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explored through the pedagogical content knowledge theory and the self-efficacy

theory which is best suited in the instrumental case study.

An instrumental case study was best suited for this study because it provided
extensive and in-depth information on the preparation of geography teachers at the
University of Zambia from the experiences of pre-service geography teachers.
Krusenvik (2016) explains case studies as having the advantage of providing in-
depth relevant data applicable to real life and contemporary human situations. An
instrumental case study helped the researcher better understand one aspect of the
case: the pre-service geography teachers' experiences. A case study is useful when
trying to comprehend circumstances that are not well-known (Leedy & Ormrod,
2005). In this case study, geography teachers’ experiences of the teacher
preparation programme were not well known. With their focus on complex real-life
situations, research outcomes of case studies help to develop new theories and

strengthen previous research without being taken out of context (Krusenvik, 2016).

The researcher was also motivated to employ an instrumental case study design
because it was in line with the research purpose, which sought to comprehend the
experiences of pre-service geography teachers in detail. The selected research
design gave the researcher the advantage of collecting detailed information that
responded to the research questions from the participant's perspective. Starman
(2013) explains that case studies have been primarily utilised and found valuable in

practice-oriented fields like the social sciences, such as education.

4.4.1. Criticisms of case studies

The lack of statistical generalisability of findings to the entire population or non-
representing study results has been highlighted as one of the negatives of employing
case study designs (Chipatu, 2017). Hammersley (2013) explains that arguments
concerning case studies can produce valid generalisations that have been disputed
for a long time. In the context of case studies, unlike with quantitative designs, some
scholars have argued that a researcher can obtain generalisation by availing a
comprehensive account of the entire research process, especially the analysis
process (Seale, 1999), which enables a reader to make their judgement on the
applicability of research outcomes to other known research settings (Seale, 1999). In
this study, a detailed account of the entire research process has been provided to
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enable the readers to make their own judgement about the applicability of the
research outcomes. Woodside (2010) further argues that the primary objective of
case studies is not to generalise research outcomes to the entire population,
however, the aim is to develop and prove a theory. It should be noted that it was not
the aim of this study to generalise the research outcomes of geography teachers’
experiences of their undergraduate teacher preparation programme at the University

of Zambia.

Case studies are also criticised for being subjective in case selection (Starman,
2013) because of the researcher's prior knowledge of the case (George & Bennet,
2005). The researcher’s interactive role in the case study brings potential bias.
However, Starman (2013) argues that knowledge of the selected case is important to
come up with a strong theoretical base and a good research procedure. In this study,

following the required qualitative research procedures reduced subjectivity.

Another area for improvement in using case studies, according to Yin (2009), is the
need for more rigour. The case study is too flexible, such that a researcher may falil
to follow the expected procedure and allow prejudiced views to influence the study
findings (Yin, 2009). Subijectivity in this study was reduced by following all the
research procedures that were expected in qualitative research to ensure the
trustworthiness of the study. Furthermore, Flyvbjerg (2011) explains that more room
for the researcher's subjectivity is allowed in a case study and other types of
gualitative research designs as compared to quantitative studies. On the contrary,
Starman (2013) points to how case studies allow researchers to find what is hidden
within familiar boundaries while examining capability, scalability and available
knowledge.

Like other research designs, case studies also have methodological procedures that
should be followed to avoid biases in the study. Amongst them are diligence and
consistency in the tracking process (George & Bennet, 2005). In this study, the
researcher also engaged another experienced researcher in the same field of study
to check through the interview questions and help with coding to reduce biases by

comparing the work done by two researchers.

Furthermore, in line with the methodological requirements for a case study, this
study has provided a rich and detailed description of the study in Chapter 4, which

has detailed information that readers can utilise to make judgements about the
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transferability of research outcomes to other research settings as advised by Seale
(1999).

4.5. Sampling of participants

The study targeted pre-service geography teachers teaching in secondary schools
who graduated from the University of Zambia from 2014 to 2020. The study targeted
the University of Zambia because it is the highest institution of learning in Zambia
and has also been involved in teacher preparation for a long time. Furthermore, the
University of Zambia is vested with teacher preparation knowledge, considering that
it has spearheaded the development of teacher preparation programmes in colleges

and other upcoming universities.

The study explicitly targeted geography teachers who were teaching in secondary
schools in Zambia for six years or less and had studied at the University of Zambia.
Pre-service geography teachers who had graduated in the previous six years or less
were deemed to have had details of their undergraduate teacher preparation
experiences at their fingertips. Geography teachers who had taught for a few years
in secondary schools were considered to have had rich data on their experiences
during teacher preparation and their experiences in teaching geography in
secondary schools. Their interaction with the University of Zambia and secondary
schools was relatively fresh and promised to offer worthwhile data. Study
participants were teaching in four provinces: Central, Lusaka, Southern and Western
provinces of Zambia. Geography teachers who were teaching in both rural and urban
schools were of interest in this study. The selection of data from four provinces
ensured that in-depth and rich data was collected on geography teachers’

experiences teaching the subject in different school environments.

This study employed purposive sampling to select participants who knew the study
topic to find answers to the research questions. Purposive sampling is a non-
probability type of sampling (Bryman, 2008). Individuals in the population do not
have an equal chance of being selected as a sample in non-probability sampling
(Mugera, 2013). Purposive sampling was mainly utilised to determine the sample
from which data was collected. Miles & Huberman (1994) indicate that qualitative
samples are usually purposive rather than random in quantitative research because

the universe is more limited.
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Purposive sampling enables the researcher to employ their judgement in selecting
cases that best respond to the research question(s) and achieve the stated
objectives of the study (Burns & Grove, 2007; Saunders et al., 2007). Chipatu (2017)
further explains that the researcher depends on their judgement or accessibility to

select the sample.

Considering the nature of this study, which employed the qualitative approach and its
requirements, data for this study, was collected from nine geography teachers who
had studied geography as their major and those who had studied it as their minor.
The researcher utilised purposive sampling as the best sampling technique to
identify and select the participants based on the needs of the research questions.
Purposive sampling had the advantage of allowing the researcher to select
participants with information that best responded to the research questions and met
the purpose of the study.

Quota sampling, a non-probability type, was also employed to ensure that the
experiences of teachers who studied geography as their major and those who took
the subject as their minor were represented. The study aimed to establish the
experiences of both groups of pre-service geography teachers. Purposive sampling
allowed the researcher to collect data from geography teachers well-vested in the

information required to help answer the research questions.

4.5.1. Snowball sampling procedures

The researcher also employed a snowball sampling technique when selecting some
pre-service geography teachers who had taken the subject as their minor. During
data collection, it became difficult to find geography teachers who had taken the
subject as their minor because more geography students take the subject as their
major and most of those who graduated (both those who studied the subject as their
major or as their minor) in the past few years were still unemployed. However, it was
easy to access geography teachers who had taken the subject as their major. More
geography teachers took geography as their major than those who took it as their
minor. It became impossible to find geography teachers in the initially proposed
provinces (Central and Lusaka), and snowball sampling enabled the researcher to
access participants with the characteristics that were crucial in the study. These
were accessed in the Southern and Western provinces of Zambia. Adding two other
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provinces also ensured that rich data was collected from geography teachers
teaching in rural and urban schools of the added provinces. The addition of two
provinces did not affect the study in any way, considering that all the characteristics
of the participants, the data-collecting protocol, the data-collecting instruments and
the purpose of the study remained the same. Neuman (2000) explains that snowball
sampling is practical when a researcher needs to select well-informed hidden
participants (Neuman, 2000). Snowball sampling, also known as the referral
sampling technique, proved the best option when it became difficult for the
researcher to find pre-service geography teachers who took the subject as their
minor in the two provinces earlier proposed as study areas. Some geography
teachers were contacted with the help of the district education board office, which
further helped the researcher find other geography teachers who met the
requirements for the study. Geography teachers contacted further helped the
researcher find other participants using social media platforms that were opened
during their undergraduate preparation and were still in existence after graduation for
continued interaction. Contacted geography teachers informed their former course
mates about the study using social media platforms. The researcher was provided
with contact details of those geography teachers who met the criteria and were
willing to participate.

4.5.2. Research participants

The nature of qualitative studies demands that researchers collect in-depth and rich
data from a few participants (Cresswell, 2014; Yin, 2011). The decision on the
number of participants to be involved in a qualitative study depends on when data
saturation is reached by the researcher (Carson, Gilmore, Perry & Gronhaug, 2001).
Data saturation refers to the stage when information being collected from interviews
continues to be similar without new themes emerging (Carson et al., 2001). Unlike
guantitative studies that give guidelines on sample size, there is no such advice for
gualitative studies, especially in a case study (Carson et al., 2001). Considering the
nature of qualitative studies and research requirements, this study collected data
from nine pre-service geography teachers using semi-structured interviews.
Participants for this study included geography teachers who had studied geography
as pre-service students at the University of Zambia. The participants must have been

teaching geography in rural and urban secondary schools for six years or less. In-
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service geography teachers were excluded from this study, considering that they
were trained mostly through distance education, and their earlier experiences of
teaching in schools could have altered the experiences this study was interested in.
Geography teachers who had graduated from the University of Zambia in 2013 and
earlier were also excluded because their experiences with teacher preparation at the
University of Zambia were considered old in this study, as some aspects of teacher
preparation could have changed over time.

The geography teachers involved were teaching the subject in secondary schools of
Lusaka, Central, Southern and Western provinces of Zambia. The participants of the
study included four geography teachers who had studied the subject as their minor
and five geography teachers who studied the subject as their major teaching subject.
In this study, participants who studied the subject as their major were identified with
the letters Mj while those who studied the subject as their minor were identified with
letters Mn. Furthermore, to distinguish participants from each other, the letter P and
a distinct serial number (1 to 9) were added to the letters Mj and Mn. For example,
participant number 1 who studied the subject as their major was identified with P1Mj
while participant number 6 who studied the subject as their minor was identified as
P6MnN.
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Tablel shows the attributes of geography teachers who participated in this study.

Table 1: Participant attributes

Participant Gender Years of
employment
P1 Major Female 6
P2 Major Male 5
P3 Major Female 2
P4 Major Female 3
P5 Major Male 1
P6 Minor Male 6
P7 Minor Male 5
P8 Minor Male 1
P9 Minor Female 6
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4.6. Research methods: Data collection and generation

In this study, data was both collected and generated by the researcher, considering
that the researcher is part of the research process in qualitative research. Data was
generated as the researcher was involved in the construction and development of
meaning while interacting with the geography teachers during the interview and the
analyisis of documents. Flick (2014) explains that in qualitative research data is
constructed and generated when participants interact with the interviewee and the

documents.

Research has laid down procedures for collecting data and with which instruments
are appropriate for research approaches. According to Yin (1994), a case study has
six data sources: interviews, direct observation, participant observation, archival
records, and physical artefacts. Primary data for this study was collected using semi-
structured interviews. The primary data is collected directly from the participants
using different research instruments (Kombo & Tromp, 2006). In this study, data was
also collected from documents like the University of Zambia geography teacher
education programme materials and the secondary school syllabus. The collection of
primary data from documents complemented the findings from the geography

teachers’ responses to the research questions.

4.6.1. Semi-structured interviews

In this study, the researcher utilised semi-structured interviews to help establish the
experiences of pre-service geography teachers during their undergraduate teacher
preparation. Generally, interview schedules permit the researcher to collect thorough
data using probing questions to clarify unclear questions or get in-depth explanations
for misunderstood responses (Neuman, 2006). According to Yin (2011), qualitative
interviews enable researchers to access in-depth information. Evans & Lewis (2018)
further explain that semi-structured interviews allow in-depth data collection on
people's experiences. According to Zohrabi (2013), a semi-structured interview guide
is a moderate form of an interview to solicit a tremendous amount of qualitative data.
Participants can discuss the issue or topic on their own terms while responding to a
defined topic (Choak, 2012).

The semi-structured interview proved the best-suited instrument because it allowed

the researcher to collect in-depth qualitative data flexibly. Semi-structured interview
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schedules authorised the researcher to probe and encourage participants to
elaborate on responses and even cross-check information (Mulenga, 2015). Semi-
structured interview guides allow the researcher to get thorough data on the same
theme from different participants (Cresswell, 2012). Semi-structured interviews are
developed beforehand to allow participants to discuss unanticipated ideas relevant to
the study (May, 2001). Participants were guided from straying from the topic of
discussion with the help of interview schedules. Semi-structured interviews were
very helpful in collecting contextual and in-depth information on geography teachers'
experiences during pre-service teacher preparation and in-service teaching in

schools.

This study employed semi-structured interview guides as the only data collecting
instrument, considering that it was the best instrument to bring out the information
that responded to the research questions. A semi-structured interview schedule
enabled the researcher to collect data from individual geography teachers whose
perspectives aligned with the demands of the interpretive paradigm adopted in this
study. Responses to the study's aims were best sought from individual geography
teachers' perspectives, which were best acquired through semi-structured interviews.
Adding a data-collecting instrument other than the semi-structured interview was
considered unnecessary because the instrument captured all the important details
sought by the research questions interested in geography teachers' experiences.
The other reason for using semi-structured interviews was the COVID-19 pandemic,
which made it difficult to collect data using methods that needed many participants in

one designated space.

With complete information on the benefits and procedure for conducting an interview,
the researcher collected data from pre-service geography teachers in their
respective schools with permission from the relevant authorities. The researcher
introduced herself by stating her name, position and the institution she was
representing. Furthermore, the researcher explained the purpose of the study and all
the ethical issues regarding their participation. The participants were assured of the
confidentiality of their information before the interview. With their consent and at their
most preferred time, face-to-face and virtual interviews occurred within the
participants' respective schools. The duration of all the interviews was between 40

and 65 minutes. The researcher requested permission from each participant to have
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the interview audio recorded. At the end of each interview, the researcher thanked

each participant.

In this study, semi-structured interviews were conducted following Creswell’s (2014)
suggestions. The table below shows the suggestions given by Cresswell (2014),

and the way the researcher responded to the suggestions.
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Table 2: Factors considered when conducting interviews

S/N Steps in conducting an Study actions
interview
1 Identify the interviewees. In this study the researcher employed purposive and snowball sampling
to identify the geography teachers.
2 Determine the type of interview This study employed semi-structured interview schedules which were
administered physically and virtually.
you will use.
3 During the interview, audiotape the The researcher audio recorded the researchers’ questions and the
questions and responses. geography teachers’ responses, using a smart phone which had an audio
recorder.
4 Take brief notes during the In this study the researcher was also taking brief notes during the
interview.
interview.
5 Locate a quiet, suitable place for Interviews conducted in this study were carried out in physical and virtual
spaces that were free from distractions.
conducting the interview.
6 Obtain consent from the The researcher obtained consent from the geography teachers before
carrying out the interviews. The researcher ensured that all the
interviewee to participate in the participants understood the purpose and use of the data that was being
study collected. Only geography teachers, who voluntarily wanted to
participate, were included in this study.
7 Have a plan, but be flexible. Throughout the interview, the researcher was respectful and courteous to
the participants. The researcher was attentive to the responses
During the interview, stick with the . .
throughout the interview.
questions, but be flexible enough
to follow the conversation of the
interviewee.
8 Use probes to obtain additional In this study, the researcher probed for more information in cases when
the responses were unclear or there was need for detailed information.
information.
9 Be courteous and professional At the end of each interview, the researcher thanked the participant and

when the interview is over.

assured them of the confidentiality of the responses given and also

indicated that the summary of the findings would be availed to them.
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Semi-structured interviews, like other data-collecting instruments, have been
criticised for possibly producing distorted data due to the influence of interviewees'
emotional states (Patton, 2002). Arising from that, the researcher practised breathing
techniques to help create a calm and enabling environment. Furthermore, the
researcher encouraged participants to be accessible throughout the interview and

probed for more information.

4.6.2. Documents

The University of Zambia geography teacher preparation programme structure and
the Zambian senior secondary school geography syllabus were the policy
documents consulted. The documents were of importance to this study as they
contained the general topics that were taught to student teachers during their
teacher preparation and what they were teaching in secondary schools. The
researcher was interested in understanding the university’s geography teacher
preparation programme and the senior secondary school geography syllabus in

connection with the experiences of geography teachers.

After the data was collected using semi-structured interviews and document
analysis, the researcher went ahead to analyse the data to make meaning of the raw
data. The following section discusses the different processes and procedures to

analyse the data.

4.7. Data analysis

Flick (2013, p.5) defines qualitative data analysis as the classification and
interpretation of linguistic or visual material to make statements about the implicit
and explicit dimensions of meaning-making in the material and its representation.
The researcher in qualitative data analysis attempts to understand the data collected

by organising the data into meaningful patterns using words.

Interview data collected in this study was analysed using thematic analysis, while
content analysis was employed to analyse data collected from documents. The data
analysis phase was informed by the pedagogical content knowledge theory and the
self-efficacy theory as the theoretical frameworks for exploring pre-service
geography teachers' experiences of their undergraduate teacher preparation
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programme and after employment. Furthermore, data analysis was also informed by

the interpretive paradigm, which views experiences as subjective to individuals.

In qualitative research, data analysis has different aims. Flick (2013) elaborates on
three aims of qualitative data analysis: developing theory, establishing similarities
and dissimilarities between cases, and providing comprehensive accounts of events.
The aim of the data analysis in this study was to provide in-depth account on
geography teachers experiences of their undergraduate teacher preparation and

upon employment.

Leedy and Ormrod (2015: p. 310-314) recommend the following general steps that

should be followed during qualitative data analysis:

a) Convert the data into one or more forms that will be easy to organise and
analyse.

b) Organisation of data in a preliminary, superficial way for easily locating them
as you proceed.

c) ldentification of preliminary categories that are likely going to help code the
data.

d) Division of data into meaningful units that will be individually coded.

e) Application of initial coding scheme to a subset of the data.

f) Construct a final list of codes and sub-codes and define each code and sub-
code as specifically and concretely as possible.

g) Consider using two or more criteria to code the data.

h) ldentification of noteworthy patterns and relationships among the codes.

i) Be alert for outliers, exceptions, and contradictions within the data set

j) Interpret the data in light of your research problem.

