clustered around the regions of the survey. A total of 

35 clusters (out of 42 clusters), representing lowlands (11), foothills (7), mountains (14) 

and Senqu-River Valley (3), provided the sample yield for the visited schools. In each 

cluster, research assistants administered a questionnaire to cover both enrolled and past 

students, aiming for 30 students, where possible. This yielded 864 completed 

questionnaires the majority (72 percent) of whom are females (although the gap closes in 

the mountain location), allowing for some robust statistical manipulation to be 

undertaken. In each cluster students were also interviewed at least one principal covering 

a range of different proprietorship characteristics over the 35 clusters.  

 

Senior researchers conducted site visits in three of the six regional/district centres across 

different locations (one in each of lowland, foothills and mountain regions) to 

complement and validate findings through the following qualitative data collection 

procedures:  

¶ Interviews with senior management in the Ministry of Education and Training 

including the Chief Education Officers (Teaching Services, Tertiary and Primary) 

and Directors (Planning and Teaching Service).  

¶ Interviews with District Education Officers and District Resource Teachers 

(DRT), with one Focus Group Discussion with DRTs, where there is more than 

one DRT available).  

¶ Interviews with senior management of the college including the Rector, Deputy 

Rector (Academic Affairs), the Registrar, the Bursar, the Director and Deputy 

Director (DTEP). 
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¶ Interviews with representatives of proprietors (RCC, LEC and ACL secretaries as 

well as Government Schools Supervisor) representatives of teachers’ formations 

including principals associations. 

¶ Qualitative classroom observations in two schools. 

¶ Focus group interviews with a minimum of five school boards across different 

ecological zones and catering for other socio-cultural backgrounds of schooling. 

 

As indicated in the Inception Report, the sampling frame covered different critical 

characteristics for Lesotho such as ecological zones, administrative districts and 

proprietorship and yielded the following participants.  
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Table 1: Research participants 

Role Constituency Number of 

participants 

Descriptions 

Project overseer MOET 5 ¶ CEO (Teaching service);  

¶ CEO (Curriculum, primary and 

Secondary),  

¶ CEO (Tertiary) 

¶ Director (Planning Unit) 

¶ Director (teaching Services) 

Field-based 

official 

MOET 5 ¶ Education Officers (3) 

¶ District Resource Teachers (2) 

Project 

implementor 

LCE –Senior 

management 

5 ¶ Rector  

¶ Deputy Rector (Academic Affairs) 

¶ Registrar 

¶ Bursar 

¶ Coordinator (Planning and 

Consultancy) 

¶ Director (DTEP) 

¶ Deputy Director (DTEP) 

Field-based 

DTEP personnel 

LCE 15 ¶ Coordinators (5) 

¶ Site tutors (10) 

Education 

stakeholders 

Proprietors & 

associations 

6 ¶ Proprietors (3) 

¶ Teacher formations (3) 

Field-based 

stakeholders 

Principals 

and Boards 

106 ¶ Principals (104) 

¶ Board (2) 

Beneficiaries DTEP 

students and 

graduates 

865 ¶ Current students (354) 

¶ DTEP graduates (511) 
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Data Collection Procedures 

Interviews were conducted with senior officers of the Ministry of Education and Training 

and Secretariat of the school ownership as well as senior members of staff of the Lesotho 

College of Education. These were complemented by focus group discussion guide for 

teachers, teacher formations, school boards and community leaders. The relevant 

documents and statistical bulletins were sourced from the Ministry of Education and 

Training and Lesotho College of Education for review and analysis.  

 

Data Analysis 

The study analyzed in detail the current status of teacher education in relation to the 

following critical issues including the impact of the inputs on access, the quality of the 

output and the efficiency and effectiveness of the management systems. The survey data 

was analysed with the use of Statistical Package for Social Sciences (SPSS™) 

consideration both descriptive elements of the data and analysis of variance using 

covariates such as topological locations, age and graduation period of respondents. 

 

Qualitative data was analysed using a general inductive analysis and an adopted version 

of the Atlas.ti™ which allowed the emergence of themes which were later refined using 

the conceptual framework. Similarly, document analysis was conducted through an 

immersion into the documents, allowing for the critical issues to emerge, which were 

later quantified where possible. Wherever, possible in the presentation of data, the 

responses are referenced in a description of the respondents in order to give voice to the 

analysis. For example, ‘lecturers were excellent’ (33 year-old male from lowlands 

location).  

 

Limitations and delimitations 

It should be appreciated that the commencement of the evaluation study occurs at the 

time approaching examinations which was a singular preoccupation of schools. 

Accessing some of the MoET documents and data during the initial period has presented 

challenges and the documents proved particularly crucial in providing the context and 

thus the bigger picture of issues in the programme. A major limitation in evaluating the 
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programme was the absence of documentation, particularly relating to communication 

between the MOET as the overseer of the implementation process and LCE as the 

implementer. This affects both the original planned implementation and the alterations 

that were made to the implementation process, both which one would expect would have 

been communicated explicitly and justified systematically.  
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Chapter Two: Resources and capacity 

Management and administration of DTEP 

The administrative structure of the programme is headed by a Director and has a Deputy 

Director and Administrative Secretary. There are also coordinators and site tutors. An 

analysis of the qualifications of the personnel managing DTEP indicates that there are 

highly qualified educators involved in the management and administration of the 

programme. The Director is highly qualified, holding a doctoral degree in curriculum 

studies and both him and his assistant have a great deal of experience having been 

involved in a number of the in-service activities of the College before joining DTEP on 

its launch. In fact the Deputy Director’s Masters in Education thesis is on distance 

education. Questions might be asked about the relevance of the qualifications of some 

members of DTEP staff including its Director to open and distance education provision. 

However, the World Bank (2001) had intended to provide a number of professional 

development opportunities for management and practitioners in the programme. 

Unfortunately, the College was unable to provide us with detailed information on courses 

and workshops attended by its personnel in relation to open and distance learning 

provision.  

 

What most respondents to our interviews pointed to was not lack of capacity to run the 

programme, but rather negligence in the monitoring and supervision of the 

implementation process. The World Bank refers to a number of studies including a’ 

feasibility study, annual evaluation and ‘a longitudinal study to evaluate students’ 

progress over their four-year span so as to evaluate the effectiveness of the program and 

to make necessary adjustment and improvement during the process’ (2001: 4). There was 

no evidence of any of this studies being undertaken nor was there much evidence of any 

regular review of the inputs, processes or outputs of the programme in a systematic 

manner.  
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Figure 2: Respondents ratings of DTEP personnel 

There were rather modest levels of satisfaction with the administrative and educational 

support students were receiving from the College at both sites and on campus. One 

student remarked that the ‘college does not have time for us’ and that wardens tend to 

‘lose their tempers with them’ 

 

Disaggregated by regions, there were differences between the different regions with 

Mountain areas and Senqu River Valley displaying significantly higher levels of 

dissatisfaction than Lowlands and Foothills.  

 

Financial resources 

The full details of the revenue and expenditure for DTEP have been difficult to 

reconstruct, partly because it has taken such a long time for any monitoring or evaluation 

to be undertaken. Open and distance programme require a substantial initial investment in 

teaching and learning support material in order to sustain the quality of the offering 

(SADC, 2012). There appears to have been a very comprehensive plan to support the 

inception of the programme as was illustrated by a request submitted to the World Bank 

by the consultant under the DTEP component of the ESDP II.  

 

Table 2: Consultant's request to World Bank 

Item Amount (in Maloti) 

Students Recruitment and Admission Processes 100000  

Curriculum Development of Materials 1743000 

Contact sessions (on and off campus) 2214160 

Impact Assessment/Research 1510000 
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Faculty Recruitment and Training 1530000 

Workshops 953595 

Supporting materials/tasks (PCs, cameras etc.) 13342275 

 

With a substantial portion (56%) of the initial investment aimed at providing supporting 

material including electronic equipment, the conception of the programme had good 

intention for the long term sustainability of a good quality open and distance professional 

development programme. Further communications refer to increased capacity building in 

the programme including training in the development of modules.  

 

A study that evaluated the state of open and distance education programmes in Lesotho 

attested to the superior quality of DTEP’s modules compared with other open and 

distance education programmes in the country (Nyabanyaba, 2012). Unfortunately, in 

some of the programmes compared, there were no modules at all to compare the DTEP 

modules with. Moreover, this evaluation indicates that the modules could have benefitted 

from further improvements over the years since their original development and their 

delivery has been problematic over the years. More significantly, there is no evidence 

whether the proposed supporting materials were actually purchased and have been 

maintained or retained over the years. It then becomes more apparent that the programme 

suffered seriously from declining external support in more recent years as illustrated in 

the finances provided by the college. 

 

Table 3: Reported DTEP revenue and expenditure 

  2011 2012 2013 2014 

Total number of students 1850 2443 1884 1629 

DTEP Tuition Fee                2 232.00                   2 232.00                 2 232.00              4 256.00  

Total fees Collected per year         4 129 200.00            5 452 776.00          4 205 088.00       6 933 024.00  

External Funding         6 723 550.89            6 400 000.00          2 473 278.00                         -    

Total Revenue for DTEP       10 852 750.89          11 852 776.00          6 678 366.00       6 933 024.00  

EXPENDITURE          

Personnel Emoluments 

(Including payments to part 

time staff)         4 995 819.00            5 416 519.00          5 797 261.00       6 032 750.88  

Other Operating Costs         4 365 474.00            5 566 997.00          5 702 727.61       2 653 237.10  

TOTAL EXPENDITURE          9 361 293.00          10 983 516.00        11 499 988.61       8 685 987.98  
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It is evident that external funding was the main revenue source and the graph below 

illustrates the problem experienced by the Programme as external funding declined and 

eventually ended. 

 

 

Figure 3: DTEP Revenue vs Expenditure 

 

Even with the doubling of the tuition fees collected from students, it is evident that the 

programme cannot be sustained in its current form and with the current activities. And 

unfortunately, evidence from students’ ratings also indicates a very significant decline in 

the quality of the services provided as evidenced by delays in receiving modules and a 

reduction in the face-to-face sessions for students including time scheduled for revision 

for examinations. This evaluation has indicated that online provision had not been 

developed at all within this programme and its delivery depended on modules, which are 

now reportedly experiencing serious delays and face-to-face support sessions which have 

been significantly reduced. Therefore, the outlook does not look good at all without 

external funding for the programme. 