On the other hand, Cresswell (2014) explains six stages that should be followed
when conducting qualitative data analysis. The first thing that needs to be done is
for the researcher to prepare and organise the data for analysis by transcribing the
interviews. Secondly, the researcher is advised to explore and code the data by
summarising comprehensive accounts of events and assigning a code to the text.
Thirdly, there is a need to code and build descriptions and themes, which is followed
by representing and reporting qualitative findings using tables, figures and

explanations. The fifth activity to be done during data analysis, according to
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Cresswell (2014), is the interpretation of the findings, which is based on comparing
the findings with literature, a provision of personal views, highlighting study
limitations and pointing to potential future research. The last step involves validating
the accuracy of the study findings by auditing, triangulating and member checking.
The difference in the steps of data analysis suggested by different scholars shows
that there are many ways that different researchers can conduct qualitative data
analysis. The general steps followed in qualitative data analysis are flexible,
considering that data analysis is done by going back and forth between the different

stages of qualitative studies (Cresswell, 2014; Leedy & Ormrod, 2015).

4.7.1. Data analysis for semi-structured interviews

The study utilised thematic analysis, one of many qualitative data analysis
techniques. Braun & Clarke (2006) define thematic analysis as a method used for
identifying, analysing and reporting patterns in the data. Thematic analysis is a
method of qualitative data analysis that helps the researcher identify subjects
(themes) after the data collected has been transcribed and coded (Braun & Clarke,
2006). Through thematic analysis, the researcher can recognise similarities and
differences between participants' experiences of events (Braun & Clarke, 2006).
Analysis of data using themes, entails identifying significant concepts or themes,
after which themes are categorised into related topics (Kombo & Tromp, 2006). A
theme “captures something important about the data concerning the research
guestion and represents some level of patterned response or meaning within the
data set” (Braun & Clarke, 2006, p.82). The researcher found it suitable to employ
thematic analysis in this study because of its ability to bring out patterns formed in
the data. This meant that patterns in the data could be developed when establishing
geography teachers’ experiences of their undergraduate preparation. Thematic
analysis is suitable for analysing research to establish relationships or compare
evidence from distinct situations in the same study (Alhojailan, 2012). Its
independence from any particular theoretical approach or epistemology persuasion
further makes it a common choice for many researchers (Braun & Clarke 2006).

The data analysis procedure in this study was established with the help of guidelines
outlined by other scholars like Braun & Clarke (2006) and Cresswell (2014). Yin
(2014) supports using data analysis procedures that have been successfully utilised
in other studies rather than re-inventing new ones. After collecting and recording the
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interview data, the researcher commenced the data analysis process, done manually
at all stages. Data was analysed manually to avoid distractions from following
software procedures that could have destroyed researchers' analytical thinking

needed for robust analysis (Yin, 2011).

According to Nowell, Norris, White & Moules (2017), thematic data analysis involves
the constant movement between the different data analysis phases because it is an
iterative and reflective process that takes time. Though written in phases, it does not
fall into a linear sequence (Yin, 2011). Therefore, it should be noted that although
data analysis was done in phases, the researcher constantly went back and forth

when analysing the data.

The steps followed in analysing the data collected are discussed below:

Transcription of verbal interviews

Data analysis began with transcription, which involved transforming or transcribing
recorded audio interviews into written form. Verbal data should be transcribed into
written form for thematic analysis to take place (Braun & Clarke, 2006). The audio
recordings of all nine interviews conducted with pre-service geography teachers
were fully transcribed manually by the researcher. Audio-recorded interviews were
transcribed into written form by the researcher. The researcher was constantly
checking the written work against the original audio recordings of interviews to
ensure that the data captured was accurate. After transcribing the interviews, the
researcher familiarised herself with the data.

Familiarisation with the data

The second step in data analysis involved the researcher familiarising herself with
the raw data by reading the transcripts. The researcher had to read through all the
transcripts several times to comprehend and relate the data with the research aim.
Important and interesting information was highlighted during this stage. After this, the
researcher moved to the next stage of coding the data.

The generation of initial codes

The third step involved the development of initial codes from the written transcripts.
Bryman (2016) describes coding as breaking down the data into their parts and

giving the labels of the said parts. Labels are more like meaningful summaries
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portraying what the data is communicating. Initial codes were developed by
constructing a coding frame with a table with two columns. One column had raw data
from the interview transcript, and the other column was used for developing initial
codes using the raw data. The researcher coded the raw data from the transcript by
writing summarised notes on the meaning of the data in the other right column
following each sentence or line by line. The collected notes of the data were the
actual initial codes developed. Braun & Clarke (2006) emphasise the importance of
coding all the data extracts. The researcher further categorised codes into different
groups after developing initial codes. Yin (2011) suggests that data with the same

meaning should be assigned similar codes without ignoring the original data.

Categorisation of codes

After developing initial codes for all the interview transcripts, the next step was
categorising codes into different groups. Categorising codes into different groups by
paying particular attention to how codes were related and the categories formed.
This phase was where the researcher sorted and organised data into similar and
dissimilar groups following a suggestion from Yin (2011).

Categorisation of codes was done by developing a table with nine columns
representing the nine participants in the study. After developing the table, codes from
each coded transcript were extracted and transferred to a column for easy
comparison and categorisation. The researcher further scrutinised the initial codes.
Initial codes were further reworked by deleting codes describing the same content
but written differently and replacing the codes with the same descriptions of similar
responses from different participants. These ensured that codes were uniform
without losing the initial meaning of participants' responses. Reworked initial codes
were also corrected on each coding frame developed earlier in the second data
analysis stage. In this phase, the researcher kept going back and forth between
phases, altering some of the earlier recorded data to improve ideas and analysis for
the next phase (Nowell et al., 2017; Yin, 2011).

After reworking the codes, the researcher further extracted codes from each
participant's coding frame and categorised those with similar responses. The
researcher categorised the codes by searching for patterns or connections between
different codes. Searching for patterns or connections between different codes made
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it easy for the researcher to further analyse the data in terms of what was said and
how many said it, making it easy to understand the data better. Yin (2011) explains
that after the data has been sorted and categorised, the researcher can examine the

related features of the different categories and gain insight into them.

The development of themes

The development of themes was the last data analysis stage after coding and
categorising codes. The researcher must have already developed a list of codes
from the data set, having coded and collated the data (Nowell et al., 2017). Braun &
Clarke (2006) explain that it is at this stage that codes are organised into different
potential themes. Unlike codes, themes are generally developed, considering
research aims and questions. According to Cresswell (2014), the coded data is
utilised to create between five and seven themes for a research study. In this study,
themes were generated and arranged according to what the researcher considered
logical data flow. The codes developed aligned with the pedagogical content
knowledge theory, which guided this study. It is from the generated themes that the
study's significant findings in qualitative research are developed and used as
headings in the presentation of the findings chapter (Cresswell, 2014).

It should be noted that the theoretical framework guided data analysis. The data-
collecting instrument was developed to focus on geography teachers' experiences
with pedagogical content knowledge. Therefore, responses and themes developed
during data analysis were based on pedagogical content knowledge theory. Self-
efficacy beliefs guided data on the categorisation of geography teachers'
experiences. Pedagogical content knowledge theory provided the scope of what was
important during data analysis, while the self-efficacy theory guided the analysis of
geography teachers’ experiences. See figure 2 on the next page, which summarises

the data analysis process.
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Figure 2: Summary of steps followed during data analysis of interviews

4.7.2. Data analysis for documents

This study also involved the analysis of documents like the programme structure for
geography student teachers and the Zambian senior secondary school Geography
syllabus, which necessitated the utilisation of content analysis as another analysis
method.

Leedy and Ormrod (2015; p 275) define content analysis as a detailed and
systematic examination of the contents of a particular body of material to identify
patterns, themes, or biases. It aims to communicate meaning by providing
awareness about the phenomenon (Merriam, 2009). Content analysis involves the
analysis of written and non-written materials that involve the transmission of

information between humans, like personal journals, books, legal documents,
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transcripts of conversations and television (Leedy and Ormrod, 2015). In
consideration of document analysis, Cresswell (2014) suggests that one identifies
useful documents from public and private entities, acquiring permission to use the
documents, examining the documents and finally recording the information. Content
analysis of documents for this study followed the four steps suggested by Leedy and
Ormrod, 2015). The first step started with identifying documents that would be useful
for the study. The researcher saw it fit to utilise documents related to geography
teachers' experiences of their undergraduate teacher preparation and during
employment. The second step involved describing the characteristics of what was
being explored. After the second step, Leedy and Ormrod (2015) suggest that
lengthy materials be divided into shorter and manageable parts as the third step.
However, this study's third step was optional, considering that most of the data was
manageable and not lengthy. The researcher scrutinised the materials for
information needed in line with geography teachers' highlighted experiences as the
last step of the content analysis in this study.

Using thematic content analysis was useful in making meaning of the data collected
from geography teachers on their experiences of the undergraduate geography
teacher preparation programme. Content analysis provided important content related
to geography teachers’ experiences during and after teacher preparation. After all
the data collected was analysed, the next phase followed was the data interpretation,

which is discussed below.

4.7.3. Interpretation of data from interviews and documents

Qualitative researchers interpret data by comparing the similarities and dissimilarities
between the findings and the literature reviewed, promoting their understanding of
the findings, and highlighting the study’s limitations and recommendations for future
studies (Cresswell, 2014).

Data was interpreted after the analysis of data collected using interviews and
documents. The interpretation of data was based on the Pedagogical Content
Knowledge theory and the self-efficacy theory, which formed the theoretical
framework of this study. The interpretation of data was based on the researcher's
understanding of geography teachers' experiences of their undergraduate teacher
preparation programme and the teaching of the subject in secondary schools. The

theoretical framework and the philosophical orientation of this study were utilised in
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the interpretation of the study, which has been discussed in Chapters 5 and 6 of this
thesis. The theoretical framework and the paradigm orientation provided a lens

through which the researcher opted to understand geography teachers’ experiences.

4.8. Trustworthiness of study

Good quality research in any subject discipline follows a procedure for collecting and
analysing data to be valid and trustworthy. Unlike quantitative studies that use
validity, qualitative studies employ terms such as trustworthiness, authenticity and
credibility to address issues regarding the quality of research (Cresswell, 2014;
Cresswell & Miller, 2000). Yin (2011) explains that trustworthiness in qualitative
research is achieved through the transparent utilisation of accepted research
procedures and exhaustive collection and searches for different kinds of evidence. In
a qualitative study, credibility, transferability, dependability, and conformability are
strategies used to assess a study's trustworthiness (Guba and Lincoln, 1986). This

study employed strategies suggested to ensure the trustworthiness of the study.

4.8.1. Credibility

The credibility of a qualitative study is one way that the trustworthiness of a study
can be measured. In this study, the researcher utilised different strategies to ensure
the data collected was credible. The researcher interacted with the participants for
an extended period when collecting data from July 2021 to February 2022. Cresswell
and Miller (2000) elucidate that collecting data over an extended period ensures that
a researcher collects credible data.

Peer debriefing was another strategy employed to ensure the study's credibility. Yin
(2011) explains peer debriefing as a process of evaluating the data and the research
procedure by a peer familiar with the studied topic. The assistance provided by peer
reviewers improves the credibility of a qualitative study (Cresswell and Miller, 2000).
The study utilised the help of two peer reviewers who are academicians from the
geography and environmental education section of the University of Zambia. Two
peer reviewers assessed the research procedure, including the data collection, data
analysis and the presentation of findings, after which debriefing occurred. This
process helped the researcher to rethink and make confident choices to improve
credibility and trustworthiness. Peer reviewers provided much-needed advice and

helpful ideas for improving the study (Cresswell and Miller, 2000).
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Furthermore, this study also utilised member checking to ensure the study was
credible. Interview transcripts and significant findings were availed to the nine
participants to confirm whether the data collected was accurate. According to
Cresswell (2014), the accuracy of qualitative data can be achieved by sending the
final study research findings back to the participants for confirmation of accuracy

through member checking.

4.8.2. Transferability

Transferability or generalisation of research findings provides evidence of whether
research findings can be applied in other situations. Transferability is similar to
external validity, applied in quantitative studies (Chipatu, 2017; Sichula, 2018).
However, it should be noted that although qualitative studies do not aim to have their
research findings generalised, transferability can be applied to specific strategies.
Korstjens and Moser (2018) suggest that qualitative researchers' provision of a rich
and detailed account of the research process helps the reader judge the
transferability of research findings to other situations in their setting. Researchers
provide a chance for readers to make informed decisions about the transferability of
research findings to other similar situations when vivid descriptions are provided
(Cresswell and Miller, 2000).

The researcher attempted to provide detailed descriptions of the study participants,
sampling techniques, data collection methods, data analysis and the interpretation of
findings. The researcher provided a detailed account of the research process for
readers to judge the applicability of research outcomes in another context. Cresswell
(2014) explains that providing detailed data from different perspectives of the

findings makes the study more realistic, and validity is enhanced.

4.8.3. Dependability

The dependability of the research findings in qualitative research can be compared
to measuring reliability in quantitative research (Chipatu, 2017). Yin (2011) explains
that with this concept, findings are expected to be the same when repeated with
participants following the same research process without changing the context. The

reliability of findings in a qualitative research study could be more practical,
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considering that it deals with human behaviour with the possibility of multiple
interpretations by participants and researchers (Chipatu, 2017).

This study attempted to consider the dependability of the findings by providing
detailed descriptions of the research process, which followed all the requirements of
a qualitative research procedure. Korstiens and Moser (2018) suggest that a
researcher should follow the expected standards for data analysis procedure for a
particular research design. The study provided all the details and reasons for
decisions made pertaining to the formulation of research, development of
instruments, data collection, data analysis and the interpretation of the findings.
Bryman (2012) indicates that qualitative researchers’ provision of rich details of all
the research procedures enhances dependability.

4.8.4. Conformability

Conformability refers to the degree to which others can confirm or corroborate the
results. The subjective nature of qualitative research makes it challenging to
measure conformability, considering that each researcher brings unique
perspectives to the study. In measuring conformability, the interpretation of findings
embedded in the analysis process is expected to emanate from the data rather than

the researcher's perspective (Korstjens and Moser, 2018).

An audit trail is one strategy used to ensure the conformability of the findings.
Korstjens and Moser (2018) state that the researcher is expected to avail details of
the data and data management of the research process, which an auditor can
access to investigate the transparency of the research process. The researcher
intensified conformability by organising and storing all the data collected in a
retrievable form that can easily be availed to an auditor. Furthermore, according to
Yin (2011), another strategy utilised for conformability is checking for the data's
accuracy by availing portions of the draft of the findings to the participants. As
explained earlier under dependability, the study utilised the member checking
strategy to guarantee the data's accuracy.
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4.9. Ethical considerations

Ethical consideration is an essential aspect of research for all researchers.
Researchers must respect all participant rights, needs, values and desires
(Cresswell, 2014). Ethical measures are essential in a study to ensure that
researchers and participants are safe and that the study is trustworthy (Cresswell,
2014; Maree, 2012). Henceforth, for a study to be considered trustworthy and valid,
several ethical concerns are addressed during the research process (Chipatu, 2017).

Ethical issues that were adhered to in this study include the following:

4.9.1. Institutional ethical clearance

Prior to data collection, the researcher applied for ethical clearance from the
Research Ethics Committee in the Faculty of Education at the University of Pretoria.
Kombo and Tromp (2006) emphasised the need for a researcher to obtain a
research permit before starting a study. After meeting all the requirements, the
researcher obtained the ethical clearance letter from the University of Pretoria
(Reference Number: EDU033/21). Furthermore, the researcher obtained permission
from the District Education Board Secretary (DEBS) of the respective districts to

collect data from geography teachers in secondary schools.

4.9.2. Informed consent

The needs and rights of the participants were a priority for this study. The researcher
disclosed her complete identity to the participants and information on the study's
nature, purpose and data collection methods. A written consent letter was given to

the participants to read and decide whether they would participate in the study.

4.9.3. Voluntary participation

Participation in this study was on a voluntary basis, and no participant was forced to
share data. The researcher explained to and assured the participants that the data
was for academic purposes. The researcher further informed participants of their
rights, including their right to withdraw during the data collection or at any point

during the period of their participation, and with no questions asked.

4.9.4. Privacy, Confidentiality, and Anonymity

Participants were informed of their rights to privacy during and after the study. Before
the interview, the researcher asked participants for permission to audio record the
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conversation. The researcher guaranteed the confidentiality and anonymity of the
participant's details by not using their real names for identity purposes during and
before the dissemination of information. Recordings of the interviews were safely

stored with the University of Pretoria as required.

4.9.5. Safety of participants

The study was free from any situation that could have caused harm to the
participants due to their participation. The researcher gave all the information about
the study and remained honest and respectful to the participants throughout the
study.

4.10. Conclusion

This chapter has described the research methodology employed in this study as the
gualitative research approach. This study has discussed the interpretive worldview
as the paradigmatic orientation employed. Furthermore, the researcher has
discussed the qualitative research approach and the case study design as the
research approach and research designs that were employed in this study. The
chapter has also explained purpose and snowball sampling techniques as sampling
techniques used in this study. The chapter further elaborated on semi-structured
interviews and document review as data collecting instruments that were adopted by
the researcher in the present study. The researcher has also discussed thematic
analysis as the utilised data analysis procedure in this chapter. The chapter has also
discussed the measures adopted to ensure the study was trustworthy and the ethical

measures considered valid. The next chapter presents the findings of the study.
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CHAPTER 5

PRESENTATION OF FINDINGS

5.1. Introduction

This chapter presents the findings about pre-service geography teachers’
experiences of their undergraduate teacher preparation programme at the University
of Zambia. Chapter 4 has explained the methodology and procedures that were
followed to find responses to the research questions. This study explored geography
teachers' experiences of their undergraduate teacher preparation programme and
during their teaching career as secondary school geography teachers. The study
was focused on establishing experiences of geography teachers who studied the
subject as their major and those who studied the subject as their minor in their
BA.Ed. degree. The assumption of this study was that geography teachers’
experiences would be distinct based on whether they studied the subject as major or
as their minor. Furthermore, the study assumed geography teachers would have
unique experiences in teaching geography in secondary schools based on their
experiences during teacher preparation. In consideration of the research questions
of this study, this chapter presents the research findings. The findings of the study in
this chapter are presented under themes that were developed during data analysis of
the semi-structured interviews. The findings of the study bring unique geography
teachers’ experiences, which respond to the study’s research questions and further
provide an in-depth understanding of the geography teacher preparation programme

at the University of Zambia.

5.2. Theme 1: Why pre-service geography teachers chose geography as their
teaching subject

This study saw it necessary to explore geography teachers’ reasons for selecting the
subject as their teaching subject in order to provide in-depth information and
understanding of their experiences during and after teacher preparation. Considering
the first research question, theme 1 presents findings on why geography teachers

chose geography as their teaching subject.

Geography teachers’ background in senior secondary school geography was

considered cardinal in establishing their experiences of teacher preparation.
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Participants’ background in the subject provided foundational knowledge which could
have a bearing on choices made. According to the findings, some geography
teachers did not study geography at senior secondary school level but studied it only
at university level. Out of the nine participants, three geography teachers who
studied geography as their subject major had no foundation knowledge in senior

secondary geography.

Participant P4Mj, for example, explained that;

| never took geography in secondary school because | wasn'’t very comfortable with it
but going to university it gave me an eye-opener to actually want to understand the

world.

The findings reveal that some participants had an interest in studying the subject
content at university level rather than at senior secondary level. The findings reveal
that not all geography students who chose the subject have a background in senior
secondary geography which could affect their transitioning through educational

levels.

An in-depth understanding of the study could only be achieved by acquiring
information on what motivated participants to choose the subject as one of their
teaching subjects. Apart from establishing geography teachers’ background in senior
secondary geography, the study revealed that geography teachers had various
reasons for selecting the subject as their teaching subject. The findings of the study
established that some geography teachers selected the subject because they had an
interest in the content, while others were influenced by other people like teachers,
senior students and parents. Furthermore, the study revealed that some participants
selected the subject because of the other career prospects the subject offered. The
programme structure also influenced others to select the subject. It should also be
noted that, coupled with the reasons for selecting the subject mentioned, high
achievement in senior secondary geography was considered an important factor in

selecting the subject by some participants.

People’s influence was amongst the most important reasons why some geography
teachers selected the subject as their teaching subject. Teachers, senior students
and parents were amongst the people that influenced some geography teachers to

select the subject as their teaching subject.
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Below are some of the responses from the participants;

Well, from the start, it all started in high school because this is where | got
into (sic) loving the subject; the teacher was always praising me for all the
drawings he could give me (sic), so | developed so much interest in the
subject P8Mn.

| can say from the time | was in primary school, | had a lot of interest in
farming; maybe it was because of my father, who was a peasant farmer and
most of the time, we would do a lot of activities in farming. So, when | reached
Grade 8, | took both geography and History. | used to find Geography more
interesting than History POMn.

Okay, the time | went to UNZA, | was still determining what subject | could
combine with mathematics. Because (sic) Mathematics was my first option,
but after being told by one of those (sic) senior students. | understood that the
Mathematics and Geography combination was good for me according to what

| could manage (P2Mj).

This study also revealed that some geography teachers selected geography as their
teaching subject because they had an interest in the body of knowledge of the
subject. However, not every participant who had an interest in the subject had an
interest in teaching. The findings showed that some participants selected geography
as their teaching subject with the hope of venturing into other career prospects that
the study of the subject could offer. Some studied geography with an interest in
being employed not as geography teachers but as planners or environmental

personnel in institutions that were not focused on teaching.

The following are some of the responses the responses:

| took geography in secondary school because | had a lot of interest in it, and

my performance in Grade 12 was outstanding P7Mn.

| think it is an interesting subject that | choose (sic) it P3M;.

Geography was a subject that | wasn't very comfortable with in secondary
school. Still, attending university gave me an eye opener to want to
understand the world (sic) P4M,;.
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Because of geography, | was looking at it in a wider way, (sic) not only in
teaching (sic) but in future, 1 could do something else like planning,

environment (sic) and the like and just the interest | had P1Mj.

| selected the subject because of the opportunities that it offers. It does not

restrict one to teaching P5M,;.

Apart from geography teachers having an interest in the subjects, the findings of this
study also established that one geography teacher selected the subject as a second
option after realising that the programme structure could not allow him to select his
preferred subject because it was not offered in the programme. One of the

participants gave the following response:

Yes, | wanted to do maths with physics, but it was not offered under the
Bachelor of Arts then. Because of these arrangements (sic), | was prompted

to pick geography because | had done very well in high school P6Mn.

Most of the participants indicated they had chosen geography as their teaching
subject because of different personal interests in the subject. Some participants
chose the subject because they had an interest in the content of the subject, while
others chose it because of other employment prospects. While the teacher
preparation programme that geography teachers enrolled in aimed at producing
geography teachers, the findings indicate that some participants hoped the subject
would help them get employed in other institutions. The findings reveal that some
geography teachers did not consider geography teaching as their first priority even
though they had become teachers. The responses have also shown that some
participants selected the subject because of other people’s influence while others’
choice of the subject was influenced by the structure of the programme that
restricted them from picking other preferred subjects.

Apart from choosing geography as one of their teaching subjects, geography
teachers were expected to select the subject as either their subject major or as their
subject minor. Geography teachers’ selection of the subject as their subject major or
minor was also considered cardinal in this study. Five geography teachers decided
to study the subject as their major teaching subject. The findings have revealed that
most geography teachers selected the subject as their major because they

considered the subject to have been wide, which meant that one could understand it
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better if they studied more content courses. On the other hand, it was also revealed
that one participant chose the subject as their major because their preferred subject
major became difficult, so geography became the easier option. The findings
established that some geography teachers took the subject as their major in order
have access to a wide range of geography knowledge that was limited if one studied

the subject as their minor.
The following were some of the views presented by the participants:

| wanted to access more knowledge. | think it made things easier for me. If
geography were my minor, | would have been limited to specific categories. |
have understood it better (P4Mj).

| had an interest in geography, and most of the courses that applied to it had
an interest in it, courses like environmental planning and rural geography
(P1M)).

| thought | would understand geography better if it was my major (P5M;).

Compared to history, | thought geography had many things that | could learn
from (sic) that are interesting and realistic (P3M).

While most of the participants selected the subject as their major because they had
interest in accessing more content to understand the subject, the study also revealed
that one participant studied the subject as their major out of convenience. Participant
P2M;j had the following to say:

Mathematics became rough for me, so | decided that | could not major in

mathematics. In the end, | just decided to major in geography (P2Mj).

The findings of the study also established reasons why four geography teachers
selected geography as their subject minor. Some geography teachers selected
geography as their minor because of the requirements of the programme structure
while others selected it as their minor due to negative influence from other people.
One participant selected the subject as a minor because they had inadequate
guidance from the department that was offering the programme in which the
participant was enrolled. Participants who selected the subject as their minor

following the restructuring of the curriculum gave the following response:
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P8Mn: The main reason is how (sic) they have done it at the university now;
when you enrolled in Sociology of Education, you can at least have a minor in
a teaching subject. So, | couldn't choose a subject apart from geography as

my teaching course.

P6Mn: | had more interest in mathematics than geography. | wanted to do
math with physics, but at that time, it wasn't being offered under the Bachelor
of Arts. Because of these arrangements, | was prompted to pick geography

because | had done very well in high school.

Another geography teacher who selected the subject as minor following advice from

a senior student stated the following:

POMn: | wanted to take geography as my major, but | had some
discouragements here and there. When you have second-hand information
from people, they would (sic) tell you that the course is challenging and most
people do not graduate. Those sentiments had a play in my mind for taking

geography as my minor.

Lack of guidance from the department was another reason listed for selecting the

subject as minor. Below is the response from P7Mn:

P7Mn: | think the nature of the programme | was doing because (sic) | did a
Bachelor of Arts in Education, and from the first year, | didn't have much

information on course selection.

In conclusion, the findings of the study have shown that not all the geography
teachers who selected the subject as their teaching subject at university level had
studied geography in senior secondary school. While combined with other reasons,
high achievement in the subject in senior secondary geography was mentioned;
other participants without a background in the subject also selected the subject as
their teaching subject. From the findings explained above, this study also established
that geography teachers selected the subject as one of their teaching subject due to
the interest they had in the subject knowledge. Others selected the subject because
of influence from other people and others hoped to study the subject with prospects
of finding other employment opportunities aside from teaching. The findings have
further revealed that the majority of the geography teachers who selected the subject
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as their major had an interest in studying a wide range of subject content while the
majority of the participants who selected the subject as their minor did so with the

influence of the requirements of programme structure.

5.3. Theme 2: Geography teachers’ engagement with geography content
knowledge.

The findings of the study derived from the analysis of the data revealed how
geography teachers interacted with geography content knowledge. Geography
teachers were expected to have acquired geographical content knowledge during
their undergraduate teacher preparation, see section 3.4 in Chapter 3 of this thesis.
This theme shows findings on geography teachers’ engagement with subject content
and geography teachers’ preferences when selecting their elective content courses
for fourth year. The theme shows findings from both the interview and the

documents.

The findings from the interviews from participants' experiences indicated that they all
took some physical and human geography courses. The findings reveal that the
participants reported positive and negative experiences with physical and human

geography learning.

The findings of this study also revealed that participants who enjoyed learning
physical geography components were slightly more than those who enjoyed learning
human geography. The findings established that all the geography teachers who
studied geography as their subject minor enjoyed learning physical geography
compared to two out of the five participants who studied the subject as their major.
Participants who enjoyed learning physical geography pointed to how they found it
practical and exciting.

Participant P2Mj stated the following:

When it came to physical geography was more interesting because we could
deal with physical things, and sometimes, we conducted labs on all those
things P2M,;.

112



(02’&

The study's findings further established that POMn and P7Mn found physical
geography very interesting because it involved critical thinking, according to
the former. At the same time, the latter added that physical geography was

still their favourite.

P5M;j further gave the following detailed account of why he enjoyed physical

geography:

| enjoyed physical geography the most, and even most of the courses | took
were physical geography inclined. | picked elective courses that would help
me understand specific topics better. It was more practical and considering
that few people took the courses. Few people were there, so there was a high

chance of probing the lecturer more to get information.

Two participants P8Mn and P6Mn emphasised having enjoyed some of the
geography components like mathematical geography and map-reading, which are
classified as physical geography. According to P6Mn, he enjoyed mathematical

geography because it was more related to his subject major, mathematics.
In his response, P8Mn stated that:

| enjoyed mathematical geography. | was looking at it from an angle to say
(sic) that is the most difficult part, which most teachers think is difficult
(P8Mn).

It should be noted here that some of the participants found physical geography
interesting. Slightly more participants who studied geography as their major did not
enjoy learning physical geography components but found human geography more

interesting and easier to understand. The following were the responses given:

The reason | enjoyed human geography was that (sic) it had interesting
topics. Physical geography wasn't really my stronghold, so | picked most

courses from human geography (P1M;).

P3M;j: Human geography was easier to understand as compared to physical
geography (P3Mj).

The findings further revealed that only two participants enjoyed learning both
physical and human geography components, with one indicating they had enjoyed
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some components of physical geography but not all.

| enjoyed human geography and some content in physical geography. For
human, physical and map reading, they actually took me closer to what | was
looking at. When you are in class, you only look at the theoretical part, but if |
have to look at it physically (sic), | will relate what | was learning to what was
happening (P4Mj).

The study's findings also established that human geography was inadequately
covered by the teacher preparation programme. Two participants who had studied
geography as their subject minor explained that human geography needed to be

better covered compared to physical geography. P8Mn had this to say:

| feel that human geography was not dealt with adequately unless with (sic)
the physical geography because (sic) that is what we started with. We didn't
finish human geography due to time.

In the same line of thought P7Mn stated the following:

From what | can remember, | should have done more physical geography
than human geography for the three years that | did geography. As a minor
student, | did more physical geography than human geography. Human
geography wasn't adequate as | would have loved, there are certain courses
to date that | wish | had learnt. After all, they are relevant at this level. Let me

give an example, is it economic geography? | never took economic

geography.

It was not only participants who took geography as their minor that felt human
geography needed to be adequately covered. P2Mj indicated a gap between human
geography acquired during teacher preparation at UNZA and the human geography
content in schools. Apart from the response from P2Mj, P4M;j also explained that
some parts of human geography learnt during teacher preparation could not be
applied in secondary school. Another participant had the following to say:

| would say maybe 80 per cent; most courses are just fine. Most of it (sic) was
good quality, except certain topics were irrelevant to secondary school
(P9Mn).
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Some geography teachers also had other complaints about the teacher preparation
programme. According to P5Mj, the programme had too many content courses and
little time for practical experiences in methodology and other practical courses. The
sentiments from P5Mj were also echoed by P1MJ, who indicated that some courses
needed practical experiences, but there was no time to do the practical part. P1Mj
further gave an example of an urban geography course and explained how applying
knowledge became hard. He stated that urban geography was supposed to be a
practical course, but it was only learnt through theory. P8Mn also explained how a
topic called time zones in mathematical geography needed to be more adequately
covered because the lecturer just gave the students questions, and they could
research independently without teaching. The responses were varied and align with

the interpretive paradigm adopted in the study (see section 4.2 of this thesis).

Apart from the information that was provided by the participants on their experiences
with content knowledge, policy documents provided more information. The findings
from the documents provided more information on the structure of the University of
Zambia teacher preparation programme. The programme structure revealed that
geography student teachers were required to learn two geography core content
courses in their first year, with one introducing them to physical geography and
another to human geography content. However, in the later years, the first year
Physical and Human geography courses were combined into one course called

Introduction to Geography.

In their second year, student teachers were required to have three compulsory
geography content courses, with one focused on the geography of Africa, with
special reference to Zambia, while the others were on mapping and field techniques
in geography and statistical methods in geography. The programme structure
revealed that geography teachers studied the geography teaching methods course in
their third year. However, they studied other educational-based courses in their first

and second years.

In the third year of their study, geography student teachers had to enrol in two
geography teaching methods courses: Methodology in Geography Education and
Fundamental Topics in Secondary School Geography. Apart from the two geography
methodology courses, students were expected to enrol for two content courses:

Environments and Development and Geography field. The Geography field course
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and the Methodology course focussed on fundamental topics in secondary schools
which were considered half courses, which meant that students studied three
courses in their third year when it came to counting courses accounting for one's
graduation. At the end of the third year, students who selected geography as their
subject minor would be considered as having completed their study of the subject. In
contrast, those who selected the subject as their major would be expected to
continue up to the end of their fourth year. Those who selected the subject as their

minor would continue to their fourth year but concentrate on their subject majors.

In their fourth year, selected topics in the geography education course were the only
compulsory methodology courses student teachers had to take. In contrast, the rest
of the required content courses were electives. The programme structure had more
than 15 physical and human geography content courses from which students were
required to select 4 half courses of their choice, which would be counted as 2 full

courses towards graduation.

The study's findings further disclosed that only geography teachers who took the
subject as their major were required to select elective courses in their fourth year.
The findings established that most participants selected human geography courses
with only one who selected physical geography courses. It should be noted that
these results were only applicable to geography teachers who had selected the

subject as their major. The responses given are shown in the table below.
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Table 3: Reasons for choice of elective courses in fourth year of study

Geography

component

Participant

Response

Human

geography

Physical
geography

P4Mj

P1M;

P3Mj

P2Mj

P5Mj

| just took human geography courses,
unfortunately. | perceived that physical

geography was difficult.

Physical geography wasn't really my
stronghold, so | picked most courses from

human geography.

| selected human geography because it was

easier to understand than physical geography.

| selected human geography courses because
they are easier than physical ones and seem

more marketable than physical ones.

Most of the courses | took were physical
geography inclined. | picked elective courses
that would help me understand certain topics
better. And | also picked those electives hoping

to get employment outside teaching.

P2M;j, who selected human geography elective courses, was of unique interest to the

study even though he had earlier pointed to finding physical geography more

interesting.

Furthermore, the findings disclosed that some participants felt that some practical

courses and human geography were inadequately covered. The findings were in line

with the interpretive paradigm which is explained in section 4.2 of Chapter 4 of this
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document.

In conclusion, the above findings have revealed that most participants enjoyed
learning physical geography because they found it interesting. The findings disclosed
that those who took the subject as their minor found physical geography more
interesting than those who took it as a major. The study findings have established
that most participants who studied geography as their major selected human
geography components as their elective courses because they found it easier to
understand than physical geography. The findings showed that geography teachers

had varied experiences and interest in the two components of geography.

5.4. Theme 3: Geography teachers’ engagement with pedagogy

This theme still corresponds with the second secondary research question, which
aims to establish how student teachers at the University of Zambia are prepared for
geography teaching in secondary schools. This theme presents findings concerning
participants’ experiences with pedagogy during teacher preparation. The
presentation of findings on this theme focused on participants’ views on pedagogical
methods employed during their undergraduate teacher preparation and participants’
engagement with the teaching methodology courses.

In this study, establishing geography teachers’ experiences with pedagogical
methods utilised during their undergraduate teacher preparation was considered
cardinal. This was important in helping establish pedagogical methods participants
considered effective or ineffective. The study revealed that different pedagogies
were utilised during geography teachers’ undergraduate preparation. According to
the findings, three teaching methods were utilised: the lecture method or teacher

exposition, laboratory or practical work and fieldwork.