 

Human resources 

Evidence provided regarding the tutors involved in the programme indicates that the 

human resource base is quite well developed. As indicated before, the programme was 

directed by a well qualified management team with some grounding in distance education 
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and a lot of experience in professional development and teaching practice. In terms of the 

teaching, the lecturers generally held a post-graduate degree with over 90% (12 out of 13) 

of the tutors also holding a post-graduate degree. Although the ratings by the students are 

perceptual they do make some really important revelations if collected comprehensively 

and analysed intricately. For example, it is evident that the programme has well-

developed human resource base.  

 

Figure 4: Ratings of human resource base 

 

The graph above confirms that the students do appreciate the quality and value of the 

professionals involved in the programme from the administrators to the tutors in the field. 

Although the entire personnel in the programme was generally rated as of sufficient 

quality, it is evident that the lecturers do stand out and the administrators and the tutors 

do have their critics.  

 

The plot becomes thicker when the data are disaggregated by a number of covariates. For 

example, the high ratings of the lecturers were quite universal across most covariates. 

There were some differences in the ratings across different site clusters with urban sites 

generally rating the lecturers rather higher than most rural sites. Following the lecturers in 

terms of their high ratings across different contexts were the administrators. Three 

covariates that made a particular difference to how the administrators were rated were 

age, marital status and the period of study. In general, the older student-teachers and 

graduates appeared to take particular offence with how they were treated by 
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administrators. Comments made included: ‘the administration is too far’ (a 43 year-old 

female from the mountains location); ‘the administrators are (sometimes) not helpful or 

ignore us’ (a 25 year-old male, a 31 year-old female and a 45 year-old female from the 

mountains location and a 27-year old female from SRV); ‘the administrators (scold and) 

are very rude to us as students’ (a 25 year-old, a 27 year-old male and a 30 year-old 

female all from foothills location); ‘administrators do not care and they don’t make 

proper arrangements’ (a 26 year-old and a 31 year-old females all from foothills 

location). Therefore, the common descriptions of the administrators of the programme 

were ‘rude’ by the younger students and ‘not helpful’ by the older students and this gives 

a fairly good picture of what happens when students come to ask for help. The older 

students are/feel generally ignored and possibly get into some confrontations with the 

administrators.  

 

Interestingly, one young respondent (23 year-old) commended that ‘it’s not easy for the 

administrators to help us all because we are too many’ and gave us a picture of this open 

and distance programme which management does not and perhaps is unable to manage it 

because of capacity and sometimes poor prioritisation.  

 

Whereas the variation in the ratings of the administrators appeared to be affected most by 

the location and somewhat by the age of the respondents, that of the coordinators were 

affected by a wide variety of factors including age with the younger respondents more 

critical than the more mature respondents. But the pattern was even clearer in the 

mountain locations rating the coordinators significantly worse than in the urban lowlands 

locations. Mostly it was a case of the coordinator ‘not always available’ (a 25 year old 

female, a 40 year-old female and 45-year old male in a mountains location) and 

occasionally ‘always not available’ (33 year-old female in a mountains location). The key 

word being ‘unavailable and one telling comment being that ‘coordinators actually don’t 

want to spend time in the rural areas’, implies that even when placed there coordinators 

do not actually make themselves available and have been confirmed by some Ministry 

officials to frequently take trips to nearby towns. 
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A number of respondents in the mountain locations added that they felt that there were 

far too few coordinators allocated to their areas (25 year-old male and 33 year-old female 

in mountain area; and 32 year-old in SRV) while a 53 year-old male in SRV actually 

claimed that they had not had a coordinator allocated to their region at all. There was one 

comment regarding a coordinator being unavailable and ‘neglecting’ coordination 

responsibilities in a semi-urban area (38 year-old female in lowlands area). One student 

described a situation where she received absolutely no assistance from either the 

coordinators or the administrators when she complained about her missing marks, a 

situation confirming the rather poor monitoring of the programme (a 35-year old male 

from mountains location). Generally, it does appear to be a combination of the 

programme being stretched beyond capacity and rather lax monitoring of how the 

coordinators carried out their duties. 

 

Unfortunately, there were remarks aimed at coordinators which were probably meant for 

tutors. A number of respondents argued that ‘coordinators are not always available; they 

claim that they are not paid enough’ (23 year-old male in mountain location; 27 year old 

and 36 year-old females in mountains locations; 42 year-old female in SRV). What was 

clear, however, was the fact that tutors were the most negatively rated of the personnel in 

the programme. Again it was a combination of remarks about tutors not being 

‘committed’ and sometimes ‘doing their own business and not helping us’ (35 year-old 

male and female from mountain; a 54 year old male and a 34 year-old male from SRV; 

24 year-old mountain respondent with unspecified gender; 30 year-old female from urban 

area) as well as respondents blaming the college with comments ranging from ‘the 

college does not provide us with enough tutors’ and ‘some tutors try their best, but are 

not paid enough or in time’ (26 year old male from mountain location; 34 year-old female 

from mountain location; 47 year-old female from lowlands location). Therefore, with 

tutors it appears again it was a combination of lack of capacity and poor monitoring of 

the programme implementation. 

 

Site tutors also submit reports and they add further insights into some of the systemic 

problems faced by the programme. Site tutors regularly reported on challenges such as 
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the timing of scheduled classroom visits coinciding with other school activities. They 

generally argued that the number of visits scheduled were too few and on their parts 

blamed botched visits on students not turning up for scheduled classroom visits. In one 

report, the site tutor indicated that ‘one week was not enough to observe twenty or more 

students per site because of the distance between the schools’ and as a result he had given 

priority to forth year students for the observations. Indeed there were reports of occasions 

when the classroom visits had to be abandoned because of ‘financial constraints’. So 

serious was the problem that the site tutors were not paid at all. 

 

Common difficulties expressed by the site tutors included, difficulties to access some 

remote schools and delays caused by transport. According to one report, these delays 

were sometimes caused by ‘communication breakdown with the driver’. A number of site 

tutors reported that some of the schools were so inaccessible that they have had to invite 

student-teachers to a school nearer the tutor to undertake classroom observations. In this 

case, the student-teacher would be relatively unfamiliar with the learners, and the learners 

with him, raising questions about the validity and reliability of such an observation. 

Furthermore, tutors themselves reported problems of delays with course materials and 

delays in their own payments.  

 

Material resources 

Investment in material is a critical to any open and distance programme. Therefore, it was 

important to evaluate the impact of the material resources made available to the learners. 

The learners’ perspectives of the materials is summarised in the table below: 
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Figure 5: DTEP material resources 

 

As can be noted, the majority of the respondents reported that the campus facilities were 

just adequate. However, it became evident when we disaggregated the responses that 

rural-based respondents were significantly unhappy with the campus facilities. Their 

comments indicated that it was not the state of the facilities that they were unhappy with, 

but rather that they were not adequate and were often unfairly administered. Respondents 

reported that the campus facilities were so inadequate that many of them had to stay off-

campus during residentials and the allocation of rooms was often unfairly administered 

with rural-based students more likely to be left out.  

 

The main complaint across the regions was that they recetly had their access to campus 

facilities significantly reduced and were only allowed on campus ‘for exams only’ and 

not for studying purposes (40 year-old and 46 year-old females from lowlands location 

and 31 year-old female from mountains location). Also quite notable was the fact that 

current students and more recent graduates were more likely to express this disatisfaction 

than other past graduates, thus confirming the finding that the significant reduction in the 

time for students to access campus facilities, inadequate as they were, was a recent 

action. 

 

The disadvantage that the rural respondents reported to experience was extended to the 

distribution of modules, with them significantly more dissatisfied with the time it took for 

them to receive the materials. The students reported that they sometimes had to do 
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without modules for the whole year (33 year-old females from foothills location and 

mountains location). 

 

The site facilities were generally rated as either just adequate to below adequate. In fact, 

our assessment of what was rated as adequate would have been rated as quite poor by 

more discerning learners by the state of the site facilities we visited as illustrated below: 

 

  

Picture 1: Classrooms used for site meetings in a mountains location 

 

The use of ordinary conventional school buildings above would be argued to be in a state 

of decline and definitely no facilities for open and distance delivery. While the majority 

of the learners rated the learning materials as just about affordable, there was a high 

proportion of students who rated the materials as unaffordable. While the learners rated 

them as generally about just affordable, their delivery was highly criticised.  

 

What the College depended on almost exclusively was the print material and this section 

will focus largely on those resources.  The Distance Teacher Education Programme 

(DTEP) analysis reviewed the following clusters of modules per level of study: 

Agriculture (4), Arts (4), Commercial and Management studies (2), Creative writing (1), 

Education (4), English (3), Foundation of physical and health education (1), 

Fundamentals of science (1), Home Economics (4), Introduction to Music Literacy (1), 

Introduction to school management and accounting (1). The following are content or 

subject modules: Religious Education, Introduction to Social and Development Studies, 

Sesotho, English, Mathematics, Agriculture and Fundamentals of Science. There are 
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practical subjects which include Home Economics, Arts and Crafts, Introduction to 

Music Literacy and Foundations of Physical and Health Education. Another category is 

that of education and related subjects. This category includes modules on Introduction to 

School Management and Accounting and Education. The latter has two modules one of 

which is for the first semester. There is a module entitled Study Skills which specifically 

focuses on computer literacy.  

  

General structure of the modules 

All the modules are introduced in the form of an overview. The tone of these overviews 

is written in a manner that directly addresses students. The purpose and objectives 

introduce students to the content of the modules. Whether students observe this 

difference and how they react to it would be worth finding out. More specifically, it is 

worth finding out from the students the value they attach to the introduction section of the 

modules.  

 

Purpose and objectives of the modules 

The objectives are clearly spelt out and address the Blooms taxonomy effectively through 

action verbs, especially in the practical subjects. The modules address a part on resources 

but make no indication of the teaching methodology. Student support is also not explicit 

in the modules. Standard forms of assessment used are the assignments.  The 

miscellaneous aspects of the modules are also indicated. In general the objectives are 

clear and well written. The detailed analysis is contained as an appendix. There is 

progression of a similar structure of the various modules from year 1 to year 4, thus 

aiding the student to build skills throughout the module. The module objectives are 

generally actionable; however, there are some which prove difficult to understand. They 

do not quite communicate what the student needs to do. For example, “Carry out, 

Appraise understanding, Employ colour, Employ scheme, Enrich ability, Possess know-

how” etc. In some instances the number of objectives is quite extensive, raising questions 

in one’s mind as to whether all of these objectives are achieved at the end of the module. 
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Arts and Crafts objectives appear to be generally non-specific and deviating from the 

general way in which objectives are stated across the modules.  