The lecture method, an expository pedagogy, was indicated to have been a common
teaching method utilised by lecturers during teacher preparation. This method
requires the teacher or, in this case, the lecturer to transfer relevant information to
the learners or students. All the participants indicated that the lecture method was
the main method of teaching utilised by different lecturers in different courses.

The study's findings further revealed that participants had positive and negative

feelings towards using the lecture method. According to P3M;j, the lecture method
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was alright because, most of the time, lecturers gave out enough information.
However, not all participants found the lecture method to have been good. P5Mj
described the lecture method as effective with lecturers who were clear in their
explanation of some concepts and ineffective with others. In similar circumstances,

P9Mn indicated the following:

Some lecturers would come into the lecture theatre with a PowerPoint; they
would run quickly through before you could read nicely on the slides. |
understood better from those who were demonstrating on the board than
those using PowerPoint, though | could understand to some extent those
using slides because of their vivid explanations. | couldn't understand the

other lecturers because they were too fast, or maybe | am a slow learner.

Besides the lecture method, participants also indicated laboratory or practical
methodology, an evaluative pedagogy, as one of the methods utilised. The practical
method involved students learning hands-on skills while being assessed as part of
their continuous assessment. An example of practical skills learnt during practical
sessions is map work, which involves students learning skills to understand and

develop maps.

The study's findings established that laboratory or practical methodology was

indicated to have been an intense and involving learning activity.

P1M;j, in her response, stated that; Lab work was very involving. Most people
we started with stopped in the first year and branched off to other courses
because of fear. Because of the labs, people left (sic) geography; | don't know

what labs do to people.

The need to learn through laboratory or practical activities was reported to have
discouraged some students from taking the subject and others from continuing with
the subject. P1Mj and P3M;j explained how they were forewarned by senior students
about the practical laboratory activities being perceived as hard and complicated.
Furthermore, participant P4Mj described how labs were involved to the extent that

students would run out of time and fail to finish the tasks on time.

P1Mj further stated the following:
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At undergraduate, the teaching was very intense and very involving. The
lecturers did their best to take us through, especially regarding labs and

statistical parts.

The findings of the study from the analysis of the data further showed that most
participants had challenges learning through fieldwork. Participants explained how a
particular course aimed at equipping them with research skills was difficult to
understand. Several participants described the content course in fieldwork to have

been challenging because of inadequate guidance and insufficient time.
Some of the responses that were given supporting this finding include:

Personally, I did not benefit much in that area; | was not given good guidelines
on how to write a project. | had to find out most of the things independently
(P9Mn).

| think there was little guidance in the field project, we didn't know what to do. |
found someone who was my senior who sat me down and showed me how

you have to go about it (P2Mj).
In line with the use of fieldwork, P2Mj stated the following:

Yes, the teaching resources and teaching methods were quite alright (sic).
We were able to understand and practise what we were doing (sic). The only

challenge | faced was when we came to our field project.

Overall, the findings found that participants had varied experiences with different
teaching methods. Most of the participants found the laboratory method and
fieldwork to have been involving and challenging. However, some participants
indicated that the teaching methods were good. In line with the findings, P8Mn stated

the following:

The teaching methods were just alright (sic); the lecturers were not only using
teacher exposition, but at least (sic) they were also using learner centred,
where we would be asked questions and we would respond; | think that was

good. Yes, | actually learnt a lot. Also, the research was practical.

In the same line of thought with P8Mn, P2Mj indicated the following:
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The teaching resources and teaching methods were quite good. We were

able to understand and actually practise what we were doing.

Like P8Mn and P2Mj, P4Mj also explained that the teaching methods used during
teacher preparation were very good. The findings illuminate the interpretive
paradigm which was adopted for this study.

A check through the programme structure of the University of Zambia using
documents also showed that there was a core course referred to as Geography Field
Course which was supposed to be taken by all student teachers in their third year.

Furthermore, geography teachers’ engagement with methodology courses was
considered important in this study. In establishing their experiences of the teacher
preparation programme, participants' views of the methodology courses that directly
connected with learning how to teach the subject were cardinal in this study. The
findings showed that some geography teachers felt methodology courses were good

although others felt some parts were insufficiently covered.

One of the participants (P8Mn) explained that he enjoyed learning the methodology

course, which he further described as the anchor course for teacher preparation.

When asked to explain his experience with the methodology course, P8Mn stated

the following:

The teaching method course was just fine; the lecturers were not only using teacher
exposition, but at least they were also using learner-centred methods, where we

would be asked questions, and we would respond; | think that was good.
In light of this, P1Mj had this to say:

The geography methods course was also done well because we were given practical

work, like making geography lessons aids. The quality of the teaching was good.

However other participants had their own descriptions of their experiences with the
methodology course. Some of the responses given are listed below;

P5Mj: There were too many content courses, and the methodology courses
were too few. Practical experiences like peer teaching could have been
allocated more time so students could do more peer teaching.
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P6Mn seemed to agree with P5Mj when he also stated that:

The methodology is not much emphasised, they concentrate too much on the

content.

P6Mn further explained how inadequate coverage of methodology made lesson
delivery challenging, especially at the beginning of one's employment. In line with the
two responses, P4Mj also indicated that she had challenges with utilising some

teaching methods with certain topics.

In conclusion, the findings presented under Theme 3 have shown that fieldwork,
lecture method and practical were the main teaching methods indicated by the
participants. The findings revealed that fieldwork and laboratory or practical methods
were considered to have been challenging by most participants. Furthermore, the
study's findings revealed that some participants found their interaction with the
methodology courses to have been interesting despite some considering learning

through practical experiences to have been insufficient and needing more time.

5.5. Theme 4: Pre-service geography teachers’ perspectives on the quality of
geography teacher preparation

This theme corresponds with the third secondary research question, which aimed to
establish geography teachers’ views on the quality of geography teacher preparation
programmes. Generally, the findings indicate that most participants felt adequately
prepared for geography teaching in secondary schools because they had acquired
more than enough geography content. However, the teacher preparation programme

still had some gaps as further established.

Presentation of findings from the analysis of the data for this theme focused on the
assessment of geography pedagogical content knowledge offered during teacher
preparation, assessment of teaching and learning environment and the shortcomings

of the teacher preparation programme.

To establish participants' experiences during their teacher preparation, assessment
of geography content and pedagogy in the programme from the participants’ point of
view was deemed important. The table below shows the findings on participants’

views on the teacher preparation programme.
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Table 4. Pre-service geography teachers’ examination of the teacher
preparation programme

Sub-theme

Participant

Response

| was adequately
prepared for
geography teaching

in secondary school.

Inadequately

prepared for
geography teaching
in secondary schools

P5Mj

P6Mn

P7Mn

P2M;:

P1Mj

PO9Mn

P4Mj

It provides a holistic approach to teacher training
because of the information | acquired. There is a huge
gap in that (sic) | acquired more information than what |
am using. | feel like we were given enough content that
would equip us to survive in any environment.

| acquired more content than required, so the content
from UNZA is adequate for geography teaching. You
dont need four years to be a teacher.

We were over-equipped; at one point, | wondered if the
things we were learning at UNZA were too much for the
type of job we are doing now.

The content is almost the same, and It does not change.
It is only that at UNZA, sometimes we go (Sic) into
details. In physical geography, almost everything we
learnt at UNZA is what we are teaching, and it has been
easy for me to teach geography.

| was adequately prepared for teaching and other
programmes, such as climate change consultancy.

| would say yes, though there are some hiccups here
and there. There are many benefits as compared to the
disadvantages. | would say | am well prepared.

The biggest difference is that what we learned at UNZA
was very advanced. You cannot teach it to a learner in
class, and it does not apply to the syllabus either.

According to the findings of the study, the majority of the geography teachers felt

sufficiently prepared in geography content and pedagogy offered during their studies

while a few felt inadequately prepared. The findings further revealed that even

participants who studied fewer courses also felt they had acquired more than enough

geography content to take up geography teaching in schools. The study's findings
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further showed that participants considered their acquisition of more than enough

content to have been an advantage.

It should also be noted that apart from a few participants indicating that they needed
to be more adequately prepared for geography teaching, the participants also
confirmed that they did not study geography during their senior secondary school.
When one of the participants was further questioned on examples of courses she felt

were irrelevant to the secondary school syllabus, P3Mj had this to say:
For courses like climatology or hydrology, | don't see the connection.

Contrary to the statement given by P3Mj, P5M;j stated the following when justifying
why he selected physical geography courses like climatology and hydrology:

| picked elective courses that would help me understand certain topics better. Topics
like hydrology and climatology, soil science and natural resource management have

helped me understand weather and climate, the river system, and mass wasting.

As | said from third to fourth year it is different, first and second year we have those
courses that we teach especially under physical geography but we start choosing
courses like planning, hydrology or geology; it's a bit different from the content that

we are teaching in schools (P1MJ).
POMn also had the following to say:

Some courses were irrelevant, for instance, (statistical methods in geography) a
course where we were learning on linear progression; but here in school | have
never taught that. So, | don’t see the relation on why | should be learning linear

progression and | don’t see it anywhere in the text books. P9Mn.

The findings of the study show that some courses that some participants found
irrelevant were seen as relevant by other participants. The findings reflect the
assumption of the interpretive paradigm (See section 4.2 of Chapter 4 of this

document).

Furthermore, the study showed that geography teachers’ assessment of their
teacher preparation programme was varied with most of the participants indicating

they had been sufficiently prepared, while a few felt inadequately prepared.
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From the analysis of the data, the findings of the study also revealed information on
the quality of the teaching and learning environment offered during participants’
undergraduate studies. In this study, teaching and learning environments included
the physical and social environments. According to the study findings from
geography teachers' responses, teaching and learning resources in a few courses
were difficult to access. A few participants explained how it took more time to find
certain subject content materials in certain courses. Some participants mentioned
that there was need to improve the library by acquiring more books and other

materials.

P6Mn explained how some materials were only sometimes available in some
practical courses, which made it difficult to cover everything. Below is another
response that supports the finding:

Apart from the Internet, not everything was accessible, like the (sic) book.
When you go to the library, you find no books there. If there were books in the

library, | think we could have lessened internet use (P3Mj).

In line with the finding on the inaccessibility of some resources in certain courses,
P2Mj suggested that stocking more resources in the library on geography decks
would be good.

On a positive note, which still qualifies the above finding, P2Mj indicated the

following in his response:

When it comes to the resources, almost every component we had there
(library), especially the physical one; when you talk of remote sensing, all the
resources we needed could use the computers, the GPS and the like. We had

almost everything we needed.

Apart from having difficulties accessing some resources, one participant (P7Mn)
indicated that it took him some time to learn how to access geography resources.

Furthermore, physical space for learning was also considered to be of importance in
this study. Although this was an important aspect, few participants made mention of
it. According to the responses, some physical learning spaces could have been more

conducive for learning, considering the number of students. Participants explained

125



(02’&

UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

that learning in such lecture rooms was made difficult. The following are participants’

responses supporting this finding;

The environment was just fine; it was just that we were highly populated (sic),

especially in lecture theatres (P6Mn).

| have just forgotten the lecture theatre; it was small, so we had to be packed
(sic). Others would be making noise, so you failed to concentrate, so it used
to make it challenging (P4M;).

The room we used to learn geography from was a bit small; | have just
forgotten the name of that venue. The room was small, so some people had

to stand in the back because of the unavailability of sitting places (P9Mn).

It can be concluded from the responses of the two participants that the challenges
faced were with specific lecture rooms and not all lecture rooms. The study's findings
indicate that learning spaces were good, but learning was made difficult due to

overcrowding in certain courses.

In addition, some geography teachers mentioned their interaction with geography
lecturers to have been cardinal during their teacher preparation. It should be noted
here that only some of the participants made mention of their interaction with their
lecturers. The social environment was seen as an important factor that had an effect
on the experiences of geography teachers. The participants reported more positive

interactions with their lecturers.
Participants' responses that support this finding include the following:

| had no problem with any lecturer at UNZA; the relationship was alright, and

that is why | was the class representative for most of those years (P8Mn).

In terms of interactions with the lecturers, it was okay; | really tried so hard to
engage in a class by participating though it was difficult for them to know all of

us by name because the classes were big (P9Mn).
| think | had very good lecturers (P1Mj).

Apart from the only positive interactions indicated by most of the participants, P6Mn
had a more neutral response when it came to him describing his experiences with

lecturers. He indicated the following when responding:
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As usual, humans will remain humans; there are those you can easily interact

with and those you just can't, no matter how good you are. You still find some

grey areas here and there, so it was a 50/50 (sic) (P6Mn).
Geography teachers did not only end at describing their lecturers in terms of social
interactions. Lecturers were also described according to the quality of teaching
experienced by the geography teachers during teacher preparation. In line with this,
most participants described their lecturers as good with lesson delivery. Some
participants described their lecturers as knowledgeable, had adequate content, and
very good at teaching. Below are the responses from geography teachers that

support this finding:

My lecturers were very good, to be honest; they really helped me understand

geography more than | thought | would (P4Mn).

The lecturers did their best to take us through, (sic) especially regarding labs

and statistical parts. The quality of the Teaching was good (P1Mj).
Lesson delivery by lecturers was okay (P8Mn).
To be honest, they were fully baked (sic) (P7Mn).

| liked the way some lecturers were teaching, others | couldn’t understand
(P9Mn).

In line with this response, POMn further elaborated on how she did very well in a
statistics course she had previously failed. The participant explained that the course
became interesting when it was being taught by a different lecturer at the time of
redoing (P9Mn).

From the findings above, most participants indicated that they had good student
lecturer relationship, while a small number of participants said that their relationship
with some lecturers was poor. However, one participant was neutral on the issue of
the student-lecturer relationship. The responses are reflected in section 4.2 of this

document which highlights the philosophy of the study.

Geography teachers’ views on what they considered to have been shortcomings of
the teacher preparation programme were also established during the study. Despite
the majority of participants having felt adequately prepared during teacher

preparation, some participants indicated what they had considered to have been
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shortcomings of the programme. The findings of the study established that four
participants felt human geography was not adequately covered in the teacher
preparation programme. The findings came from both participants who had studied
geography as their subject major and those who took the subject as their subject
minor. Two of the participants who had studied geography as their subject minor
explained that human geography was not well covered as compared to physical

geography. P8Mn had this to say:

| feel the human geography was not dealt with adequately unless with the
physical geography because that is the one we started with. We didn’t
finish the human geography maybe due to time.

In the same line of thought P7Mn stated the following:

From what | can remember | should have done more of physical
geography than the human geography for the three years that | did
geography. | feel for a minor student | did more of physical geography than

the human geography.

As explained earlier, it was not only participants who took geography as their minor
who felt human geography was not adequately covered. P2Mj indicated that there
was a gap between human geography acquired during teacher preparation at UNZA
and the human geography content in schools. Apart from responses from P2Mj,
P4Mj also explained that some parts of human geography learnt during teacher

preparation could not be applied in secondary school.

Apart from human geography being described as inadequate by some participants,
other participants had other complaints with the teacher preparation programme.
According to P5M;j, the programme had too many content courses and little time for
practical experiences in methodology and some other practical courses. This was
also echoed by P1MJ who indicated that some courses needed practical
experiences but there was no time to do the practical part. P1M;j further gave an
example of the urban geography course and explained how the application of
knowledge became hard. He stated that urban geography was supposed to be a
practical course, but it was only learnt through theory. P8Mn also explained how a

topic called time zones in mathematical geography was inadequately covered
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because the lecturer just gave the students questions and they were able to

research on their own without actual teaching.

According to the findings, the field project was another content course that was
highlighted to have given the majority of the participants’ challenges. A number of
participants described the content course of fieldwork to be difficult to understand
and execute during their undergraduate studies. Participants indicated they had had
challenges with the field project because of inadequate guidance and insufficient
time for effective learning to have taken place. Examples of responses that support

this finding include:

Personally, | did not benefit much in that area, | was not given good
guidelines on how to write a project. | had to find out most of the things on
my own (P9Mn).
| think there was little guide in field project, we didn’t really know what to
do. | found someone who was my senior who sat me down and showed
me how you have to go about it (P2Mj).
When it came to the methodology courses, the study disclosed that two participants
felt the methodology courses were not very emphasised considering that a lot of time
was spent acquiring content courses during teacher preparation. The following is the

response that came from P5M;j:

| think there are too many content courses and then the courses for
methodology are just too few.
He further explained that practical experiences like peer teaching could have been

allocated more time so students could do more peer teaching.
P6Mn seemed to agree with P5Mj when he stated that:

Methodology is not much emphasised; they concentrate too much on the

content.

P6Mn further explained how this made lesson delivery challenging especially at the
beginning of one’s employment. In line with the response from P6Mn, it should also
be noted that one participant who found the methodology courses to have been
adequate during teacher preparation, indicated challenges with lesson delivery had
been experienced when teaching in secondary school too (P4Mj).
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The findings of the study further indicated that apart from the teaching methodology
courses that participants took, they also did teaching practice or experience. As part
of the teacher preparation programme, teaching practice involved student teachers
teaching in a formal school setup. With regards to teaching practice, the findings of
the study show that most of the participants who did their teaching practice for six
weeks found it to have been inadequate and those who did their teaching experience
for about twelve weeks found it adequate. It was established that participants who
graduated in the recent past did their teaching practice for a longer period than those

who graduated years earlier.

Furthermore, the findings of the study revealed participants’ suggestions on how the
programme could be improved in consideration of the shortcomings. The study's
findings disclosed that even though most participants felt adequately prepared to
teach in secondary schools, the majority suggested that some aspects of the teacher
preparation programme could be improved. The findings indicate that most
participants felt the teacher preparation programme could be improved by focusing
more on content related to the senior secondary geography syllabus. P1Mj
suggested that geography content should be taught in the School of Education so
that students could be taught courses they are expected to teach. P1Mj further
indicated that she spoke for others, considering that not everyone understood the
general idea or picture. This statement was also echoed by P4Mj, who suggested
that the teacher preparation programme should include more courses that involve
students needing to investigate so that it is more practical. Below are other

responses that support the finding:

| think the teacher preparation programme should focus more on training
teachers. The geography we learn is too wide, and there is little time allocated

to developing the teacher (P5Mj).

Since they are training teachers, they should add more information that

teachers would meet as they start teaching (P3Mj).

Aside from the above finding, slightly less than half of the participants suggested that
the programme should improve the practical-based learning of students. According
to P6Mn, and P5MJ, there was a need to improve student engagement with
methodology and the practical aspect of learning during teacher preparation. In

support of his response, P6Mn had this to say:

130



UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

(02’&

They (UNZA lecturers) concentrate too much on the content. Then the
methodology for delivering the subject when you get into the field (sic)

becomes a challenge.

The two participants suggested that methodology should be allocated more time and
experiential learning, like peer teaching in methodology courses, should start in the

early years of students' training.

The study's findings further revealed that some participants suggested that the
required physical and human geography content courses should be balanced in the
teacher preparation programme. This response came from participants who felt they
took more of one component of geography than the other, which disadvantaged

them. Responses that support this finding include:

P4M;: Like my experience, | only went the human geography way (sic), maybe
if | was advised to do both so that (sic) | could balance human and physical
geography electives, | would be giving appropriate knowledge to learners.

That could have been helpful.

P7Mn: For me, as a minor student, maybe just if there are those (sic)
compulsory courses, they should be balanced more because, from what | can
remember, | should have done more physical geography than human

geography for the two years that | did geography.

In conclusion, the findings established that most participants felt adequately
prepared by their teacher preparation programme to teach geography in secondary
schools, while a few participants felt inadequately prepared for teaching. Most
participants felt they had acquired too many content courses compared to the
content that was required in secondary school while some felt that methodology
courses were insufficiently covered. Findings also showed that participants felt that
the content taught at university level needed to be aligned with secondary school,
while some participants suggested that physical and human geography courses

needed to be balanced and learning through practical experiences increased.
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5.6. Theme 5: Transition from university teacher preparation to secondary
school geography teaching

This chapter of the study ends with a presentation of findings on Theme 5, which
aimed to establish the experience of geography teachers while transitioning from

being students to being teachers of geography in schools.

Therefore, here is the presentation of findings for Theme 5 on geography content
acquired, participants’ understanding of pedagogy and curricula and finally

participants’ self-evaluation of their teaching of the subject.

The study revealed that most participants felt that the number of geography content
courses acquired during teacher preparation helped them with teaching the subject
in schools. The majority of the participants felt that those who took more geography
content and methodology courses (subject major) had an advantage when teaching
geography in schools compared to those who took fewer number of courses (subject
minor). The sentiments came from both participants who had studied geography as
their subject major and those who took it as their minor. Some patrticipants further
explained that differences between the teachings of the two groups could arise from
the depth of knowledge acquired during teacher preparation. The general feeling
from P1Mj, P5Mj, P6 Mn and P7Mn was that those who studied particular courses
others did not take would have in-depth knowledge and, therefore, could teach such
concepts better. P5Mj further gave an example of how a course called hydrology,
which could not be taken by anyone who studied geography as their minor, enabled
him to have a deeper understanding of how to teach the river system. P6Mn and
P8Mn explained that the difference in teaching could be minimal, considering that
even those who took geography as a minor had studied above the requirement for
secondary teaching. P6Mn further qualified his statement with the following words:

One who does a major (sic) gives has an advantage in the way they maybe
explaining concepts. Because there are certain courses they did (Sic) that |
didn't and need to be taught in secondary school. Maybe they will have a

better explanation of certain things (sic) or certain courses.

In support of the above finding, P7Mn had the following to say in response to his
experiences in teaching geography with his colleagues who took the subject as their

major:
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| can give an example of the colleagues | consult with on certain things that |
do not understand. | have come to realise that their reasoning makes sense.
Even when they are not sure about a particular concept, especially when it
comes to physical geography, their reasoning would still make sense. It
shows that someone has a strong background in that particular subject.

In line with the rest, PO9Mn supported the finding with the following statement: | think
if I had taken more geography courses, | was going to be more exposed to more
skills in teaching geography. There are certain courses that | didn't do, which I think |

should have done, like urban planning.

However, it should also be noted that the study's findings also revealed that other
participants felt the quality of teaching in school was not related to the number of
geography courses that one studied during their undergraduate degree. This finding
came from participants who had studied geography as their subject major and had
no background in senior secondary school geography. This finding came from
responses from P2M;j, P3Mj and P4M;j, who had different reasons to support their
responses. According to P4Mj, whether one studied geography as their major or
minor, teaching geography would be the same since teachers are given the same
information and are expected to apply it to the learners. P3Mj and P4mj had the

following to say:

On that one, as | said initially, what we were being taught that side (UNZA) is
different from what we meet when we come to the secondary school setup
(P3mj).

From my experience number of content courses one studied does not
influence teaching. For example, | have a friend who did geography as her

minor and she doesn’t have challenges as much | do (P4MJ).

It should be noted that the participants who felt there was no difference in teaching
between those who studied more geography courses than the others were also

those who felt inadequately prepared had no background in senior secondary

geography.

In this study, geography teachers' understanding of pedagogy and curricular issues
was deemed cardinal. Geography teachers' understanding of pedagogy and
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curricular issues also gave an insight into knowledge acquired during teacher
preparation. The findings show that participants employed teaching methods like the
lecture method, group discussion and question and answer, and fieldwork. The
study's findings further disclosed that most participants could explain factors
influencing their teaching methods. Some patrticipants explained that the nature of
the topic influenced their choice of teaching methods, while others pointed to
learners' background as another determining factor. The study established that
participants had different ways of describing pedagogies utilised and reasons for
doing so. According to P7Mn and P6Mn, applying certain teaching methods,
especially learner-centred methods involving learners from rural areas with
significant communication challenges, was difficult, making the lecturer method more

suitable.

P3M;j, P8Mn and P6Mn explained that they used the lecturer method when dealing
with topics that learners needed to become more familiar with, like topics in physical

geography.

P3M;j further explained that it was easy to use group discussion with topics in human
geography because learners had prior experiences that made it easy to participate.
P1M;j also indicated that she utilised question and answer when teaching Physical

geography to give the learners hands-on experiences.
In support of the finding, PBMn had this to say:

Most of the topics in physical geography go for teacher exposition, like
mathematical geography and map reading. These courses require teacher
exposition because learners are new, just coming from Grade 9 with little
understanding of the subject. However, after two or three lessons, you can
introduce learner-centred methods where you involve questions (Sic) and

then the learners can do it independently.

Other explanations given by some participants showed a flawed understanding of
teaching methods. For example, P1M;j indicated that group discussion was the
commonest method she utilised while pointing out she had avoided the lecture
method. P2Mj also explained that he utilised teacher exposition when teaching

human geography because it was easy to understand. Participant P2Mj had to say:
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For the other components, like human geography, | think teacher exposition is
fine to use because you can give them notes and then come to explain. It's
alright (sic) for them to understand.
It is clear from the responses that participants had varied understandings of
pedagogies employed in teaching. Some participants showed a good understanding
of their pedagogical approaches compared to other responses that showed a flawed

understanding of pedagogical approaches.

Furthermore, findings from the secondary geography syllabus showed that that
teacher exposition, group discussion, educational tours to relevant geographical
sites, and question and answers, were some of the suggested methodologies for
geography teaching in secondary schools. Learning and teaching aids have also
been highlighted as amongst the suggested methodologies. While the document
highlights some of the recommended teaching methods, it also encourages

geography teachers not to stick to the methods suggested.

In addition, in order to better understand participants’ teaching, participants were
also requested to assess their own teaching in secondary schools. The findings of
the study revealed that most of the participants felt better at teaching either physical
geography or human geography. According to the findings, the highest mark a
participant gave themselves for teaching physical geography was 100%, while the
lowest participant graded themselves as 70 %. On the other hand, the highest mark
scored in human geography was 95%, and the lowest was 70%. Slightly more
participants scored their confidence levels higher in teaching human geography than
physical geography. The findings further revealed that only one participant who had
studied geography had the same confidence level in teaching physical and human

geography.
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Table 5: Self-evaluation of geography teaching in schools

Geograph Background in | Physical Human
y Senior Secondary | geograp geography
teacher Geography hy (%)

(%)
P1MJ Yes 80 100
P2MJ No 90 70
P3MJ No 70 80
PAMJ No 75 90
P5MJ Yes 95 75
P6MN Yes 90 90
P7MN Yes 70 90
P8MN Yes 100 90
POMN Yes 85 95

The study's findings revealed that even after experiencing teaching in secondary
school, most participants had more confidence in teaching the geography
component they enjoyed learning during their undergraduate studies. However, this
was only the case for some participants; P7Mn responded differently to the majority.
P7Mn indicated he had enjoyed learning physical geography during his
undergraduate teacher preparation. In contrast, participant (P7Mn) graded their
confidence level in teaching physical geography content in secondary school to have

been at 70% compared to 90% in human geography. Participant P7Mn said:

| think physical geography, for nearly all the five years | have taught, | can
safely say that it is much more challenging as compared to human geography;
if 1 were to rate out of ten, | would rate myself up to about seven comparison
to human geography. Human geography, | would rate myself out of 10 at 9; it

is straightforward for me, and | fully understand that one.

The findings of this study also established that geography teachers had some
challenges in teaching some topics in geography, especially physical geography.
The following are some of the responses given by the participants;
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| will be very honest | am very conversant 101% in human geography but
when | am teaching physical geography | have to study prior to that for me to
deliver perfectly than | would in human geography. The challenge comes to

topics like mathematical geography (P1M;).

| have challenges with map reading. Sometimes you can understand it but

how to convert (sic) it, how to deliver to the class is a bit challenging (P2M;).

There is another geography colleague who usually helps me when | have
challenges understanding certain topics. | do not enjoy teaching topics like
river processes (P4M;).

The first two years | was here (secondary school) | came across certain
teachers who used strategies. They would give me component of physical
geography to teach for them and once | was done | handed over the class to
them so that they can do the human part; | think that was my Head of
Department. At first, | thought we were just dividing work but little did | know
that she never enjoyed physical geography she considered it to be very
difficult (P7Mn).

The part that | don’t enjoy that much is faulting and folding is kind of confusing
for the pupils (POMn).

Apart from highlighting some of the challenging topics participants faced in teaching
the subject. Participants also explained how they overcame their challenges. Others
asked for help from other geography teachers in teaching difficult concepts while

others employed the use of videos. Some of the responses given are listed below;

| would go to my Head of Department because he is very conversant in
mathematical geography, we would have a one-on-one discussion on the
topic then | would go through the work by myself and then deliver the lesson
(P1M)).

Sometimes | even consult my friends. Those | was with during my

undergraduate at the University of Zambia (P2Mj).

| sometimes get help from geography teachers’ social media groups. We have
a provincial social media group for geography teachers, with some teachers

who have taught the subject for a long time. Long-serving geography teachers
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share their knowledge and insights with us who have just been employed
(P5M;).

| give them a topic then | will give them the questions on that topic to say,
‘Gentlemen, go and research or can you have an idea,” then | will... | ... |

sometimes run handouts (P6Mn).

| have come to find it very useful downloading some videos on YouTube and
then projecting them on the projector (P7Mn).

When | started teaching | still had a bit of a challenge with map reading, then |
said there is no way | could be failing. | approached my HOD about the matter
and he was very willing to help me (P9Mn)

For now, | have no challenges but it is the other way round, other geography
teachers get help from me. Like map work, we are two teachers who manage
to teach it (P8Mn)

The only thing that | have found working out for me is when | am not very
confident about a certain topic, | would ask around from my friends for one
who is comfortable to come and teach as | observe from that teacher. At times

| would just ask for help when preparing the lesson (P9Mn).

The findings of the study indicate that geography teachers had challenges in
teaching some topics, especially in physical geography that made them seek help
from other geography teachers and also used other methods. The geography
syllabus was consulted to help further understand the content that geography

teachers were referring to in their discussions.

Apart from considering geography teachers’ experiences in teaching geography in
senior secondary, the researcher also consulted the geography syllabus to relate the
teachers' experiences with the topics taught. According to the findings of the study,
the secondary school syllabus content has topics that are supposed to be taught in

three years, from Grade 10 to Grade 12.

The geography topics teachers are expected to teach to Grade 10s are mainly based
on physical geography content. Geography teachers are expected to be competent

in teaching topics that include the solar system, Earth's movements, weathering and
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mass wasting, river processes, weather and climate, vegetation and natural
environmental hazards. Furthermore, geography teachers are expected to have
acquired knowledge and skills in map work that they would also need to teach to
Grade 10s.

Geography content taught to Grade 11s includes farming, fuel and energy, and world
population. Grade 11 topics are fewer than those taught in Grades 10 and 12. Most
of the content in Grade 11 is human geography, while Grade 10 is physical

geography content.

Lastly, geography teachers are expected to teach Grade 12 topics like agriculture,
forestry, wildlife and tourism, mining, power and energy, transport and
communication, and processing and manufacturing. In Grade 12, the topics studied
focus on understanding Zambian content, and knowledge of the sub-region is also
covered. Information on mining, transport and communication, and processing and

manufacturing in the sub-region is taught by geography teachers.

The study's findings have shown that the senior secondary geography syllabus had
physical and human geography topics that geography teachers were expected to
teach in secondary schools. The findings from the geography syllabus have shown
that geography teachers had challenges teaching physical geography content

courses, like map work and weathering.

Knowledge of geography teachers’ teaching of the subject in secondary school was
seen as another way that the teacher preparation experiences could be assessed.
This study revealed that geography teachers had different kinds of knowledge about
their learners which influenced their teaching. Participants indicated different kinds of
knowledge their learners had with regards to learners’ background, cognitive abilities

and attitudes towards the subject being the common ones described.

Findings of the study indicate that geography teachers had knowledge of their
learners’ cognitive abilities which influenced their teaching. Some of the responses

that support this finding include:

| think for me the greatest challenge for these learners when you are
delivering the geography component is that they do not know how to read

and write. And for them to understand it takes a lot. P7Mn
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When preparing for my lesson, | try to think of the prior knowledge of what
they already know so that | build on that. Mostly you find that these

learners watch these geographical channels. P2M;

P6Mn: The issue is that learners from rural areas ... most of them are slow
learners because of the background. As a teacher you need to know that

most of the learners even if they don’t understand they will not ask.

POMn: There are some learners who are slow learners and there are some
who are fast learners. So, what | do when | am teaching and | want to
access my learners through question and answer; | can see those who
when | ask a question they are quick to answer. | will be able to conclude
that these ones are getting what | am teaching and for the other group |

will find a way of helping them.

In this study, it was cardinal to establish participants’ assessment of learners’
engagement with geography content knowledge in order to understand participants’
understanding of geography learning. The findings of the study established that most
of the geography learners had difficulties understanding physical geography content
according to the participants. This finding was reported by all the participants who
indicated that geography learners had difficulties with understanding physical
geography content like physical geography concepts, mathematical geography, map-
reading and field projects. This finding is in line with most participants’ indication that
human geography was easier to understand than the physical geography

component.

In addition, the findings of the study also revealed that geography teachers had
knowledge of learners’ attitudes towards the subject. Some explanations given by
some participants confirmed that they had knowledge of learners’ attitudes towards
the subject that affected learning. According to P4Mj, some learners are passionate
about geography but get affected by the notion of the subject being hard that they
get from others which easily affects them before seeing what the teacher has to

offer. In line with the above finding, P5Mj had this to say:
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The attitude of most of the learners towards the subject from inception
thinks it’s a very difficult subject.
This finding was also supported by P3Mj who explained that most of her pupils had a
negative attitude towards the subject to the extent that they did not bother to get help
even when free extra help was offered. The findings have shown that geography
teachers had knowledge of learners’ attitude towards the subject which made them

work extra hard in certain instances to try and encourage the discouraged learners.

Apart from being knowledgeable about learners’ attitudes and cognitive abilities, the
findings of the study also indicated that geography teachers had knowledge of
learners’ social backgrounds which affected the teaching and learning process. The
findings revealed that some geography pupils had more challenges with learning due
to differences in social backgrounds. Participants pointed out they had more

challenges with learners in rural areas due to communication challenges.

P6Mn, P7Mn and P8Mn indicated that learners in the rural areas were slow learners,
mostly because they struggled with reading and writing even in secondary school
because of the environment they were brought up in. The following response from
P8Mn as he compared two classes in a rural boarding school further explains the

finding:

The Bs are slow learners whilst the Cs are fast learners because the Bs
most of them are from the local setup here and the Cs are coming from
urban areas. Maybe it is because they easily understand the
communication that is English they don’t have a problem with. P8Mn.
In her explanation, P1Mj also explained how social background and home
environment of the learners affected teaching and learning. She explained that she
knew her learners’ home environments and their challenges which influenced her

teaching.

In conclusion, the findings of the study under Theme 5 showed that most participants
considered those who took geography as their subject major to have had an
advantage when teaching particular courses, they studied as their electives over
those who took the subject as their minor. The findings also disclosed that
participants had varied understandings of teaching methods and how they are
utilised in teaching. Some participants showed a good understanding of their

pedagogical approaches compared to some participants who showed poor
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understanding of methods. When it came to self-evaluation of their own teaching, the
findings established that most geography teachers were more confident at teaching
one component of geography than the other. A few numbers of geography teachers
felt confident in teaching both physical and human geography content. The findings
show that the responses were varied and in line with the interpretivist paradigm
which guided this study. It is also clear from the findings above that geography

teachers had knowledge of their learners and how that affected their learning.