 

Content of the module  

The content of each module appears to be suitable to the levels from first to fourth year. 

The concepts discussed are appropriate for each subject matter.  The more illustrative 

modules however, were found to display diagrams which appeared to be more patch work 

and not professionally drawn. At the start of the project, more emphasis was placed on 

the digital design of material but this does not seem to have happened. While it is 

understandable that cost implications could be serious, it is however equally important 

that in this era of advanced technology, some of the content would reflect advanced 

drawings, use of colour to accommodate different learners. The music modules could also 

benefit much from advanced content which reflects modern developments.   

 

The content in some instances reflects an interdisciplinary approach to learning. For 

instance, some of the agricultural modules treat issues related to economics. This is 

positive in that it links with other relevant disciplines. The modules also seem to be 

adequately loaded content-wise in relation to all the levels of the diploma. These modules 

appear to be well written and the content appears accessible. 

 

Resources  

One of the general defining features across all the modules is that students are merely 

referred to a section entitled: further reading. As a standalone document, the module does 

not indicate whether students have other materials they are referred to as resources for 

further reading.  Since DTEP has less contact sessions for the students, it would be 

prudent to include in the section for resource several suggested reading material over and 

above the modules. Digital links for relevant resources could enrich this aspect, 

especially when many students have no access to libraries in the remote areas but may 

have access to a technology especially smart phones.  In the event that there is no 

technology, it would be important for DTEP to find out possibilities of using technology 
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to access resources to make up for the many problems of delivery and /or delays in the 

distribution of material. 

  

Teaching methodology 

The modules do not appear to stipulate clearly what teaching methodologies are 

employed. All the modules have no section on teaching methods or learning styles 

different learners can use to achieve their goals. It would appear important to indicate 

those as they may stand in part for a tutor who is not there to answer questions most of 

the time. This finding is consistent with what Lefoka and Sebatane (2003) also found out 

regarding teaching methods. However, it is important to note that the findings by Lefoka 

and Sebatane (2003) were based in pre-service programmes in the same institution. There 

was no indication that methods suitable for primary schools would be modelled and 

practised in the College. Failure to indicate the teaching methods in the DTEP modules 

would, besides helping the student teachers themselves, model for them that they too 

need to indicate methods to be used in their own teaching. 

 

Assessment  

Assessment is a fundamental part of the learning process in distance education. Across all 

the modules assignments are regular forms of assessment. There does not appear to be 

other forms of assessment except examinations. On the contrary, interview and focus 

group data indicate that students classroom teaching is observed. This is another form of 

assessment. Perhaps the contact sessions could also be utilised for other types of 

assessment in order to cater for different types of learners and augment the assignment 

form of assessment. 

   

Since this is a diploma programme, absence of projects or research seems to be done by 

the students yet it would really be desirable that students write some form of project to 

document their experiences. Experiential learning seems to be fundamental to DTEP, it 

would therefore be important to use the students’ experiences to further illuminate the 

programme.  
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Miscellaneous and conclusion 

Entire presentation of the modules was found to be of commendable standards. There is 

consistency across the modules even though some need review in terms of how they 

formulate the objectives.  Illustrations in the modules although good, could be enhanced 

through use of colour and modern technology.  

 

In conclusion the modules were found to serve as an important tool to provide knowledge 

and support to the students. It may be important to indicate year of publication of the 

module so that changes across the years can be evident. If there are no changes, this 

should be given consideration as information quickly becomes obsolete in these days of 

rapid technological changes.  

 

Teaching practice 

The practice of teaching and learning is probably the most important measure of the value 

and impact of the programme. The value attached to the teaching practice by the student-

teachers was considered a significant measure of the impact of the programme as these 

are direct beneficiaries of the intervention. This is particularly the case if such data were 

collected widely and analysed across a variety of covariates. As part of the evaluation of 

the teaching practice, the respondents were requested to rate the quality of the contact 

sessions and the support provided to their learning. They were also requested to respond 

to two critical incidents in English and mathematics as a measure of their pedagogic 

content knowledge. 

 

Contact sessions 

Although the programme was largely distance, there were some contact sessions aimed at 

complementing the distance component. And as with the ratings of the human resource 

base of the programme, the rating of the contact sessions were largely positive, on face 

value.  
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Figure 6: Evaluation of contact sessions 

 

Respondents generally argued that the content of the sessions were highly relevant and 

the delivery quite effective. In general, students rated the sessions highly and argued that 

they employed interactive methods and their sessions were understandable. Even the 

timetabling of the sessions was generally regarded as acceptable. However, the ratings for 

the timetable differed significantly across regions, with the rural students most 

disadvantaged. Overall, there was a significant difference between the ratings of the 

sessions depending on which period the students were enrolled in the programme, with 

the more recent students and graduates rating the sessions less highly. The most notable 

difference in the ratings is with the level of commitment and this refers to the 

applications of the lecturers and tutors in conducting the session with care and dedication 

to the well-being of the students and the programme. 

 

What is in question is clearly not the competence of the teaching staff nor their interest in 

the subjects they teach even if their teaching approaches are not consistently interactive 

according to the students. It is evident that their levels of preparations and their 

availability were not equivalent to their perceived knowledge levels. Indeed the times the 

tutors made themselves available was a source of much complaints amongst students in 

both the focus group interviews and their qualitative comments in the survey. Comments 
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in the survey included that tutors ‘are not adequately prepared for the sessions’ and even 

harsher remarks such as ‘they are payed (sic) for helping us but they don’t have time for 

us’. Evidently, the main problem is not the competencies of the tutors and lecturers, but 

rather the monitoring of the teaching and learning processes. 

 

Supervision 

The supervision of both the learning process and the teaching practice elements were 

deemed to be critical in this evaluation because of the nature of the programme. In the 

next two sections, the evaluation looks at how the programme was supervised in terms of 

the support provided to the learners who studied largely at a distance as well as how it 

was monitored and how the student-teachers were supported during teaching practice.  

 

Given that this is basically a continuing professional development programme conducted 

through an open and distance mode of delivery, a lot of importance was attached to the 

teaching practice supervision and evaluation in this evaluation. The college made 

documentation of teaching practice evaluation available and this comprehensive 

documentation was complemented by a classroom visit to one quite remote school. Two 

hundred and seventy teaching practice evaluation records from eleven sides were studied 

for the quality of the feedback and the consistency of the approach.  

 

A key finding in relation to monitoring and evaluation of the teaching practice 

supervision was the strong association between each individual educator and a number of 

variables including the scoring pattern, the focus of the observation, the narrative 

comments and even the accuracy of the addition. It would be expected that individual 

educators would have their distinct approaches to the evaluation, but the extent of the 

association suggested that inter-rater reliability was seriously compromised by lack of 

monitoring of the practice of teaching practice supervision and evaluation. Basically, 

depending on which respondent you were faced with as a student you would not only get 

a consistently different scoring pattern (and even different scoring accuracy), but very 

different nature and quality of comments. The variation between the different 

respondents’ scoring patterns, comments and even the addition accuracy was statistically 
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significant (p = 0.05) indicating that who evaluated you actually determined not only the 

score you obtain but also the quality of the feedback you received.  

 

Again looking at the quality of the feedback more closely, and given the importance of 

comprehensive feedback in independent learning situations, it was encouraging to note 

that a fair proportion of respondents provided was found to be quite comprehensive 

feedback. 

 

 

Figure 7: The quality of Teaching Practice feedback 

 

These comprehensive feedbacks included comments that included advice such as ‘Did 

well to provoke thinking, but must give feedback on responses’ and ‘improve on the use 

of groupwork and interactive approaches’. These comprehensive feedbacks were 

distinguished from simplistic judgemental comments such as ‘questioning was used 

effectively’, which did give some validity to the scoring but were often too brief to 

provide helpful advice to the students. However, the main focus was generally on 

describing the pedagogic method applied with particularly the use of ‘discovery’ or 

‘demonstration’ receiving a fair amount of attention from the respondents, often without 

much contextualisation of how these approaches were being applied.  

 

There are a number of evaluation forms with very brief comments or without any 

comments at all. However, what was most disturbing was that these comments were 

strongly associated with different respondents. This implies that different respondents 

adopted their own approaches to the extent that those who consistently provided 
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unhelpful feedback and did not apply their minds to the task sufficiently continued 

unchecked. The wide variation in the foci also implied that there was no opportunity for 

the respondents to meet and agree on the foci and how they are to be reported on and 

even reflect on the results of the evaluations.  

 

Confirming the finding that the classroom observations were not playing as critical a role 

as they perhaps should have in a programme such as this one are the number of no score 

(22 or 8%) and the number of wrong additions (7 or 3%). What was of more concern was 

the finding that the negligence in adding correctly was confined to the same persons. In 

other words, the same people repeated the same mistakes without the system picking it 

up. As a result, while there were some very good practices of providing comprehensive 

and helpful feedback, the evaluation would not have added as much value to the 

programme as it should have because it does not appear as if there was a practice of 

meeting regularly to reflect on the practice and findings of the process. 

 

To conclude this section and complement the quantitative analysis of the evaluation of 

teaching practice, a short scenario from a classroom visit is given below. The researcher 

observed a teaching practice evaluation process conducted in a very rural context. The 

particular respondent generally applied principles of clinical evaluation effectively, 

setting up a pre-observation meeting in which she indicated her focus and also held a 

very effective post-observation meeting in which reflections were held on the actual 

teaching practice session. But what was particularly interesting was that the student-

teacher had taken an assortment of teaching aids including a torch to class all of which he 

put on his desk and went about lecturing students on the topic of light. Credit to the 

teacher, he did note during the post-observation meeting that he had not used the teaching 

aids and argued that our presence had unsettled him to the extent of forgetting his 

teaching aid completely.  

 

To confirm the state of supervision and support received by the students, the views of the 

principals were sought and appeared to confirm that there were some weaknesses in the 

system of supervising and supporting the DTEP students in particular. The principals’ 
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interviews alluded to lack of human resources to support the student teachers during their 

study. Contrasting the institutions approach to full time teaching practice, principals 

noted that the full time learners on teaching practice receive good teaching practice 

supervision by their lecturers as opposed to the DTEP tutors. Comments on 

ineffectiveness pointed to poor communication between the MOET and the College. 

Communication was said to be poor even between the students and the College 

administration especially as regards schedule of classroom observations. The principals 

are of the view that students spend most of their study period alone and that they do not 

seem to benefit from support that ought to be provided in a teaching practice context. To 

this stakeholder, failure to visit students on teaching practice has meant that student 

teachers spent most of their study time without professional support. Interestingly, the 

principals noted that had a feasibility study been carried out it would have revealed issues 

to be addressed in implementing the Programme. 