5.7. Conclusion

Chapter 5 presented the study's findings on the undergraduate teacher preparation
experiences of geography teachers trained at the University of Zambia. The data
were collected through interviews with nine geography teachers and further analysed
thematically. Data was collected from geography teachers who had either studied
the subject as their major or those who had studied the subject as their minor. The
findings revealed that geography teachers selected geography as their teaching
subject and as a subject major or minor because of personal interest in the subject
and others out of convenience. According to the findings, participants enjoyed
learning either Physical geography or Human geography, with those who took the
subject as their minor indicating they had enjoyed physical geography more than
those who took it as a major. The findings further show that only some geography
teachers had a background in senior secondary geography. It is clear from the
findings that most of the geography teachers felt adequately prepared to teach
geography in secondary schools after their undergraduate teacher preparation.
However, the study also revealed that two participants with no background in senior
secondary geography felt inadequately prepared because they found the content in
secondary school very different from the content acquired during teacher
preparation. Lastly, the study reveals that geography teachers felt that those who
studied the subject as their major had an advantage when teaching particular
courses, which they had studied as their elective courses, over those who took the
subject as their minor. The next chapter, which discusses findings, provides an in-
depth analysis that utilises the literature review and the theoretical framework

underpinning the study to understand the research findings and their implications.
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CHAPTER 6

DISCUSSION OF FINDINGS

6.1. Introduction

This chapter discusses the findings presented in Chapter 5. The discussion of
findings validates or discounts the findings from interviews based on the literature
reviewed and the theoretical framework discussed in Chapters 2 and 3. Following
the same outline as in Chapter 5, this chapter is presented under the same themes
established. Therefore, the discussion will be done in line with the following themes:
pre-service geography teachers' background with the subject, geography teachers'
engagement with geography content knowledge, geography teachers' engagement
with pedagogy, assessment of the geography teacher education programme,
understanding of geography teaching in secondary school and the influence of the
teacher preparation programme on teaching in secondary school. It should be noted

that the discussion of findings addressed the research questions of the study.

6.2. Theme 1: why pre-service geography teachers chose geography as their
teaching subject.

Pre-service geography teachers' background in geography was important in
establishing their experiences during undergraduate teacher preparation.
Understanding of geography teachers’ prior knowledge in secondary school
geography content was considered important in establishing their experiences.
These findings established that 6 geography teachers studied geography during their
senior secondary education, while 3 had no background in senior secondary
geography. Geography teachers indicated that the first year of their study was
challenging, especially for those with no background in senior secondary school
geography. Similarly, a study by Larangeira and van der Merwe (2016) discovered
that 31% of the first-year geography student teachers enrolled in a map work course
needed to gain a background in senior secondary geography. Findings showed that
geography student teachers struggled with university map work when 60% of the
students could not achieve a 50% mark in their final examination (Larangeira & van
der Merwe, 2016). A study by Bowlick and Kolden (2013) revealed that students with

a background in geography coursework self-perceived greater geographic skills and
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increased those skills through the course more than those with no previous
engagement with geography coursework. Geography teachers with no foundation in
secondary geography found the subject more advanced because their transition in
knowledge was not done in logical progression as expected in the education system.
Each level of education is an important basis for transitioning to the next level with
fewer challenges. However, this was not the case for a few geography teachers who
missed senior secondary geography, which was a disadvantage for them. Prior
knowledge is essential for effective teaching and learning in any education set-up.
This study agrees with the literature which emphasises having good senior
secondary geography content at the tertiary level for effective secondary teaching
(Bonnet, 2003; Dolan et al., 2014; Larangeira & van der Merwe, 2016). Student
teachers with prior knowledge in senior secondary geography are more likely to
relate easily to advanced geography content because of their previous experiences
with the content. Student teachers’ prior experiences with their senior secondary
school geography could also be related to their selection of the subject as one of
their teaching subjects, considering that experience has a bearing on decision-

making in people’s lives.

This study also revealed that most geography teachers selected geography as one
of their teaching subjects because of personal interest in the subject matter.
Personal interest in the subject knowledge was also the main reason most selected it
as their major or minor (see section 5.3.2 in Chapter 5 of this thesis). The selection
of geography as a teaching subject was an important career choice that student
teachers were expected to make. Considering that the selection of geography as a
teaching subject meant it was a subject they would be teaching in employment and,
most likely, for the rest of their lives, interest in the subject or a positive feeling
towards the subject would be more meaningful and expected. Pre-service geography
teachers were more than likely to select a teaching subject they felt comfortable with
in knowledge acquisition, with fewer challenges considering prior engagement with
the subject. Geography teachers' self-efficacy beliefs played a role in their selection
of geography as a teaching subject, mainly emanating from their mastery experience
with the subject during their secondary school level. On the contrary, some
geography teachers who had no background in senior secondary geography also
had an interest in the subject which made them select the subject as their teaching

subject. All the geography teachers with no mastery experience with the subject at
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the senior secondary school level had an interest in the subject to select it as their
major. This finding shows that mastery experience may not have been the main
reason for selecting the subject. Pajares (1997) suggests that students select their
subject majors and career paths depending on their competency levels in a particular
subject. Though the statement was true for most of the participants in this study, it
was still not a true picture for all participants; a few participants selected the subject
for reasons other than interest and competency. Of interest was one participant who
had avoided studying geography in secondary school because he/she/they
considered it difficult but decided to study it at university level after gaining the
courage and interest to face his/her/their fears. This geography teacher’s self-
efficacy had improved through vicarious experiences, and not through mastery

experience which is more common.

Furthermore, Ferretti (2007) established that the amount of coursework had no major
influence on students’ choice of geography at A-level, but students' confidence had
an influence. However, the findings contradict other studies in Malaysia and Ghana
that revealed that parents influenced students' choice of study and attitudes towards
the subject (Khoo et al., 2015; Opoku et al., 2021). Students' interest in the subject is
more significant than parental influence. Students interested in the subject are likely
to be more motivated than those with other reasons for selecting the subject, which
may further lead to negative attitudes. Kidman (2017) cautions against students
enrolling in the subject because of parental influence that may lead to conformity

attitudes.

Coupled with interest in the subject, in this study, geography teachers selected
geography because of the future career prospects offered that were not limited to
teaching despite being enrolled in a teacher preparation programme. Babacan
(2018) also highlights pre-service geography teachers considering geography
education to have significant employment prospects. Pirdg (2018) explains that the
decline in the prestige of teaching and saturation in education has made students
more interested in other career prospects for geography rather than teaching.
According to the literature, geography students have an interest in the subject
because of the wide range of future career prospects that it offers due to its broad
nature (Babacan, 2018; Opoku et al., 2021; Pir6g, 2018).
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On the other hand, this study also established that some geography teachers
selected the subject not so much because of interest but because they found it the
most convenient of the available choices. In this study, a few geography teachers
selected the subject because of their positive prior experiences in senior secondary
geography, while others were influenced by advice from senior students. In this
case, the findings show that geography teachers were influenced by three of the four
experiences highlighted by Bandura (1977): self-efficacy beliefs, mastery
experiences, vicarious experiences and verbal persuasion (see section 3.5 of
Chapter 3 of this thesis). Vicarious experiences were noted from senior students'
influence that helped some geography teachers select the subject. Some geography
teachers who were initially warned against taking a challenging subject such as
geography explained that they selected the subject after seeing that other senior

students had managed to pass it.

Moreover, it was also established that senior students’ verbal persuasion influenced
a few participants to select geography as their teaching subject and as their major or
minor. One participant, who had an interest in geography and wanted to study it as
their major, ended up studying it as their minor after being influenced by a senior
student who considered geography difficult, a decision the participant regretted.
Another participant selected geography as their major after finding their preferred
major, mathematics, to have been difficult. Selecting the subject out of convenience
meant that some students took the subject motivated by future career prospects the
subject offered without having an interest in the content of the subject or in teaching
the subject. Some geography teachers who selected the subject out of convenience
enjoyed other subjects more than geography even after teacher preparation. Pirdg
(2018) also revealed that future career prospects were a more important factor for
students selecting a degree than students having an interest in the subject matter.
According to Park and Huynh (2015), attitude towards the subject is affected by
students’ reasons for selecting the subject which may further affect performance. It is
clear that without personal interest in the subject matter, a university education
becomes more of a foundation towards joining the labour market than a place for
pursuing one's interest (Pir6g, 2018). Stewart (2022) explains that a lack of passion
from geography teachers in schools will negatively influence learners when pursuing

further studies at the tertiary level.
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Furthermore, the varied reasons for selecting the subject, which also accounts for
differences in experiences, align with the interpretive paradigm, which highlights
multiple realities as the basis of life. Some geography teachers’ self-efficacy beliefs
were not stable as they were affected by others' suggestions. Verbal persuasion in
the self-efficacy theory did not work positively but also negatively affected some
geography teachers' decision-making. What is clear is that geography education
needs to find ways of focusing on enrolling student teachers who are enthusiastic
about the subject to have effective teaching of the subject in schools and keep the

subject alive.

This study agrees with Ferretti's (2007) findings that revealed that students select
geography for various reasons, some of which are more positive than others. The
findings of this study align with the literature, which highlights geography being
selected as a subject of choice or as a teaching subject because of career prospects
not limited to interest in teaching the subject (Ferretti, 2007; Pir6g, 2018; Stewart,
2022). However, what is unique in this study is that some geography teachers
selected the subject without interest in career prospects but out of convenience and
verbal persuasion from others. Differences in interest and motivation puts students
who study the subject as their minor at risk of performing poorly compared to others
(Park & Huynh, 2015). Some students’ interest in teaching the subject was still
considered second best compared to other subjects even after pursuing and passing

the subject in teacher preparation.

This study established that even geography teachers who had no mastery
experience with senior secondary geography had high self-efficacy that made them
select the subject as their major teaching subject. Geography teachers selected the
subject as their teaching subject with varying self-efficacy beliefs, which were
influenced by mastery experiences, vicarious experiences and/or verbal persuasion
from others in certain circumstances. Geography teaching and learning for
secondary and tertiary education will be more effective and achieve better results
when passion and interest are the motivating factors behind one's subject selection.
Geography risks being taught by trained but unenthusiastic teachers when taught by
those not interested in the subject. Geography teachers’ interest in the subject

matter knowledge is crucial to developing the discipline of geography education.
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6.3. Theme 2: Geography teachers’ engagement with geography content
knowledge.

According to the findings of this study from both geography teachers and the
University of Zambia course structure for geography student teachers,
undergraduate geography student teachers were expected to study physical and
human geography courses as both core courses and electives. However, only
geography teachers who studied the subject as their major were required to select
elective geography courses in their fourth year, while those who studied the subject
as their minor completed their study of the subject at the end of their third year of
study. Shulman's (1987) PCK theory highlights subject matter knowledge as one
cardinal knowledge type teachers should acquire during their preparation (see
section 3.4 in Chapter 3 of this thesis). Response from the geography teachers and
study of the course structure and syllabus documents revealed that university
content courses acquired were broad and in-depth compared to geography content
taught in secondary school. More than fifteen elective courses were offered to fourth-
year students who took the subject as their major (UNZA, 2020). Similarly,
geography content at the university level was described as an in-depth subject with

plenty of topics, some of which were not learned at the school level (Ferreira, 2018).

In acquiring content, geography teachers indicated they enjoyed learning physical or
human geography content. More geography teachers with no foundation in senior
secondary geography enjoyed human rather than physical geography. In contrast,
those with prior knowledge of secondary school geography enjoyed physical
geography. The content of the senior secondary geography syllabus revealed that
most of the topics that are learnt by Grade 10s are physical geography content which
is covered for the whole year (Curriculum Development Centre, 2013). This therefore
means that those who had a background in secondary geography had a good
foundation in physical geography which made it easy to understand what seemed
abstract to those who had no background. The majority considered physical
geography broad and challenging, which may account for those without a foundation
in the subject enjoying human geography more than physical geography. The
findings are supported by literature, which has also shown that lack of prior content
knowledge or little prior knowledge affects learning (Bowlick & Kolden, 2013;

Larangeira & van der Merwe, 2016).
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The selection of elective courses was based on geography teachers' preferred
component, which was for those who studied the subject as a major as they were the
only ones required to select electives in their fourth year. The majority selected
human geography courses as their electives. On the contrary, a study by Selmes et
al. (2022) confirmed students' interest in physical geography when their study
indicated that slightly more undergraduates enrolled in physical/environmental
courses than those who studied human geography. Physical geography content was
perceived to be more difficult and abstract than human geography, even by those
who enjoyed learning physical geography. On the other hand, most participants
described human geography content courses as easy to understand. In line with the
findings, Harte and Reitano (2015) also revealed that geography teachers had more
confidence in either physical or human geography. The varied experiences
geography teachers had with the two components of geography indicate that reality
is subjective and depends on individual experiences.

The findings support Fischer (2022) and Opoku et al. (2021), whose studies
established that physical geography was perceived to be more difficult than human
geography. Physical geography has been described as a geography component that
contains broad abstract concepts, more scientific explanations, and some
mathematical data that seem more challenging to understand (Fischer, 2022; Opoku
et al., 2021). Fischer (2022) revealed that novice teachers seemed to have been
better prepared in human geography while they perceived challenges in
physiogeography, which is similar to physical geography. In this study, geography
teachers’ interest in physical and human geography courses was related to their self-
efficacy beliefs. Participants enjoyed components they felt more competent in than
components they found difficult to comprehend. Furthermore, participants’ selection
of elective courses was based on their mastery experiences with the two
components during their first to third year of teacher preparation which exposed
them to both physical and human geography courses. Through mastery experiences
participants were able to tell, which components would be easier and interesting for

them to select.
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Physical geography proved to be more abstract and difficult to understand than
human geography considering that the content is also science-based. Furthermore,
a lack of foundation in senior secondary geography could have made geography
teachers perceive physical geography as difficult, considering there was no logical
transition in understanding content from senior secondary to university geography.
Stewart (2022) explains that learners without a good foundation will need help to see
the relevance of physical geography, considering that it is more abstract. The
importance of prior knowledge in aiding understanding of more advanced concepts
cannot be ignored, if effective learning is to take place in schools and institutions of

higher learning.

Overall, there were no unique differences in geography teachers' experience with
geography content between those who studied the subject as their major and those
who studied it as their minor. This study has revealed that most geography teachers
enjoyed engaging in physical or human geography content, and very few enjoyed
learning both components the same way. The findings imply that the fact that student
teachers find one geography component more enjoyable may influence their
knowledge acquisition in both positive and negative ways. Student teachers will likely
become more competent in the geography component they find more interesting,
which could affect the quality of teaching in schools for those components not
enjoyed. This study has shown that geography teachers need a foundation in senior
secondary geography to have higher self-efficacy in abstract concepts (physical
geography) than in human geography. This study's findings reveal that most
geography teachers who had mastery experiences with senior secondary geography
content knowledge enjoyed physical geography. The findings highlight the need for
institutions of higher learning to assist student teachers to be competent and improve
their self-efficacy in physical and human geography components during teacher

preparation.

Geography teachers were inclined to select courses they had high self-efficacy in
while avoiding challenging courses, forgetting they would still be expected to teach
topics they avoided upon employment. Geography teachers need to improve their
self-efficacy in challenging topics by interacting more with such content through

mastery experience and verbal persuasion from teacher educators. Park and Huynh
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(2015) explain that focusing on the motivational needs of student teachers will
ensure effective teaching and learning takes place in geography education. The
structure of the University of Zambia, which allows student teachers who study the
subject as their major to select elective courses of their choice in the fourth year,
perpetuates student teachers’ avoidance of components they find difficult.
Geography teachers are expected to be competent and have high self-efficacy in
physical and human geography components if effective teaching is to occur in
secondary schools. Student teachers need more encouragement to enrol in physical
geography content courses they consider challenging. The geography teacher
preparation programme needs to find ways of ensuring student teachers' self-
efficacy beliefs are improved through mastery experience by the time they graduate.
The programme should focus on ensuring student teachers interact more with

challenging concepts.

6.4. Theme 3: Geography teachers’ engagement with pedagogy

Like many other universities, geography teacher preparation at the University of
Zambia involves acquiring theoretical knowledge and practical experiences. Different
pedagogical approaches are employed in disseminating subject matter from teacher
educators to student teachers. Teaching methods employed by the geography
lecturers at the University of Zambia included lecture methods, practical
demonstrations, question and answer and fieldwork. In line with the findings, Dhakal
(2019) highlighted question and answer, lecture method, and fieldwork as methods

used to teach geography.

The findings of this study revealed that the lecture method was the most common
method used by lecturers at the University of Zambia. The lecture method was
common because it was convenient for lecturers to reach the high number of
students enrolled in most courses, and it was cost-effective in using the allocated
time for each lesson. Since each course was allocated three hours a week, more
content could be shared using the lecture method than other methods. Similarly,
Opoku et al. (2021) indicated that teachers often utilised the lecture method in their
study. The lecture method requires a teacher or, in this case, a lecturer to transfer
relevant information to the learners or students. Other literature relates teacher-

centred methods like the lecture method with negative experiences (Kidman, 2017),
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while learner-centred methods are more related with positive experiences (Dolan et
al., 2014).

This study revealed that the majority of the geography teachers found the use of the
lecture method to have been adequate teacher preparation. However, it was
reported that, in some instances, a few students needed help with how some
lecturers used the method. The findings align with the interpretive paradigm, which
indicates that experience is subjective to individuals (Hammersley, 2013; Lan, 2018;
Willis, 2007). The lecture method, which was deemed adequate by the majority of
the students, was still seen to have been challenging by a few, especially when used
by some teacher educators. Geography teachers are expected to acquire knowledge
of pedagogies for teaching and learning; this is more effective when experience is

involved.

The findings of this study show that geography teachers had positive experiences
with the lecture method, which contradicts other studies that relate effective teaching
and more positive learning experiences with learner-centred methods (Dolan et al.,
2014; Kidman, 2017; Opoku et al., 2021). Opoku et al. (2021) involved senior
secondary students, while this study involved university graduates, and this may
explain the positive attitudes of the present study towards the lecture method
because students were at a mature age by the time they were enrolled at the
university level. Older students can appreciate the lecture method more because of

their improved level of understanding and maturity.