 

And despite the poor support for teaching and learning, students attended the site 

meetings regularly, as can be observed in the graph below. 

 

 

Figure 8: Site meeting attendance record 
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Attendance was particularly high in the mountain areas and the irony of this is that these 

were the regions that reported poor turn up by the tutors and coordinators. The attendance 

registers further raised questions regarding the monitoring of the site meetings with tutors 

submitting vastly differing formats and wording, some without students’ signatures.  

 

Concluding remarks 

This chapter has reported on the part of the evaluation that focused on the inputs in the 

form of the aims of the programme as well as the human and material resources. The 

overall finding is that the programme aims were relevant and well- disseminated, judging 

by the convergence of perceptions towards its relevance. There is no doubt that the 

financial and material resources fell rather short of the required quality as a result of lack 

of investment in a number of key facilities. The programme could have been 

implemented better if the investment in such key facilities such as ICT as well as the 

monitoring and evaluation of the programme had been conducted regularly and 

systematically. This weakness in this aspect affected the upgrades necessary for the 

modules as well as reflections on the ongoing quality of the implementation of the 

programme. For example, the modules had not been reviewed for a period of over ten 

years. 
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Chapter Three: Programme design and academic practices 

 

Introduction  

In this chapter the evaluation considers the implementation and delivery of the 

programme both which provides an important measure of the academic practices and the 

impact of DTEP. The chapter will outline how the programme was implemented in 

relation to the design as well as critical issues of access, quality and efficiency of the 

programme implementation. DTEP being an ODL programme, there is a lot of 

importance that will be attached to the extent of learners support within this evaluation of 

the programme design and implementation. 

 

Programme design 

As indicated in the introduction chapter, programme design and implementation were 

considered important measures of the impact of DTEP. Originally, the programme was 

designed to take 250 students progressing to an additional 100 second year intake and a 

further 250 first year student intake as described in the introduction chapter. There is 

indication that the College did revise its 2003 first year intake from the 500 it had started 

taking in 2002 to 150, coming fairly close to the recommended capacity. 

  

 

Figure 9: DTEP Enrollments - 2003 - 2006 numbers vs World Bank plans 
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However, enrolments started increasing again the following year, peaking at over 75% of 

what the World Bank considered to be the College’s capacity in 2005. The enrollments 

were maintained at these figures until 2012. This raises serious questions on the strain 

that the enrollments were placing on the College’s capacity.  

 

In addition to recommendations on the revision of enrollments, the World Bank had also 

called for a number of actions to ‘clear the backlog of assessment and revise the 

programme structure’ in order to ensure that teachers are not overloaded and can mark 

and return assessment items in time. In addition, the College was advised to put a quality 

assurance framework in place and consider its leadership and management capacity for 

the Programme.  

 

There were views that the Programme has been properly planned for particularly with 

regard to ensuring that the materials for studying were produced and made available to 

the learners. This was fully recognized at the initial stages of the programme. With regard 

to the curriculum content it seems to have not taken into consideration a distance learner 

without materials needed for such programme. Views about the conceptualization of the 

Programme were shared. To some interviewees this was a well conceptualized 

programme which was demand driven. However, a lot of issues were taken for granted. 

The major conceptualization concern for the Ministry of Education and Training and the 

Lesotho College of Education as partners is that they did not articulate how they were 

going to monitor the implementation of the Programme.  

 

There were views that DTEP was implemented as a project. In that regard the project 

should have been implemented as agreed between the partners being the Ministry of 

Education and Training which is responsible for ensuring that the Programme was 

provided for financially and the Lesotho College of Education being an implementing 

partner with teacher education technical knowledge. There are views that as a 

Programme, DTEP was implemented as was agreed. Implementing the project as agreed 

was seen as an obligation and honouring the Project agreement. 
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Programme implementation to some respondents is with regard to running the 

programme in as far as teaching of students is concerned. Therefore, holding regional 

workshops and in this regard providing students an opportunity to have face-to-face 

interaction with their tutors would have pointed to efficient implementation of the 

programme. Students come to study at the institution during school holidays, have an 

opportunity to interact with lecturers and at the same time use the College facilities 

including the library and internet. This view is however criticized by the students who, as 

pointed out in this report feel they are not getting a fair deal.  

 

Implementation of DTEP as designed 

Specifically, the interviewees were asked to indicate the extent to which the Programme 

was implemented as was designed. Some interviewees were of the view that the agreed 

period was four years. This was going to depend on the level of entry and the type of 

students getting admitted. For an underqualified teacher this was a four year diploma in 

primary education. The College interviewees indicated that the College honoured the 

initial agreement regarding duration of the programme. However, a number of 

divergences have been observed. The major problem regarding implementation is on 

agreed figures; the Ministry and donor partner had agreed on two hundred and fifty (250) 

students. However, the College, perhaps overwhelmed by the number of applicants 

decided to admit five hundred and two (502) students. To the research participants who 

were not part of the negotiations this was not acceptable; it was disregarding the 

agreement. The terms of reference that were agreed upon ought to have been observed. 

An issue raised by students indicates that time for being on campus and for being in 

workshops has been affected too. This study has, in as far as observing the time in 

implementing the Project, established that implementers failed to honour the agreed time 

and adhering to the stipulated terms of reference.  

 

To the interviewees whose area is in the planning discipline, failure to prepare for the 

termination through planning either for its continuity or for closure is one of the serious 

problems they identified.  Treating the Programme as a Project has implied not ensuring 

that it is infused into the normal structures of the College Programmes. A typical example 
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that was advanced was of a situation where an on campus lecturer visits full time students 

to supervise teaching practice. There would be DTEP students in the same school who 

would wish to benefit from the presence of the College lecturer. The pre-service tutors 

would not accept invitation to observe a DTEP student because these were considered to 

be project and not College students.  This view implies that planning for the Project 

termination would not only entail monitoring but would mean learning from the 

Programme and planning for continuing after the project gets terminated.  

 

Central to the implementation process were the extent to which access and quality have 

been addressed. Drawing largely from the perspectives of the various stakeholders, 

particularly the principals, the following sections consider these important elements of 

the implementation process. 

 

Access to DTEP 

Availability of various elements of infrastructure adds value to access of any teacher 

education programme. Some principals who participated in this evaluation have been 

exposed to different infrastructural contexts. It is this group which views availability of 

classrooms, regardless of their status, as acceptable for use by DTEP students. Opposing 

views, however, indicate that at both the main campus and in the centres, infrastructure 

poses as a threat to this distance education programme. Therefore, given the varying 

views regarding infrastructure, it would seem that access cannot be viewed in terms of 

admission only; infrastructure is also key to teaching and learning.  

 

It is therefore not a surprise that, asked to suggest how access could be improved the 

latter group of evaluation participants focused on the following areas: 

1. Proximity of several centres even within the same site. Centres should have proper  

accommodation facilities and qualified human resources to facilitate intensified 

teaching/tutoring; 

2.  

a. Equipped centres with library facility and electronic equipment; 
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b. Improving the programme to the extent that student teachers would be taught 

computers or use of electronic materials; 

c. Access should also include mode of delivery whereby students would access 

electronic materials at their centres to the convenience of students who travel long 

distances to the centres. 

d. Access includes tightening admission criteria to the extent that entry requirements 

are the same as of those who entre pre-service programmes. This way comparison 

between the two College Programmes would be justified.  This means that 

comparison should not be based on curriculum only.  

e. Access also means use of technology to facilitate smooth running of the 

Programme. This means change on forms of communication, assignments, 

payment of tuition and consultations; these should all be done electronically using 

modern technology. Most importantly, technology should be used to improve 

access to studying; access to tutors through emails including submission and 

feedback on assignments as well as receiving additional materials.  

f. Access also means ensuring that people who do not qualify for the Programme are 

provided with bridging causes and that volunteer teachers are considered as 

potential candidates as they would have served in the school system.  

g. Access could be augmented through offering degree programmes for primary 

school teachers, ensuring that the College collaborates with the National 

University of Lesotho so that it can use its facilities. Access would also mean 

allowing teachers to seek well established programmes that can be considered 

similar to full time programmes and Government considering sponsoring students 

who study on part time basis. 

 

Improvement of access  

Although quality is always known to be a nebulous concept, principals who participated 

in this evaluation were asked to comment on various elements of quality. The vignette 

below captures the spirit of the responses about the calibre of teachers produced by the 

DTEP as viewed by one of the principals: “Comparatively, teachers who studied full time 

are of a higher calibre than those who took the DTEP route. This in my opinion is 
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because they have little time with their lecturers. They are only supervised once in their 

duration of study and lack exposure. However, it still differs from person to person”. That 

they are different is captured in views expressed by some of the principals who see them 

as professional, competent, innovative and able to employ methods of teaching acquired 

in the Programme. However, most principals appeared to be more negative about the 

calibre of the DTEP product with some blaming both the College and the DTEP students. 

The College is blamed for not providing professional support during the period of study 

while the students are said to copy or pay lecturers to pass them.  

 

Quality  of DTEP 

Support from schools 

Quality was also viewed in terms of the support provided by primary schools to the 

DTEP students. The principals were of the view that schools provide support to the 

DTEP students and that they do so at various levels. This includes use of classrooms for 

holding workshops, reducing their workload even through engaging volunteers to stand in 

for them whenever they are away on study as well as giving them permission to attend 

workshops or meetings. Giving the DTEP students permission to miss classes in order to 

be at the centre was considered critical given that some have to travel for days prior to 

scheduled workshop dates.  

 

Nonetheless, fewer respondents showed that there is no support from schools as the 

student teachers are not given any transport allowances and their workload is similar to 

that of regular teachers. One of the principals had this to say: “the large teaching loads 

are a problem and it is very hard to rectify because of the shortage of teachers in 

schools”. This group concluded by indicating that there is no support from schools apart 

from allowing them to use classroom. 

Improvement of quality of primary school teachers 

 

The principals seem to be of the view that improvement of quality of primary education 

teachers centres on further education in institutions of higher learning. They therefore see 

teacher improvement as one of the most crucial areas around the quality of education. 
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This should include further education in institutions that are of high standing. They 

suggest that local institutions should consider providing higher education programmes of 

good quality. Presumably such programmes would be cognisant of national teacher 

education needs. The principals also see the LCE and the Ministry of Education and 

Training as capable of providing continuing professional development programmes. They 

therefore suggest that both the MOET and LCE should organise such programmes 

seasonally and provide forums for teachers to voice their teaching challenges and ideas. 