The practical or laboratory method was another method used by geography lecturers
at the University of Zambia. The practical or laboratory method involved learning
hands-on skills that were assessed as part of continuous assessment. This method
is similar to the lab component that Bowlick & Kolden (2013) explain as a method
focused on the learner's acquisition of knowledge through hands-on supplemental
learning in physical geography. An example of practical skills learnt during practical
sessions was map-work, which involves students learning skills to understand and
create maps. The practical or laboratory method was described by most of the
geography teachers as being involving and challenging. What made things worse
was that the content learned through this method was examined and graded as part
of a continuous assessment. It was reported that some students with low self-

efficacy in learning through this method dropped out of the subject and enrolled in
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other subjects after finding it too challenging. Participants also reported that some
senior students often pointed to this method as a reason for discouraging students
who needed clarification about selecting geography as their teaching subject. It is
clear that through verbal persuasion, some student teachers were made to abandon
the subject for fear of learning through a method perceived as difficult. Student
teachers with high self-efficacy beliefs persevered and managed to learn through this
method.

Apart from the practical or laboratory method, fieldwork was also indicated as one of
the methods employed during the geography teachers’ undergraduate studies.
According to the findings, more than half of the participants found understanding and
learning through fieldwork challenging. The fieldwork course involved learner-centred
activities that followed a research procedure of proposal development, data
collection, data analysis and an assessment in the form of report writing. Most
geography teachers in this study considered learning through fieldwork in a fieldwork
course difficult to comprehend because of unclear guidance, especially with report
writing. Most geography teachers felt incompetent in fieldwork, even after
undergoing training. Mastery experience with the method could have improved
geography teachers' self-efficacy in using the method as would be expected.

One participant explained that even as a geography teacher in secondary school,
she still did not understand what was expected of her during the fieldwork course. In
this study, geography field research, a learner-centred method was utilised, and
geography lecturers assessed the work done by geography students. Similar to the
findings of this study, the literature shows that fieldwork was not conducted
according to the expected guidelines and standards (Ari, 2020; Nakazwe, 2011). Ari
(2020) questions the pedagogical value of fieldwork in Turkish universities when
skills to be acquired by students need to be clarified. Opoku et al. (2021) also
pointed to some schools lacking fieldwork activities in a study conducted in Ghana.
Poorly conducted fieldwork activities affect the quality of undergraduate geography
education (Ari, 2020; Nakazwe, 2011) and will continue to do so if measures to
improve fieldwork activities are not implemented. In line with the findings of this study
on the experiences of geography teachers with the laboratory and fieldwork
methods, Babacan (2018) in Turkey, also revealed that university education was
inadequate in some teaching and learning techniques including in fieldwork and

laboratory methods.
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Considering the complexity of following a research procedure or a fieldwork activity,
student teachers will only benefit from learning through fieldwork if teacher educators
give clear guidelines. Clear guidance is very important since future geography
teachers must master the skills before transmitting them to the learners. Despite the
differences in studies, learning through fieldwork comes with challenges that
negatively affect the teaching and learning of geography. Geography, a broad and
practical subject, needs to be taught by geography teachers who can engage in
fieldwork activities with in-depth knowledge. The discussion above has highlighted
the methods used by lecturers at the University of Zambia during geography
teachers’ undergraduate studies. While it was expected that student teachers should
have acquired all the pedagogical knowledge during their undergraduate teacher
preparation, this study established that it is not always the case, as most geography
teachers indicated they had insufficiently understood fieldwork. This study has also
established that pedagogical methods utilised during teacher preparation, like the
practical or laboratory method, can influence students to abandon the subject. Some
methods challenged geography teachers' self-efficacy beliefs in their capabilities of
understanding the subject. Mastery experience with the teaching methods is
expected to improve geography teachers' self-efficacy. This study calls upon teacher
educators to pay extra attention when using some of these complex pedagogies that
geography teachers have challenges with, if effective teacher preparation is to take
place. The next section discusses the geography teacher's experiences with the

methodology courses to equip student teachers with pedagogy.

Effective geography teachers are also expected to have acquired pedagogical
knowledge as among the types of pedagogical content knowledge, according to
Shulman's PCK theory (see section 3.4 of Chapter 3 of this thesis). The study's
findings showed that the acquisition of pedagogical knowledge in the teacher
preparation programme at UNZA was obtained through mandatory peer teaching
sessions in a methodology course and through experience with teaching methods
utilised during teacher preparation. Furthermore, geography teachers had their
practical experiences teaching geography in secondary school through an internship
programme at the end of their third or fourth year of undergraduate studies.
Geography teachers’ engagement with pedagogical practices utilised by different
teacher educators in the programme is also an important learning experience in

using different teaching strategies. Nuwategeka & Odama (2020) argue that trainee
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teachers' use of teaching methods directly reflects the methods used by teacher
educators during training. Schulman's PCK theory, which guides this study,
highlights knowledge of instructional strategies as appropriate for teaching as an
important aspect of teacher preparation (Schulman, 1986). According to the findings
of this study, geography teachers’ engagement with different teaching strategies
utilised by lecturers was fair, with a few challenges experienced in learning through
fieldwork and laboratory methods. Methodology courses were relevant because of
their focus on pedagogy. Activities like peer teaching in the methodology course
were very helpful in preparing students for teaching in schools. Fischer (2022)
explains that student teachers teaching fellow peers and getting feedback afterwards
is a way of increasing learners' practical experiences. Hands-on teaching activities
greatly benefit student teachers' acquisition of pedagogy (Du Plessis, 2020; Fischer,
2022; Harte & Reitano, 2015; Shah, 2020).

Apart from experiences with methodology courses, geography teachers were also
able to explain the different strategies utilised in geography lessons and when the
best particular strategies could be employed. Similarly, although in a more practical
sense, Kocalar & Demirkaya (2017) found that geography teachers in Turkey could
use various materials, methods, and techniques according to the curriculum. The
findings, however, are contrary to studies that point to geography teachers needing

to be more competent in pedagogy (Muchiri & Iddrisu, 2019; Rwejuna, 2017).

Regarding geography teachers’ internship or teaching experience, geography
teachers who undertook their teaching experience for six weeks found the
experience to have been insufficient because little time was spent on practice, while
those who undertook it for twelve weeks or three months found it sufficient because
they had enough time to practise and improve their teaching skills. The findings
indicate lengthy teaching practice (mastery experience) had a bearing on geography
teachers' competency and self-efficacy. Geography teachers who did their teaching
practice for a long time felt more prepared than those who spent less time. In line
with the findings, literature shows that teachers in Canada felt well prepared after
undergoing the programme with extended practice time and in-depth coursework
(Darling-Hammond 2017). Fischer (2022) also emphasised the need for German
geography teacher training to focus on actual teaching in initial teacher training.
However, despite other studies highlighting the importance of learning through

lengthy teaching practice in schools, Jan et al. (2017) argued that teachers who
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studied a more theoretically based education had stronger self-efficacy than those
who attained a more practical former education. The findings of this study support
the argument of Jan et al. (2017), considering that geography teachers had a more
theoretically based programme than practical in general but still felt sufficiently
prepared for teaching. The argument in the literature indicates that theoretical and
practical learning should be given adequate time by student teachers in higher

learning institutions for the effective acquisition of PCK.

The study's findings also showed that the learning environment influenced
geography teachers' experiences during their undergraduate studies. The study
revealed that some geography teachers needed help accessing certain resources
from the library in one or two courses, while others had no challenges. These
findings align with the interpretive paradigm, which believes reality is seen from
different perspectives. Furthermore, learning spaces were generally considered good
despite some geography teachers indicating overcrowding to have been a challenge

in certain courses.

Regarding the social environment, the study revealed that geography teachers had
more positive relationships with their lecturers and amongst themselves. Good
relationships meant that geography teachers could learn with fewer obstacles in
acquiring Pedagogical Content Knowledge. The participants also felt that apart from
most of the lecturers having had good attitudes towards the students, they also had
adequate content knowledge for the subjects taught.

6.5. Theme 4: Pre-service geography teachers’ perspective on the quality of
the geography teacher preparation programme.

In assessing the teacher preparation programme, seven of the nine (78%)
geography teachers who participated in this study indicated that they had acquired
more than the sufficient content needed for teaching in secondary school. However,
two of the nine (22%) geography teachers who took the subject as their minor felt
human geography content needed to be more adequately covered despite indicating
they had been adequately prepared for teaching (see section 5.6.1 of Chapter 5 of
this thesis). The acquisition of excess knowledge was described as an advantage
even with content acquired that could not be used in secondary schools. The
majority of the geography teachers (78%) considered themselves to have been well-
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prepared for teaching in secondary schools. The study's findings align with the
interpretive paradigm, which highlights different interpretations of reality by
participants (see section 4.2 of Chapter 5 of this thesis). Despite other studies done
by different scholars indicating that geography teachers needed to be adequately
prepared for geography teaching in schools (Baban, 2018; Rwenjuna, 2017; Volman
& Boogaard, 2015), this study, on the contrary, revealed that 78% of the geography
teachers felt sufficiently prepared to take up the teaching of geography in secondary
schools. The findings contradict other studies at the University of Zambia in subjects
like English and History, where it was indicated that teachers were not adequately
prepared for teaching (Chabatama, 2012; Mulenga, 2015). Furthermore, despite
other studies highlighting that some geography teachers had challenges teaching
some components of physical geography (Nakazwe, 2011, Mubita et al., 2023), this
study established that geography teachers felt sufficiently prepared to take up
secondary school geography teaching despite considering some aspects of physical
geography abstract and challenging to teach. Challenges experienced in teaching
some aspects of physical geography in secondary schools do not seem to emanate
from the inadequacy of geography teacher preparation. In addition, this study has
shown that teacher preparation improved geography teachers’ self-efficacy and
competency in teaching the subject. In line with the findings, He et al. (2022) also
revealed that geography educators were satisfied with the geographical content
presented in the classroom in China. However, the responses in the He et al (2022)
study were from teacher educators and academic geographers, while the findings in
this study came from geography teachers who had experienced teacher preparation

themselves.

A closer look at the findings of this study also revealed that all the geography
teachers (22%) who felt inadequately prepared had no background in senior
secondary geography before tertiary education. In this study, the two participants
(22%) claimed that the geography content acquired differed from the content that
was to be taught in secondary school. This scenario can be explained using Bowlick
& Kolden’s (2013) study, which revealed that students with previous initial contact
with geography repeated and reinforced concepts better than those with no
background. Students with prior knowledge of geography found it easier to relate the
geography content acquired during their undergraduate to the secondary school

content. Not having prior knowledge in senior secondary school has several effects;
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in this study, it is clear that the transition from university to secondary geography
showed a big gap in knowledge for those who had no foundation in secondary
geography, which made the content seem strange and not in line with what was
acquired. The findings from documents showed that the teacher preparation
programme had wide content coverage compared to the topics that needed to be
taught in schools. Some notable topics in physical geography like map-work and
weathering were visible in the secondary syllabus and in the course structure for
students. The first-year course introduced the student teachers to both human and

physical geography content which is a foundation for the study of the subject.

When exploring the structure of the University of Zambia’s geography teacher
preparation programme, the findings revealed that geography teachers felt that the
programme's structure influenced the teaching of the subject in schools. Geography
teachers felt that students taking more courses than others had an advantage in
teaching. The advantage was seen to come when teaching certain topics whose
content was acquired from elective courses that those who took the subject as a
major studied but those who took the subject as a minor did not undertake. The
findings agree with Harte and Reitano’s (2015) study, which revealed that acquiring
more geography content is associated with higher confidence in the subject matter
knowledge and in teaching geographical skills than those who acquire a smaller
number of courses. Literature shows that student teachers who study particular
content better understand PCK than those who did not acquire particular content or
studied fewer courses (Bowlick & Kolden, 2013; Knecht & Spurna, 2022; Martin &
Dismuke, 2018). Students with prior contact benefit most (Martin & Dismuke, 2018),
as they perceive greater geographic skills than those without prior contact (Bowlick &
Kolden, 2013). In the study's findings, Knecht & Spurnd, (2022) established that non-
specialised teachers had a restricted understanding of the content knowledge
compared to specialised teachers with sufficient content knowledge. With geography
being a broad-based subject, expertise in all areas is hard (Fischer, 2022), and this
could be worse for students exposed to fewer topics, like those taking the subject as
their minor. Unlike at the university level, where geography lecturers are allowed to
major in human or physical geography, secondary school geography teachers are
expected to master both as they are expected to be competent in both. While the
mastery of the subject is made difficult due to its broad nature, improvement in

understanding concepts is expected as a teacher continues to interact with the
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subject during their career. However, Fischer (2022) points to trainee teachers being
criticised for not having good academic research skills that could have helped close
the gap between what was learned and what still needed to be learned while
practising. Considering the broadness of the subject, it is clear that mastery of
content knowledge is challenging, worse still for those who acquire fewer content

courses.

In support of the differences that may occur between those who study the subject as
a major and those who study it as a minor, it was established in this study that some
geography teachers who read the subject as their minor felt human geography and
physical geography courses were not well balanced in the programme and human
geography courses were insufficiently covered. Geography teachers who studied the
subject as their minor still needed to improve in acquiring human geography courses.
Some geography teachers felt they would have been better prepared to teach some
human geography topics in secondary schools had they been taught at university.
Geography teachers had low self-efficacy in teaching topics in which they had not
acquired content during their undergraduate preparation. This study has shown that
geography teachers who study the subject as their major and study more content
courses benefit more than those who study the subject as their minor. Since
geography is a broad subject that geography teachers are expected to acquire and
understand in-depth, teacher preparation programmes need to ensure that student
teachers are exposed to enough geography content to help them survive with few to

no challenges when teaching the subject in secondary schools.

The study's findings also revealed shortcomings in the undergraduate teacher
preparation programme. Some geography teachers reported having had too many
content courses compared to methodology courses, and some courses were
considered irrelevant for geography teaching in schools. Some geography teachers
considered content courses like Statistical Methods in Geography, Hydrology,
Climatology, Land Resource Survey and Environmental Planning irrelevant to school
geography teaching. On the contrary, courses like Hydrology and Climatology were
considered relevant by other geography teachers. The findings align with the
interpretive paradigm, which assumes different realities to people’s experiences of

the same phenomena. (see section 4.2 of Chapter 4 of this thesis). In line with the
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findings, Ferreira (2018) also established that geography students found certain

geography topics at the university irrelevant to school geography teaching.

Geography teachers had a narrow view of content that should be taught at
university, focusing on learning the exact content needed in secondary school,
forgetting that even the school syllabus changes. Effective geography teachers need
a good understanding of the subject regardless of whether the content is what they
will be teaching in secondary schools or not. A wider coverage of the subject with a
special focus on the content to be taught in secondary school will enhance
comprehension. The findings also supported the benefits of covering a wide range of
topics when the geography teachers indicated that acquiring knowledge not meant
for geography teaching in schools was still beneficial. University education is meant
to equip students with knowledge that would help them survive in many
environments, which comes with a need for wide content coverage. In line with this,
He et al. (2022) explain that overcoming the knowledge gap between the university
and secondary geography syllabi is more challenging because of the differences in
learning needs and career goals.

This study has shown that the gap between secondary school geography content
and university geography content was a normal change that happens when
transitioning from one level to another, and based on the findings, the change in
levels was beneficial to geography teachers as most of them considered themselves
to have acquired more than enough content that made them feel adequately
prepared for geography teaching. Geography teachers had high self-efficacy that
made them competent to take up teaching after teacher preparation. Furthermore,
this study has established a need for the teacher preparation programme to improve
the teaching of methodology courses as more time was spent learning content. The
need to improve pedagogical approaches in teaching geography was also noted by
Mundende et al. (2023).

In this study, the first year of learning at the university was also reported to have
been challenging because teaching and learning skills and the university content
differed from secondary education. Most geography teachers found it challenging
because they thought university teaching styles would be the same as secondary
school. However, learning at the university level is more independent, and the

teaching style differs from secondary schools. Teacher educators expect to teach
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students who are mature and can take charge of their learning, unlike secondary
teaching. The first year of university education is expected to be more challenging,
considering that it is when students start adapting to the new learning environment
and unfamiliar teaching styles, which needs time. Transitioning from school to
university geography is challenging for teachers, educators and students (Ferreira
(2018). According to He et al. (2022), a gap in depth of subject matter, skills, and
geographical thinking exists between school and university geography. Literature
highlights the need for universities to find ways of helping students transition from
secondary school geography to university geography (Ferreira, 2018; He et al.,
2022; Larangeira & van der Merwe, 2016). Universities need to help geography
students, especially the first years, to transition from secondary to university
education easily. University orientation for first-year students’ needs to improve by
focusing more on helping students understand that the differences in the knowledge
depth and teaching styles between secondary and university geography are normal
changes that come with transitioning from one level to another and should not be

seen as a disadvantage.

6.6. Theme 5: Understanding of geography teaching in secondary school.

In exploring pre-service geography teachers’ experiences of their undergraduate
teacher preparation, this study considered geography teachers' experiences of
geography teaching. An inquiry into geography teachers’ knowledge of curriculum
knowledge was cardinal. This theme discusses geography teachers' experiences

during their teaching careers in secondary schools.

Pre-service geography teachers were asked to self-examine their teaching of
physical and human geography courses in secondary schools. The study revealed
that geography teachers had more confidence in teaching one component of the
subject, physical or human, than the other. Geography teachers (both those who
took the subject as their major and as their minor) graded themselves to have a
confidence level of 70% and above in teaching human and physical geography. The
findings revealed that slightly more (five of the nine) participants scored their
confidence levels higher in teaching human geography than physical geography
because human geography concepts were easier to understand than physical

geography concepts. In contrast (three of the nine) teachers scored their confidence
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in teaching physical geography higher than teaching human geography. Only one
geography teacher scored their confidence level the same in physical and human
geography (see Table 6 in section 5.6 of Chapter 5 of this thesis). The geography
teachers' responses and challenges were varied and in line with the interpretive
paradigm. Despite having had mastery experience (see section 3.5 of Chapter 3 of
this thesis) with different components of the subject during their undergraduate
preparation, geography teachers still had difficulties teaching some components of
the subject, making them grade their teaching lower in particular components than

others.