The principals are aware that such training requires some financial input hence the 

suggestion that MOET should fund LCE when they provide training that may not be in 

their regular budget. The principals were of the view that besides continuing professional 

development the principals see participation in professional associations in all subject 

areas having potential for contributing to quality teacher improvement. This view is 

based on experience as members of the Lesotho Science and Maths Teachers Association 

(LSMTA) which has invited the primary school teachers to participate in LSMTA.  

 

DTEP selection processes 

The principals’ views regarding admission into DTEP are in many respects similar to 

those of the rest of other respondents. Some respondents are of the view that the selection 

process is fair as admission is based on set criteria. However, the majority of the 

principals are aware that there is lot of forgery. They are also aware that some of their 

colleagues are involved in admitting people who do not deserve to be admitted in the 

Programme. One of them had this to say: I say this because the process itself seems to be 

very ambiguous; you would find people from form E, or working at Chinese shops doing 

the programme”. A similar sentiment was expressed by another principal: “Corrupt 

principals give false information which makes their relatives or friends qualify for 

selection”. Other concerns expressed by principals are with regard to two important 

points; failure to cater for people with disabilities and tendency to admit a large number 

of candidates from urban areas to the detriment of teacher based in remote areas. 

 

Challenges of financial requirements 
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The overwhelming majority of principals indicate finances as problematic in the 

implementation of DTEP. They are aware that during the projectdays finance was in as 

far as students were concerned, reasonable. Principals are aware that the DTEP project 

period has been terminated and that the end of the project period has negatively imposed 

numerous financial challenges. These include tuition, purchases of learning materials, 

accommodation and meals fees which used to be provided by the College. They argue 

that volunteers admitted in the Programme are not earning any salaries, teachers who 

have grants, because of their low salaries cannot afford to self-sponsor their studies, the 

College charges the students heavy penalties if they do not pay fees on time and that 

increase of the fees has too increased the students’ financial challenges. The principals 

concluded that generally, coming from poor socio-economic backgrounds is the major 

contributory factor to financial challenges. The principals are of the view that some of 

these impacts on heavy penalties due to delays in paying fees and that the College’s 

decision to increase fees had a negative impact on the students. However, very few 

respondents cited finances as not problematic. This group of respondents seem to be 

ignorant of the phasing out of the project period and that students are now expected to 

pay for all items in the Programme as opposed to the Project days.  

 

DTEP’s impact on the quality of teacher education 

The impact is visible only to the ones who have invested their time on both school work 

and practical work. For those who genuinely have a passion for teaching, the programme 

has positively affected quality of teaching. Therefore, DTEP has had a positive impact on 

the quality of teacher education. It has helped student teachers become better teachers. 

The principals are of the view that the Programme has helped in making teachers feel 

confident and competent in their teaching. A general view is that the Programme hasbeen 

able to change a teacher from a low level of competency and professionalism to a fairly 

high level to the extent that after graduation these teachers have proved self-reliant. 

Furthermore, the principals observed that DTEP has provided teachers with the basics of 

new curriculum and its innovations and that they have acquired a wide range of teaching 

methods.  
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Nevertheless, to the majority of the principals there are numerous challenges especially 

with regard to assignments. The DTEP students who are not working in the school 

system do not practice teaching; volunteers tend who absent themselves from teaching 

and cannot be accounted for because of their status. These opposing voices to impact on 

quality indicated that the DTEP has brought about incompetent teachers as they are not 

able to do their work on their own. Principals base their observation on resent programme 

activities; the College has shortened workshops duration, the modules do not reach 

student teachers on time and there is no time for revision. The principals with opposing 

views conclude that under the circumstances the Programme cannot be considered to be 

producing quality teachers and that,compared to full-time learners, part-time student 

teachers are of lower quality because they in the first place did not pass C.O.S.C. that 

well. The principals further pointed out that other than academic abilities, the DTEP 

students and graduates are of low calibre especially as regards ethics and professionalism.  

 

Efficiency of LCE and MOET support 

Cost effectiveness of DTEP 

The principals who reported about the cost effectiveness of DTEP said that it is very 

costly for those not receiving any financial assistance, especially when taking into 

consideration the travelling expenses, tuition fees and the learning materials needed. The 

costs of training through DTEP are therefore high especially given their calibre. The 

DTEP products perform low compared to the expected level therefore there seems to be 

no returns on investment to education. Most notably is the low quality of teachers trained 

under DTEP yet tuition is very high. DTEP graduates lack quality hence they may not be 

good teachers to the students. 

 

To some of the principals cost effectiveness is there to a great extent. This view is based 

on an understanding that the Programme has absorbed the pressure that was brought 

about by the introduction of FPE in the school system. Firstly, in as far as FPE is 

concerned, a large number of teachers is qualified which has contributed to reasonable 

teacher pupil ratio. Secondly, the service provided by DTEP graduates or student-

teachers is valuable. Thus, value has been added in education as the numbers of qualified 
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teachers has increased. It is therefore cost effective; the quality of education has 

improved because of the output of the DTEP. 

 

Suggestions for retention 

Factors militating against DTEP 

The principals who participated in the study identified a number of factors that militate 

against DTEP. These range from financial problems, proximity between schools and 

training centres, practices established by the College which clash with those of the 

Ministry as well as poverty as it relates to the students who enrol in the DTEP. Below is a 

list of factors that were considered to militate against DTEP 

1. Increasing fees although the Programme attracts low salaried personnel; 

2. Political instability and strikes which inhibit the effectiveness of DTEP as these 

erupt during their period of study. Making-up for lost time is not common. This 

may be due to the fact that either their contact sessions are delayed or reduced; 

3. Geographical situation and the distance is a real challenge. The weather also 

prevents them from reaching school used as centres. Student teachers risk their 

lives as some have to cross rivers when they are in flood while some areas are 

inaccessible. Some centres are far from schools in which the student-teachers 

teach. This situation is problematic since accommodation at learning centres is a 

problem since students do not get accommodation to their locations after 

workshops. In fact Boarding space is very limited or none existing;  

4. Corruption practices are common; some people who do not qualify to enrol in this 

programme due to forged certificates.  Teachers with experience are over-looked 

during selection. Those who were not in-service were admitted; 

5. Poverty is a serious problem. Some students struggle to pay registration fees. 

Others are unable to pay their fees and this result in some poor candidates 

dropping out before they complete their studies or undergoing a lot of stress. 

Dropout rates are high at 3rd year because of high tuition fees. Lack of 

employment means that some people treated the Programme as a way of getting 

certificates for the sake of getting paid not to better the quality of primary 

education; 
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6. Some wives are sometimes denied attending workshops by their husbands.  

7. Lack of proper coordination between the Ministry of Education and Training and 

the DTEP students which may be a result of activities of the former not knowing 

the College schedule of activities.  

8. Lack of proper support and monitoring of the DTEP students by the stakeholders.  

9. The idea of volunteering affects plans at school level. Various groups including 

the district education offices and the Minister of education also reject them. They 

were all against the LCE plea for schools to absorb them. 

10. There is also a lot of cheating by students in carrying out their college 

assignments. The assignments are done by others not the learners; so they miss 

the intended objectives. 

11. Limited knowledge of technology and its use.  

12. The resources used to facilitate the Programme are not adequate and do not 

enhance the level of competence of DTEP students.  

13. There is shortage of learning material and contact session sites are far.  

14. The majority of the students are fresh from high school. As a result they require 

more time for training.  

15. Admissions, contact with tutors and lecturers, limited time given at the main 

campus. The DTEP student teachers are not monitored and assessed in their 

practical work. The aim was to produce teachers with qualifications but the idea 

of training them in their work does not seem to have been catered for during the 

Programme conceptualization.  

16. Lack of financial support inhibits the growth and development of DTEP. In 

practical terms the financial constraints have made it hard for the DTEP student-

teachers to pursue their studies in large numbers.  

17. Shortage of tutors and finance to pay tutors. Most of them become bitter towards 

student-teachers whenever their payment has been delayed. The practice of 

engaging new tutors within an academic year creates confusion among student 

teachers.  

18. Lack of funds to be provided by government for purposes of supporting LCE to 

facilitate the running of the Programme.  
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Efficiency of DTEP 

The principals expressed views for and against efficiency of the Programme. On the 

positive site DTEP helps in producing more qualified teachers and has, as a result, been 

able to produce large numbers of graduates who always do their work competently. These 

teachers are able to improvise to ease teaching and learning challenges. The principals 

argued that they have witnessed that the DTEP graduates have succeeded to reach an 

even higher level of education as they have been admitted to a degree level at the 

National University of Lesotho. The Programme was said to be efficient as teachers who 

enrol in this Programme normally succeed in completing it. Reference was made to the 

Primary School Leaving Examination (PSLE) results which have improved compared to 

previous years when the majority of teachers were unqualified. 

 

However, there were opposing views. While the completion rate is very high which 

means that failure rate is low, the DTEP graduates are not good teachers. One of the 

principals indicated that he would not say much of whether high completion rates are due 

to hard work or because most of them get their seniors or university students to do work 

for them. This view was supported by other principals who referred to students not being 

monitored and that as principals they are not informed or involved hence the student 

teachers’ passing examinations cannot be attributed to hard work but mere cheating. 

Therefore the principals question a high pass rate; students pass with distinction and most 

of them complete their studies without much hindrance being posed except for a few who 

had to repeat some modules in mathematics and English. One of the principals even 

questioned assessment procedures asking whether student teachers in the DTEP are 

properly assessed and whether assessment takes into consideration the fact that they are 

not the same as the full-time learners. These principals indicated thatthe Programme 

coordinators may not be aware that most of the assignments they give are done by other 

people other than their students. The principals conclude that efficiency in the context in 

which there is no in-depth knowledge on the dynamics of teaching and where there is 

lack of professional ethics cannot be said to be of high standard. 
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The principal seem to think that the MOET field based personnel is not monitoring the 

student teachers while they are on duty in different schools. The reasons provided in the 

preceding paragraph especially that of malpractice contributes to principals’ views that 

quality is highly compromised since learners are not passing because they deserve so. To 

these principals the programme is highly inefficient.  

 

Finally, the principals are of the view that student teachers do not drop out because of 

poor performance. Instead, they drop out because of financial constraints. However, on 

face value and because they complete their studies and occupy high positions at school 

level, the Programme could, most unfortunately be giving a wrong impression to many 

who might easily consider it to be efficient.   

 

Efficiency of LCE and MOET Support 

The principals are aware that DTEP is a programme that has benefited from the Ministry 

of Education and Training collaborating with the Lesotho College of Education in 

launching it. Therefore, to the schools’ principals the offering of the Programme is a joint 

venture between the two with the MOET having permitted the College to provide 

training.  

 

The principals’ response indicates that it is normal practice for the LCE to support the 

student teachers; they are responsible for their training. However, they have observed 

some inconsistencies. In the majority of cases the tutors hardly visit student teachers to 

monitor them. The tendency is to visit them during their 4th year of study which they 

think might be too late. They also observe that on scheduled meeting or workshop days 

the LCE provides support to student-teachers by providing lectures with transport. In this 

regard some of the principals are of the view that there is enough support as the 

supervisors meet the students from time to time. They indicate that the site tutors are 

almost always there when the students meet. The only problem is that the lectures do not 

come to schools to assess the actual teaching as often as is necessary.  

 

Equity 
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On issues of equity the principals identified two areas; provision of training for people 

with special needs and counselling for registered student teachers. On the issue of people 

with special need, the principals suggest that the College should cater for students with 

special needs and should also provide them with some support. The proposed type of 

student teachers will go back to help teach students with various forms of disabilities. 

They indicated that learners with special needs must be provided with appropriate 

learning material. The students with visual impairment should be assisted with Braille or 

must be referred to other institutions or be funded. The principals further noted that 

training teachers to handle students with special needs will require commitment on the 

part of the Ministry. The MOET will have to commit itself to employing teachers with 

special education in all the primary schools. In situations where schools are not 

appropriately equipped, the learners with disabilities would have to be referred to schools 

with adequate resources for learning and teaching of such pupils. Another 

recommendation by the principals who participated in the evaluation is that the LCE 

should include special education in the DTEP. 

 

The principals also observe that some student teachers drop out of the DTEP. They 

suggest that efforts should be made to reduce the tendency to dropout. In the context of 

dropping out of the system the principals suggest intensifying provision of guidance and 

counselling. They recommended that appropriate approaches should be used for proper 

handling of students and their needs to reduce high dropout and failure rate.  

 

Principals also suggested the offering of a bridging course to ensure that equity is 

realized. Equity, they argued, could be achieved if there was supervision and continuous 

assessment and monitoring of students in the schools in which they teach. This would 

enable them to note their short comings.  

 

Equity was discussed in the context of volunteers who still need to be financially 

supported. These volunteers are considered helpful in that they help close gaps whenever 

need arises and they should be assisted so that they do not drop out.  
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The other recommendation by the principals was on undertaking tracer or longitudinal 

studies. The principals are of the view that such studies would enable the College to 

appreciate what equity entails in their context. The principals make this suggestion basing 

themselves on the need for the DTEP students to be allocated small number of students to 

teach so that they can practice what they learn at the College. In the final analysis the 

principals are arguing for a reasonable pupil teacher ratio across the standards and for 

both DTEP and full time teachers.  

 

Suggestions for retention 

Many of the principals who participated in the study argued that the Programme should 

be retained as it has contributed much to the improvement of primary school teachers. 

However, there were views that it should be sponsored. This group of principals 

suggested that if it continues it should be restructured. Lessons learnt from the current 

Programme offering include the fact that communication and/or collaboration between 

tutors, education inspectors and lecturers has proved minimal. Therefore professionals 

based in the Ministry of Education and Training and the Lesotho College of Education 

should work together amongst themselves and should at the same time involve principals 

to ensure that student teachers are actually learning for the sake of high quality education. 

Secondly, in improving the Programme offering technology should be included to ensure 

that student teachers benefit from use of modern technology.  

 

Some of the principals who are familiar with the Programme being funded suggested that 

even as it is improved funding should be provided for the student teachers to include free 

accommodation especially for those who have volunteered as they do not receive support 

from schools. This means that funding should be structured such that those who can 

afford would not have to be catered for. Regarding the actual training processes, the 

principals suggested a balance between studying and teaching; a workload for student 

teacher who is also teaching should be carefully considered so that they can cope with 

teaching and address their study demands. In this regard the principals advocate for 

improvingthe contact sessions and time for revision and consultations.  
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Another suggestion is on management of the Programme. The outcry is on admission of 

students which to the principals seems to present corruption problems. Therefore in 

revising the entry requirements even other issues which are indicative of corruption 

should be attended to. Therefore there will be need to use modern technology. The other 

view is that quality of the programme depends on it being offered through a full time 

mode. The fear is that the current mode has contributed to poor quality. The College 

should consider a better monitoring model.  

 

There was a group of principals who are of the view that the Programme should be 

terminated. This group is of the view that qualified teachers are not getting employed due 

to the fact that unqualified teachers continue to serve in the school system. Therefore the 

offering has long extended the period of addressing the Free Primary Education demand. 

 

Extent to which the objectives have been achieved 

Some of the questions inquired into the extent to which the objectives have been achieved 

which would mean that the Programme was fulfilling its promise. There were clear 

responses to the question on the extent to which the objectives have been achieved. 

Reference was made to the number of teachers that have graduated from the Programme. 

Related to this understanding is the assumption that they were trained in the specified 

areas as teacher education students.  

 

Views about the extent to which the Programme is fulfilling its promise vary to some 

extent. On the one hand and in as far as the numbers of teachers who have graduated 

from the Programme is concerned, it is fulfilling expectation. This view implies that 

quantitatively the College has not only achieved 2000 or the 32 percent which was the 

initial target but that it has exceeded that expectation. To some participants who are field 

based, this view is based on observable impact; the teacher pupil ratio is gradually 

normalizing. Additionally, some of the schools that were known to operate with 

unqualified teachers are staffed to the satisfaction of some of the Ministry of Education 

and Training field workers including the District Resource Teachers. However, the extent 

to which the quality of the Programme graduate has been achieved is not known.  
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A study to establish the quality of the graduate does not seem to have been carried out. 

Although there is a view that teachers who enrolled in the programme have improved 

their instructional knowledge and skills, there is no statistical information to complement 

this view; the target may have been clear but there were no follow up efforts that 

specifically focused on the output of the programme in terms of numbers and quality. 

However, some of the College interviewees argue that quantitatively the Programme 

objectives have been achieved as illustrated by the number of graduates that the College 

has been sending out during graduation every year since the commencement of the 

Programme. Another assumption from some of the research participants is that the 

number of the target group has been largely reduced. Some of the field-based 

interviewees expressed the view that in one district the number of unqualified teachers 

has declined.  This observation could not, however, be substantiated with statistical 

information.  

 

On the other hand the fact that the College staff is lacking on learner support implies that 

the Programme is not fulfilling its purpose; students are central to the success of the 

programme. The students, who are considered vulnerable given their level of education 

lack of appropriate support means that in as far as quality of education is concerned the 

Programme cannot be considered to be fulfilling its purpose. However, opposing views 

indicate that the Programme graduates are serving in the school system as principals and 

they get admitted in other institutions of higher learning both within and outside Lesotho 

is a good sign regarding fulfilling promise.  

 

However, although there are positive views about the Programme achieving its set goals, 

some interviewees are of the view that qualified teachers in the school system who 

benefited from the DTEP are those who responded to the call to register and study 

through the Programme. This view indicates that in some areas not all teachers responded 

to this call. Some schools are still staffed with teachers who are either not registered with 

the College or seem not to be keen to enrol in the Programme. This view argues that the 

College should reconsider its criteria of enrolling people who are in the school system. 



Commissioned by MoET, Kingdom of Lesotho 

 63 

This view further suggests that the College should give opportunities to people who 

cannot be admitted into higher education because of low symbols to enrol with the 

College. This is a clear indication that the College has an opportunity of having other 

programmes of a similar nature in terms of mode of delivery.  

 

A point of departure that the Programme has contributed to is with regard to the teachers 

who teach in remote areas. Some of the interviewees are of the view that since the DTEP 

students continue to teach or serve in the same schools or in schools in the same locations 

until they have graduated is a positive development. Although some may move out of 

such locations, the view expressed is that they stay in difficult schools. In this regard 

there is a positive development; difficult to access or remote primary schools are 

beginning to be populated with qualified teachers and are benefiting from the 

Programme.  

 

Another Programme that the Ministry initiated, a programme that is also considered to be 

adding value to the remote schools is an incentive scheme. It was revealed that the 

scheme targets teachers in difficult schools too. Both the DTEP and the incentive scheme 

could eventually contribute to ensuring that difficult to access schools operate with 

professional teachers as is the case in other parts of the country. However, other views 

point to the fact that retention cannot be guaranteed; Lesotho does not have a teacher 

placement policy that could ensure that teachers continue to serve in the same locations 

or similar conditions.  

 

Looking at the extent to which the Programme is addressing the needs of the participants 

namely students, site tutors and coordinator and college based tutors, their responses 

indicate that it is indeed meeting their needs. The students are enrolling and completing 

their studies. This includes those who were classified as under-qualified particularly the 

PTC, LIET, and PH holders. Students immediately practise learnt theories and are 

consistently relevant to practice. The part time tutors are benefiting from the programme 

too; they have been exposed to teaching distance education students. Some staff members 

of the College also benefited from the Project; they were trained by experts to produce 
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modules for distance education learners while others were trained at Masters degree level 

which allowed them to learn about e-learning and audio-video materials.  

 

Not all interviewees expressed satisfaction with the programme meeting the needs of all 

participants. Some students who participated in the focus group interviews indicated that 

they were not satisfied by some of the activities within the programme. They made 

reference to being marked by people who are not teaching in the Programme. These 

practices, they argued, affect the quality of the programme. The observation by field 

based personnel point to the practice of marking too. They point out that the practice has 

become a routine and that as a result students earn high marks that they may not deserve. 

Clearly they are not being marked as this critical activity has become a routine. The 

College is privy of incidents of practices that do not adhere to expected assessment 

standards whereby marks are allocated without proper marking.  

 

While there are differing views about the extent to which the programme is implemented 

as was designed, to some interviewees, the practice of holding workshops at site level is a 

clear indication that the Programme is implemented as was planned for. Nevertheless 

even to this group of interviewees there are observations pointing to challenges. Students 

come to workshops having not studied the materials in preparation for the workshops. 

Instead they expect to be taught and some tutors find themselves having to honour the 

students’ demands. Tutors who resort to teaching instead of helping students to learn how 

to learn using materials provided by the institution deviate from the distance delivery 

mode practices or norms.  

 

Termination of Project and Sponsorship 

The difference between a project and a programme was succinctly articulated by some of 

the interviewees; a project has a shorter life span while a programme has a longer one. In 

practice both are evaluated midway during their implementation period. In order to 

ensure that the Project adheres to projects stipulations, timelines are usually set. 

Therefore the MOET terminated the project in 2012 and informed the implementing 
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institution of the decision. However, at the time of the Project termination it had not been 

evaluated.  

 

There are views regarding termination of DTEP contract. It was, to some interviewees, 

terminated before all unqualified and under-qualified teachers could be trained yet this 

was a good programme with very clear objectives. On the contrary, although still viewed 

as a very good project clearly it had to be terminated at the end of the project period. 

Other views, particularly by field based respondents indicate that the College might have 

contributed to the failure to training all the teachers that were targeted. They developed 

entry requirements that would eliminate those who are still in the school system but 

would qualify under the project terms. The consequences of having a criteria, according 

to the field based College personnel, is that it attracts people who qualify because they 

possess good COSC symbols but are not in the school system yet they get admitted. 

Changes implemented while the Programme was running seem to be questioned by some 

of the stakeholders. However the questioning does not seem to analyse their relevance. 

 

The decision to terminate the Project seems to have been received with mixed feelings; 

some voices indicated that the memorandum of agreement has to be observed and that the 

Project had to be terminated at the agreed upon time. A consequence of termination of the 

project was that unqualified and under-qualified teachers who missed the opportunity 

would not, according to the Ministry of Education and Training, continue to serve in the 

school system; they would have to leave the teaching profession. However, some 

interviewees were of the feeling that this decision would not be seen in most regards as 

political and economically expedient.   

 

Those who argue for continuing to offer the Programme indicate that the College should 

consider offering a bridging programme to cater for the teachers who could not 

participate in the training during the project period. However, at the heart of the challenge 

of advocating for the continuation of the programme is the need to empirically establish 

the exact number of teacher-trainees who require such a bridging programme.  
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It would seem that the estimation though was that by the end of the project period all 

teachers who were in the school system would be qualified and would be holding a 

diploma in education credential. Most importantly, that the College decided to increase 

the number of applicants exceeding the agreed figure by double confirms that the project 

could have been terminated earlier.  

 

Chapter Four: Conclusions and Recommendations 

The study was guided by specific questions raised in relation to the implementation of the 

Distance Teacher Education Programme through Lesotho College of Education as 

espoused in the introduction chapter. Overall, DTEP was found to be a very useful 

programme in relation to the needs of unqualified primary teachers for an accessible 

quality primary education and had good qualities of a distance professional development 

programme. A major issue that emerged from the evaluation was the poor monitoring, 

evaluation and support for the programme leading to lack of anticipation for the 

challenges that faced the programme. The key issues will be highlighted in more detail 

below relating them more specifically to the questions raised regarding the design, 

process and impact of the programme. 

The findings indicate that the programme was properly planned, despite the fact that it 

almost entirely emerged as a result of the implementation of the Free Primary Education 

(FPE) programme. It was indeed a reactive rather than a proactive initiative, but it was a 

seriously needed programme even before FPE exerted pressure on teacher needs. Very 

novel plans are enunciated in the communication from the World Bank which 

demonstrated a relatively nuanced appreciation for the initial investment as well as 

continuing evaluation, monitoring and support for the programme. The investments 

described in the original document were comprehensive and would have addressed the 

requirements and upheld the standards for a quality open and distance education 

programme. Unfortunately, there is also no evidence of intensive continuing professional 

development opportunities, particularly in line with rapidly evolving conceptual and 

technological advances in the areas of electronic and open access educational provision. 

There was convergence regarding the objectives of the programme as evidenced by 
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comments by a number of stakeholders who constantly related DTEP to FPE, consistent 

with both the World Bank and Ministry documents. This finding suggests that the project 

was disseminated and the buy-in of the various stakeholders properly sought. 

The modules offered at the college have been evaluated before and currently are superior 

to those offered by other institutions. However, an evaluation of the current status of 

infrastructure and materials in maintaining a quality professional development 

programme indicates that the resources do fall short of the expected standards for open 

and distance education programmes. In particular, there is virtually no employment of 

electronic media including internet and mobile technology which would significantly 

improve access and complement the relatively comprehensive print media. Therefore, 

while the programme was initially well-designed, it has since fallen far behind the current 

requirements for a quality open and distance education programme.  

While the need for qualified teachers as a result of FPE was evident, the scale of the need 

was very casually determined and so even the milestones were not systematically laid 

out. For example, mention of the 2000 teachers needed in the ‘design’ document from the 

World Bank, while close to the 2442 available in the Ministry documents, appears too 

speculative for such an important intervention. Whether some deviations were agreed 

upon informally, as claimed by some members of the College, the programme has not 

been implemented as planned and experienced major challenges affecting quality 

teaching and learning. There were reports of late distribution of modules and 

unavailability of tutors evidently emerging from stretched capacity as well as weak 

monitoring and supervision. These practices have significantly affected the quality of the 

programme and are related to widespread reports of extensive copying of assignments, 

the main form of internal assessment, and frequent reports of intensive cramming for 

examinations and no evidence of authentic assessment of critical thinking and 

independent learning. 

Regarding the duration of the programme, while many students felt that the programme 

was too long and should be reduced to three years, the rest of the respondents argued that 

the slightly longer duration is appropriate for such a part-time programme. The 
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evaluation of the credit loading and the duration of the programme indicated that both 

were adequate. However, the requirements for teachers who are competent and confident 

in the teaching of mathematics and science have not been addressed and many of the 

DTEP graduate remain challenged by the subject. While the views of all stakeholders 

(including direct beneficiaries of the programme) are important, the evaluation of the 

curriculum indicated that it came very close to the level of demand required for a diploma 

programme. Therefore, what was in question was really not the duration, but rather the 

intensity of human and material resources and the commitment of lecturers and tutors in 

the implementation of the curriculum. 

Regarding the key question of whether the programme has achieved its aims, there were 

important perceptions as well as hard evidence. The latter raises more questions than 

answers because of the poor monitoring and evaluation process. Most beneficiaries and 

many stakeholders argued that the programme achieved its aims and this is not a 

groundless perception. Their responses refer to the fact that the programme was aimed at 

producing qualified teachers for primary education in line with the FPE programme and 

this requirement has been largely addressed. The beneficiaries described their gains in 

knowledge in pedagogic aspects as well as deeper knowledge. However, hard evidence 

refers to a number of unanswered technical questions worth noting as a precursor to 

balancing these perceptual responses: 

¶ What happened to the resources and support structures committed at the 

beginning of the programme? 

¶ What drove the deviation from the original planned intake and the increase in 

numbers beyond what the World Bank called the capacity of the programme? 

¶ What were the outcomes of the monitoring, evaluation and support initiatives, 

including the reports from the expert assigned to the programme? 

Moreover, answers regarding the resources refer more explicitly to laptops and the only 

account of their whereabouts relates to the fact that most had broken down. And contrary 

to what is documented senior leadership in the programme talk about the World Bank 

actually recommending the revision of intake upwards to the numbers which were 
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actually taken where the World Bank is said to have observed that the college had the 

capacity to take up double the original figure. Therefore, when answers of empirical 

evidence are not adequately answered, that situation points to serious failings in 

implementing the programme. 

The professional development opportunities for both management and teaching staff were 

recommended, but again there are no records of the nature and relevance of these events 

to the programme. It is important to note that the evaluation indicated that rather than 

capacity, the problems in the management and administration of the programme related 

to poor monitoring and poor support in the teaching and assessment practices rather than 

capacity. Students described how tutors were often late or absent from sessions and how 

their assignments were returned much too late, evidence of poor monitoring and 

evaluation. The poor monitoring and evaluation systems were strongly confirmed by a 

nuanced analysis of the empirical evidence from a large scale survey which indicated that 

while the beneficiaries were largely complimentary of the design and impact of the 

programme, their levels of satisfaction with the service delivery was deeply intricate and 

highly varied at best and quite critical in many areas. 

An analysis of the classroom supervision records indicated wide variations in the 

comprehensiveness of the evaluations and some occasional lapses in aligning comments 

to marks allocated. Similarly, reports submitted by site coordinators were grossly varied 

in format and coverage of issues. These analyses suggest that whether because of 

capacity or the volume of reports, supervision of teaching and learning for the DTEP 

students was, if frequent, rather ineffective. Indeed the frequency of sketchy supervisors’ 

and coordinators’ reports indicated that these reports were not adequately and 

systematically analysed for improvements. Students in rural areas were more critical of 

the support they received from the college and reported incidents of tutors asking them to 

‘stage’ lessons for evaluation in a school nearer and more accessible to the tutor, a 

practice that resulted in extremely superficial and ineffective supervision.  

There are questions that remain unanswered, largely because of the absence of 

documentation and monitoring. For example, it is also not clear how when the college has 
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been producing so many graduates the number and proportion of unqualified teachers in 

schools have continued to rise so sharply. Evidence from the field suggests that the 

reason for this contradiction is the evident problems of the decentralised employment 

policy of the Government of Lesotho. While DTEP, together with the pre-service 

programme, has produced adequate numbers of teachers to fill up the primary schools 

with qualified teachers, there is evidence that there are still a number of unqualified and 

under-qualified teachers in the primary schools. Informants from the interviews indicate 

that many qualified teachers are out of employment, partly because the entry 

requirements sometimes left out unqualified teachers in the system. More significantly, 

there were reports of the recruitment of DTEP student-teachers being abused by schools 

and boards in order to employ preferred but not qualifying personnel.  

The relevance of the programme remains a matter of much contestation and speculation. 

Beneficiaries, particularly students feel that the programme is relevant and equips them 

with very important skills for their practice. This is strongly contested by some 

stakeholders whose perceptions are that the quality of the graduates from this programme 

falls far below that of the pre-service programme. Senior officials, in particular, tended to 

argue that while a continuing professional development programme was still needed, it 

ought to be structured differently and draw on much stronger candidates than is currently 

the case in the admissions criteria within DTEP. In their views and the views of many 

education practitioners, including proprietors, there is need for the recruitment of stronger 

candidates, in line with the demands for an improved curriculum delivery for the primary 

sub-sectors. This is an important position to consider in the light of the SACMEQ 

report’s revelations of only very modest gains in the numeracy and literacy competencies 

of our primary students, a situation that continues to leave us well behind other countries 

in the regions. We also need to pay more attention to the TTISSA report in relation to its 

questions about the relevance and currency of our teacher education curriculum in 

relation to deeper pedagogic content knowledge of our graduates. 

It is evident from the record of finances that the programme was overly dependent on 

external funding. When that ceased to be available fees were quite unaffordable and the 

revenue collected from them was inadequate to cover the cost of a good quality 
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programme. But another question is whether the programme was cost-effective and 

whether it justified the MOET subvention. To the extent that the programme in its current 

format is clearly not sustainable, it is not cost effective, at least not without significant 

government subvention or external funding. Moreover, even with government subvention 

and external funding there appears to have been insufficient foresight to invest in 

substantial human and material resources in order to sustain and improve on the quality 

of the modules and provide comprehensive support for teaching and learning. Evidence 

of the struggles to keep improving on the quality of the programme strongly suggests that 

it is not cost effective in its current form as the recurrent expenditures have tended to take 

up virtually all of the resources available even when there was significant external 

funding. While the students would be expected to carry the burden of the programme, the 

rather abrupt doubling of tuition fees, on the one hand, accompanied by the reduction of 

contact sessions and the poor distribution of modules, on the other hand, resulted in the 

students feeling the burden of financing their own studies rather more than they would, 

thus significantly negatively affecting full participation of the student teachers. 

The most poorly rated aspect of the programme was the affordability of the fees and the 

availability of the learning modules. Students were extremely unhappy with the 

substantial rise in fees while their modules often arrived extremely late. Also quite poorly 

rated were the quality and effectiveness of the contact sessions. Because the time for 

contact sessions prior to examinations had been virtually done away with, students and 

many observers reported that the best that the students could do was cram for their 

examinations, thus significantly compromising the quality of the graduates. Therefore, 

although no irregularities were picked up and the storage and retrieval of students’ 

information appeared to be effective, there were reports of some students getting their 

assignments completed by other students and the marking being rather shoddy. The late 

modules distribution and inadequate contact sessions would have had a significant impact 

on the quality of the graduate from DTEP as well as some poor assessment practices. 

It is important to acknowledge that the situation was progressively made worse by the 

declining external support and this conclusion does not suggest that a more viable open 

and distance professional development programme cannot be conceived. Indeed the 
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experiences gained from the module development could be harnessed to develop a more 

relevant programme based on current approaches and media. It is also crucial to note that 

some of the failings of the initiative are not entirely due to the design or implementation 

of the programme. A prime example is the well-intended decentralisation of the 

recruitment and employment of teachers which was abused by stakeholders. In this 

regard the findings again take us back to the key findings of poor monitoring systems of 

the programme at central level which was evidently more at fault than the college 

practices. In this regard, a number of units are implicated in this problem, including the 

failure of the Teaching Service Department to verify the status of the recruits into the 

schools, as well as the failure of central and field-based officials to pick up irregularities 

in the implementation of the programme, a situation which escalated the admissions of 

ineligible students.  

Key findings 

The following summary of the key findings is intended to facilitate the formulation of 

clear recommendations. It is important to highlight that the Distance Teacher Education 

Programme (DTEP), as a continuing professional development programme, was relevant 

to its original mandate. It is also clear that Lesotho still needs a comprehensive but 

nuanced distance education professional development programme for teacher education. 

However, lack of monitoring and evaluation of DTEP was a critical omission in the 

implementation, resulting in failure to put in place sustainability structures and 

improvement measures. Such structures would have facilitated an efficient running of 

DTEP as a distance education programme and would have provided the College with 

constant opportunity for reflecting on possible improvement areas. Part of the problem 

was the poor communication and documentation between the Ministry and the College 

that resulted in a huge schism in the engagement and reflections on the direction of the 

programme. Also quite key was the finding that the deviations from the original planned 

intake and the lack of evidence of deep and systematic investment in improving the 

human capacity and infrastructure for delivering a modern ODL programme negatively 

affected the capacity of the programme to deliver effectively. Confirmation of the 
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stretched capacity emerged from reports of late delivery of modules and poor services by 

both academic practitioners and administrators. 

 

There is evidence that many of the products could still benefit from a deeper immersion 

in a variety of knowledge areas, including in critical areas such as mathematics and 

science. In addition, the structure of the programme was such that it did not promote 

independent learning and critical thinking skills.  A particular deficiency was the absence 

of modern assessment practices such as Action Research and/or field-base (research) 

projects component of the teaching practice element of DTEP. In fact, while the modules 

remain somewhat superior to those applied by other ODL programmes in the country 

albeit without revisions and improvements, these are highly ineffective without quality 

learner support mechanisms and complementary modern assessment techniques such as 

field-based portfolios that ground the student-teacher learning experiences in current 

practices as well as independent learning and relevant practices. What also emerged is 

that the College produced sufficient numbers of pre-service and in-service teacher 

graduates to make a significant impact on the requirement for qualified teachers in 

Lesotho. However, lack of information on supply and demand issues related to teacher 

deployment has resulted in poor indicators on the extent to which the problem of 

unqualified teachers has been addressed. There is therefore a need for a more systematic 

evaluation of the deployment of graduates along with a clear development of the 

manpower policy within the education sector. 

 

Recommendations 

The following recommendations are drawn from the empirical findings of the evlautaion 

and highlight issues for critical attention: 

1. The future of DTEP – a different type of DTEP - A new Training programme is 

being proposed 

a. Continuing Professional Development offered through an ODL facility 

with a clear focus on developing independent learning and critical thinking 

skills. 

b. There is need for investment in quality open and distance teacher 

education programme with structures and systems that adhere to current 

ODL approaches and facilities. 
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c. Increased focus on labour market needs, including in subject areas such as 

Mathematics and science related fields.  

d. Move towards subject teaching in the primary schools as a strategy that 

can inform quality. 

2. Monitoring of the implementation of high powered decisions and the policy 

contained in official documents (Education Act, 2010) particularly in relation to 

career structure and the position of unqualified teachers in the system – while 

balancing this process with the decentralisation imperative the implementation, 

process has to be depoliticised; 

a. Serous stock taking - is the country still experiencing the problem of 

demand and supply.  

3. In the long term, the Ministry should consider other options for the employment 

of teachers that is not as rigid and one-size-fits-all system whereby teachers are 

currently granted and pensionable. The country should consider teachers who are 

on contract so that if we do not need training the Ministry can then consider other 

options.  

4. There is need for improved communication between the MOET (as an employer 

of all teachers), the teacher education institutions (as training institutions) and the 

National Manpower Development (NMDS) (as a Government scholarship funding 

agency) is extremely important.  

5. There is a need for systematic research and data collection at institutional level in 

relation to two key area: 

a. Evaluation of the quality of the product of the various programmes. 

b. Needs analysis by teacher education institutions in relation to the current 

relevant areas of training as well as niche areas. 

6. There is also need for a systematic evaluation of the supply and demands issues 

within education sector that would inform a manpower policy;  
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Appendices 

Appendix 1: ANOVA Report 

Report  

Respondent         

1.00 Mean 55.4857 2.89 1.9143 8.0000 

N 70 70 70 70 

Std. Deviation 5.04686 1.161 .32938 .68101 

2.00 Mean 39.4444 3.39 2.0000 5.9444 

N 18 18 18 18 

Std. Deviation 3.31169 .778 0.00000 .99836 

3.00 Mean 54.9231 3.31 2.0000 8.0000 

N 13 13 13 13 

Std. Deviation 3.72965 .630 0.00000 .57735 

4.00 Mean 45.5385 3.67 2.0000 6.8205 

N 39 39 39 39 
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Std. Deviation 4.35797 .927 0.00000 .91398 

5.00 Mean 45.1667 5.00 1.9167 7.3333 

N 12 12 12 12 

Std. Deviation 7.22160 0.000 .28868 1.55700 

6.00 Mean 48.0000 4.71 2.0000 7.7143 

N 7 7 7 7 

Std. Deviation 6.75771 .756 0.00000 1.88982 

7.00 Mean 56.3400 4.44 1.9800 8.2200 

N 50 50 50 50 

Std. Deviation 5.57915 .501 .14142 .84007 

8.00 Mean 45.8095 5.00 2.0000 6.9524 

N 21 21 22 21 

Std. Deviation 7.22924 0.000 0.00000 1.39557 

9.00 Mean 42.3750 3.84 .8421 6.5200 

N 16 38 38 25 

Std. Deviation 7.81345 .886 1.00071 1.38804 

Total Mean 50.4837 3.79 1.8067 7.4471 

N 246 268 269 255 

Std. Deviation 8.06338 1.103 .57286 1.24077 

 

 

ANOVA Table 

 Sum of Squares df Mean Square F Sig. 

Score * 

Respondent 

Between Groups (Combined) 8763.015 8 1095.377 36.225 .000 

Within Groups 7166.420 237 30.238   

Total 15929.435 245    

Narrative * 

Respondent 

Between Groups (Combined) 139.276 8 17.410 24.294 .000 

Within Groups 185.601 259 .717   

Total 324.877 267    

Addition * 

Respondent 

Between Groups (Combined) 41.513 8 5.189 29.055 .000 

Within Groups 46.435 260 .179   

Total 87.948 268    

Methods * 

Respondent 

Between Groups (Combined) 138.480 8 17.310 16.861 .000 

Within Groups 252.556 246 1.027   

Total 391.035 254    
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Appendix 2: List of Research Assistants 
1. Bataung Mohapi 

2. Bokang Peete 

3. Khotsang Lemema  

4. Lebakae Seabata 

5. Lehlohonolo Mosola 

6. Lerato Letsapo 

7. Lethaha Mpolokeng 

8. Likonelo Mosoeu 

9. Liphaphang Teboho C. 

10. Makatleho Mafube 

11. Manyakalle Koose L. 

12. Matebello Moloinyane 

13. Meshake Mphatsoanyane  

14. Mohapi Moahloli 

15. Mokone Morahanye 

16. Mosiuoa B Matlama  

17. Motselisi Mosehle 

18. Mpho Maseatile 

19. Nthofela Konyana 

20. Ntsapi Nts'eiseng 

21. Paul Motlake 

22. Phisoana Ramaema 

23. Sechaba Maoeng 

24. Sechaba Potiane  

25. Sina Mashabela 

26. Teboho Ramaisa  

27. Thabiso Matsoele 

28. Thabiso Sekonyela 

29. Thato Rampai  

30. Ts'emane Nyolohelo, B. 

31. Tsosane Tsosane 

32. Tumo Monyose 

33. Zandile Mokoteli 
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