Some of the reasons behind the self-examination results arise from the challenges
geography teachers indicated to have had while teaching the subject. More
geography teachers highlighted having had challenges teaching some topics in
physical geography than human geography. According to the findings, some
geography teachers had challenges teaching physical geography components like
map reading, faulting and folding, while a few still needed to learn how to teach
certain topics. Similarly, the literature indicates that novice geography teachers had
difficulties reaching the expected subject matter standard in the classroom and,
therefore, needed help transforming theoretical concepts learnt into practice
concerning individual groups of learners (Fischer, 2022). Although the reasons for
experiencing difficulties in teaching differ with the finding of the present study,
Dhakal (2019) revealed that mathematical geography content was not taught at
higher education in Nepal which made it difficult for geography teachers to teach the
said concepts. In line with the overall findings of this study, geography teachers’
experiences with the teaching of the subject were mostly positive, despite

experiencing difficulties with teaching of mathematical geography (Dhakal, 2019).

A study by Kola and Sunday (2015) revealed that teachers with inadequate PCK
had low teacher self-efficacy while those with sufficient subject knowledge were
confident to teach all concepts with proper usage of teaching strategies. Most
geography teachers in this study found it easier to teach human geography
components because they were easier to understand than physical geography. This
experience was observed during teacher preparation and even after employment.
The study confirms the literature highlighting geography teachers’ struggles with
teaching geographical content knowledge to the required subject matter standard
(Brook, 2006; Fischer, 2022; He et al., 2022). With a secondary syllabus whose main
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Grade 10 topics are in physical geography (CDC, 2013), it is imperative for
geography teachers to find ways of improving and reducing their challenges in
teaching physical geography components, considering that it is difficult to avoid

teaching such topics for the whole year.

On a positive note, geography teachers had ways of dealing with their challenges.
Most geography teachers indicated that they had sought help from other geography
teachers. Some geography teachers also mentioned having enhanced their
knowledge of geography content with the help of colleagues, heads of departments
and former coursemates. However, some geography teachers reported teaching
challenging geography concepts (physical geography) on behalf of their colleagues.
One teacher stated he had had a colleague who offered to teach all the human
geography components for him, while he was given all the physical geography
components to teach. While this seemed like a good solution, it meant the limited
interaction with the other component of the subject was making each teacher less
knowledgeable in that component. It is only logical to assume that one gets better at
understanding a geographical concept when one spends more time on it, which is
different from most geography teachers who decided to avoid what seemed more
challenging. Geography teachers' attitudes towards the two components of
geography align with Pajare’s (1997) explanations of Bandura's self-efficacy theory,
which points to people avoiding tasks they are less confident to undertake and
preferring to engage in what they feel confident to do. Geography teachers avoiding
tasks they need to be more confident in may be detrimental to teaching geography in
secondary school. Despite the study being done in primary education, Blankman et
al. (2015) explain that motivated student teachers provide better geography lessons.
The components of geography that teachers decide to stay away from will not be
taught with enthusiasm, which will disadvantage the learner. Geography teachers’
motivation influences the intended and achieved levels of PCK in geography
education (Blankman et al., 2015). Geography learners will find it challenging to see
the relevance of physical geography when the subject is communicated by teachers
who are not passionate and lack an in-depth understanding of the subject (Stewart,
2022). As explained earlier, Martin and Dismuke (2018) revealed that teachers who
studied a particular course showed a strong connection in understanding and
practice compared to teachers who did not. Teachers who did not study the course
were described as good teachers attempting to teach what they did not know (Martin
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& Dismuke, 2018). Geography teachers who attempt to learn more about the
geography content they have challenges with will better comprehend the content and
teach more effectively than those who decide to avoid what is challenging. According
to experts' perceptions, Fischer (2022) explains that despite novice teachers'

competencies being varied, there has been a huge improvement in their PCK.

Regarding teachers' knowledge of their learners, this study established that
geography teachers knew their responsibilities in teaching the subject in secondary
schools. Geography teachers indicated knowing about their learners' cognitive
abilities, social backgrounds and attitudes towards the subject. The findings revealed
that some geography teachers failed to use certain teaching methods because of the
types of learners they had; others also mentioned learners' home backgrounds to
have influenced how they taught the subject. Shulman's (1987) PCK theory indicates
that knowledge of learners and their characteristics is one of the basic types of
knowledge that teachers are expected to possess (see section 3.4 of Chapter 3 of
this document). Geography teachers knew the difficulties learners encountered in
learning geographical concepts, especially in physical geography. While the study
has already revealed that geography teachers had challenges teaching some
components of physical geography, the trend was also seen to have been the same
with their learners. As would be expected, it is difficult for learners to understand
concepts that their geography teacher may be having challenges in explaining. If a
geography teacher who has undergone several years of preparation still has
challenges explaining some concepts, it would be worse for a learner who may be

coming across such concepts for the first time.

Furthermore, this finding aligns with other studies that established that geography
teachers were sufficiently trained to teach geography in schools (He et al., 2022).

Shulman's (1987) PCK theory, adopted in this study, also considers pedagogy
knowledge an important type of knowledge teachers should possess after teacher
preparation. This study revealed that some geography teachers had sound
knowledge of teaching methods and their applicability, while a few needed more
understanding of teaching methods. Some geography teachers indicated they had
utilised learner-centred methods, avoiding teacher-centred methods even when
teacher exposition was the best. For example, one geography teacher indicated that

they often employed group discussion and avoided the lecture method. At the same
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time, another claimed to have often utilised the lecture method when teaching
human geography because it was easy to understand (see section 5.7.2 of Chapter
5 of this document). Some geography teachers, while understanding the importance
of learner-centred methods, did not show understanding of when it was best for them
to utilise the learner-centred methods. Similarly, other studies (Du Plessis 2020;
Martinez, 2020; Sakata et al., 2021) highlight geography teachers having insufficient
knowledge and experiencing challenges in utilizing leaner centred methods.
Geography teachers need to understand that learner-centred and teacher-centred
methods are important despite learner-centred methods being more encouraged by
literature (Kidman, 2017; Opoku et al., 2021). Teacher-centred methods may be
better suited for teaching particular topics in certain circumstances. Both geography
teachers and teacher educators must understand that learner-centred methods
alone cannot improve geography teaching. For instance, abstract topics like map
reading and calculation of longitudes and latitudes can only be executed with
teacher-centred methods. Furthermore, considering that only a few teaching
methods where being used by geography teachers in their classrooms, it is important
for geography educators to expose geography students to a variety of learner and
teacher centred methods in order for effective geography teaching to take place in
schools. Geography educators should ensure student teachers understand when to
use particular learner centred methods and how to use them. Geography teacher
educators are being called upon to ensure proper acquisition of knowledge and skills
by student teachers is achieved during teacher preparation (Du Plessis 2020;
Martinez2020).

6.7. Contributions of the study

This study provided insights into geography teachers’ experiences of their teacher

preparation programme at the University of Zambia.

a) Studies have highlighted the need to improve the quality of geography teacher
preparation in institutions of higher learning (Biddulph & Kinder, 2020; Brysch,
2014; Ferreira, 2018; He et al., 2022; Mubita et al., 2023; Tapsfield, 2016). An
exploration of geography teachers' experiences of their undergraduate

teacher preparation in establishing the quality of teacher preparation has been

165



b)

(02’&

done. However, more studies have focused on the mismatch between
university and secondary geography (Ferreira, 2018; He et al., 2022).

The finding of this study established that geography teachers were adequately
prepared for geography teaching in secondary schools despite highlighting a
difference between the content acquired and the content that needed to be
taught in schools. This study established that geography teachers acquired
broad and in-depth content considered more than enough for geography
teaching. This study further notes that geography teachers with no foundation
in secondary geography content saw the difference between university and
secondary content negatively affecting teacher preparation. In contrast, those
who had a background saw it as positive. This study revealed that the gap
between secondary and university education geography content was seen to
have been a benefit for geography teaching by the majority. However, it is
rarely emphasised by literature. Literature highlights the importance of prior
knowledge in senior secondary geography for those opting to study
geography at the tertiary level (Bonnet, 2003; Dolan et al., 2014; Larangeira &
van der Merwe, 2016). Enrolling students with a foundation in secondary
school at the university level or assisting first-year students with no prior
knowledge of secondary school geography (Larangeira & van der Merwe,
2016) will improve geography teaching at both secondary and tertiary levels.
Furthermore, geography content was considered sufficient in this study,
although geography teachers noted the need to improve practical-based
learning in methodology and other courses. Student teachers need more
contact with methodology courses and improve practice-based learning like
peer teaching if effective preparation is to take place.

Literature has shown that geography students and geography teachers have
challenges with understanding and teaching physical geography rather than
with human geography (Fischer, 2022; Opoku et al., 2021; Stewart, 2022).
The findings of this study were also in line with the literature. However,
despite indicating challenges with some topics in physical geography, this
study also revealed that slightly more geography teachers enjoyed learning
physical geography than human geography. Furthermore, this study revealed
that more geography teachers with no secondary school foundation enjoyed

human geography. The study has shown that geography teachers must
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improve their self-efficacy beliefs in geography components that they did not
enjoy learning or teaching. Teacher education programmes need to find ways
of improving geography teachers’ competencies in components they do not
enjoy, considering they would be expected to motivate the learners in all the
subject components.

Several studies have highlighted teaching methods that are utilised both at
the university and secondary school level, with a focus on both learner and
teacher-centred methods (Ari, 2020; Kidman, 2017; Bowlick & Kolden, 2013;
Opoku et al., 2021; Simonyi & Homoki, 2020). This study established that
learner- and teacher-centred methods were utilised at the University of
Zambia. Fieldwork and practical or laboratory methods were indicated to have
been involved and challenging. The unique finding in this study was that some
students dropped out of the course after learning using the laboratory method,
which was also assessed as difficult. This study reveals that some student
teachers dropped out of the subject.

In contrast, others avoided the subject for fear of a pedagogical approach
utilised, a rare finding in the literature. Student teachers with low self-efficacy
in some pedagogical approaches avoided the subject. Teacher educators
must carefully find ways of motivating student teachers while using
complicated pedagogical approaches like practical and fieldwork if retention of
student teachers in the subject is to be achieved.

Many studies encourage learner-centred methods in delivering knowledge to
learners (Kidman, 2017; Opoku et al., 2021; Simonyi & Homoki, 2020).
However, despite being teacher-centred, the lecture method was described as
effective when utilised during teacher preparation. Furthermore, this study
also established that geography teachers' understanding of teaching methods
and when they could be used was varied and faulty in some cases. Some
geography teachers were more inclined to use learner-centred methods even
when such methods were not beneficial for effective learning. Teacher-
centred strategies serve their purpose and should be encouraged in particular
contexts if effective teaching is to take place. This study echoes the need to
encourage teacher-centred and learner-centred methods in consideration of
many factors that influence the selection of a teaching method. Learner-

centred methods can only be fully utilised with cooperating teacher exposition.
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e) The study has also established that the majority of the geography teachers

f)

selected the subject as their teaching subject and their subject major because
of interest in the subject, which was also in line with career prospects. The
study confirms the literature that points to students' personal interests and
career prospects as a reason the subject is preferred (Beggs et al., 2008;
Ferretti, 2007; Opoku et al., 2021; Pirdg, 2018). However, this study also
showed that a few teachers selected the subject out of convenience. Some
geography teachers who took the subject out of convenience still echoed that
they did not enjoy teaching geography but enjoyed teaching their preferred
subjects. Unique to the findings is the case of one who selected the subject as
their major after finding their preferred subject difficult. Confirming with
literature (Blankman et al., 2015; Stewart, 2022), this study echoes the
warning pointing to unenthusiastic geography teachers negatively influencing
the quality of school geography teaching. The findings of this study have also
revealed that geography teachers with no senior secondary geography
background had high self-efficacy that made them select the subject as their
major. The study brings out a unique finding that students without prior
knowledge have interest and confidence to select the subject as their major
despite having no background. Logic makes us think that those with no
secondary school geography experience would opt to study the subject as
their minor to reduce the amount of content that may seem easier, contrary to
these findings.

The findings of this study are contrary to other studies done at the University
of Zambia, the institution where this was done, that highlighted that teachers
not specific to geography were inadequately prepared for teaching in schools
(Chabatama, 2012; Manchishi & Masaiti, 2011; Manchishi & Mwanza, 2018;
Mulenga, 2015). Geography teachers in this study indicated being adequately
prepared for secondary school teaching. The acquisition of content
considered irrelevant for teaching was still an advantage, something that other
studies did not highlight. This study has also shown that geography teachers
who studied the subject as a minor felt human geography was insufficiently
covered. Studies done in teacher education at the University of Zambia
(Chabatama, 2012; Manchishi & Masaiti, 2011; Manchishi & Mwanza, 2018;

Mulenga, 2015) did not explore teachers’ experiences of those who studied
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subjects as major and those who studied as minor. Furthermore, other studies
should have brought forward information on the participants’ senior secondary
school background in their teaching content. Geography teachers without a
background in senior secondary geography become of interest here as it is
from this group that some felt inadequately prepared; all of the participants
with a foundation in senior secondary geography indicated they needed to be
more prepared.

The findings of this study align with literature that supports the notion that
students who acquire more content courses through studying more geography
courses than others have a better understanding than those who study fewer
courses (Bowlick & Kolden, 2013; Harte & Reitano, 2015; Martin & Dismuke,
2018). However, this study adds to other literature by highlighting that some
geography teachers who had studied the subject as their minor and had
indicated that they had acquired more than enough content courses for
geography teaching still felt they could have benefitted from studying more
courses. The study shows that geography teachers who acquired more
content courses were more content with courses acquired than those who
studied fewer courses. Moreover, some geography teachers who read the
subject as their minor felt human geography components were insufficiently
covered. Geography teachers are expected to have acquired wide and in-
depth content that should enable them to teach without challenges. Since the
subject is broad, acquiring a variety of content is beneficial to geography
teachers.

This study has established that the geography teacher preparation
programme needs to balance physical and human geography courses for
those studying the subject as their minor. Inadequate coverage of certain
content courses may be why some teachers struggle to teach certain topics
when employed. It was also revealed in this study that while more content is
beneficial, the teacher preparation programme should consider focusing more
on teaching content reflected in the secondary school geography syllabus to
reduce the challenges that geography teachers face.

The self-evaluation results show that geography teachers also needed help

teaching some geographical concepts despite indicating they were adequately
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prepared for school geography teaching. The results show that most
geography teachers had more confidence in one component of geography
than the other. It was further revealed that geography teachers got help from
their colleagues, former course mates and heads of departments when faced
with difficult concepts.

This study has revealed that geography teachers had preferences in different
geography components, which influenced their motivation and selection of
elective courses. This study has established that geography teachers'
experience of their undergraduate preparation was varied in terms of the
interest which they had in the subject: most teachers having had more interest
as compared to a few. Geography teachers’ engagement with Pedagogical
Content Knowledge revealed that participants had varied self-efficacy beliefs
in some components of the subject and teaching approaches. Geography
teachers had low self-efficacy in some subject components, which made it
challenging to teach such topics with the much-needed motivation. This study
has shown that geography teachers' quality of geography teaching in schools
is varied, with some teachers being enthusiastic about the subject while
others were not. Geography pupils taught by enthusiastic teachers are likely
to perform better than those who are not. This study highlights that school
geography teachers face challenges in teaching the subject, affecting
learners' understanding of concepts.

This study aimed to establish how geography was faring in schools
considering challenges highlighted in geography education by other studies.
This study has established that geography education is affected by geography
teachers' quality of geography teaching. With some geography teachers
indicating that they had challenges teaching some components, it is expected
that geography pupils would also experience similar challenges that may
influence their performance in the final examination. While this study was
focused on geography teachers trained at the University of Zambia, it would
be interesting to carry out studies with more institutions. This study shows a
need to improve geography teachers' self-efficacy beliefs through mastery
experience during teacher preparation. Teacher preparation programmes

should focus on helping student teachers understand abstract concepts fully
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to enhance geography teachers' confidence in teaching all subject

components effectively.

6.8. Conclusion

The chapter has discussed the findings of the study that were presented earlier in
Chapter 5. The discussion followed the themes developed during data analysis. The
study established that not all who selected the subject were enthusiastic about it,
and not every student who selected the subject had prior knowledge of senior
secondary geography. In their experiences of undergraduate teacher preparation,
the majority of the geography teachers indicated that they enjoyed learning physical
geography or human geography. Human geography was seen to have been easier
to understand than physical geography. More geography teachers indicated they had
acquired more than enough geography content, except for a few who took the
subject as their minor and felt human geography needed to be better covered. Some
of the content acquired was considered irrelevant for teaching geography in
secondary school but was still considered beneficial. However, it should be noted
that only some of the geography teachers enjoyed teaching the subject, and they
also had challenges teaching some components of the subject, especially in physical
geography. After discussing findings under each theme, the chapter summarises the
discussion, followed by the conclusion.

The next chapter of this thesis concludes the study by presenting the summary of the
study, conclusions made based on the research questions, the theoretical
implications of the study, the practical implications of the study and

recommendations.
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CHAPTER 7

CONCLUSION AND RECOMMENDATIONS

7.1. Introduction

Chapter 6 discussed the findings of the study based on the literature reviewed and in
relation to the research done in this study. This chapter discusses the conclusion
and recommendations of this study that explored geography teachers' experiences
of undergraduate teacher preparation at the University of Zambia and upon
employment in schools. This study focused on understanding the experiences of
geography teachers who took more geography courses (Geography as their major)
and those who took fewer courses (Geography as their minor). The interest of the
study was to investigate why geography teachers selected the subject as their major
or minor. This chapter highlights the summary and conclusion of the study based on
the research questions. A discussion of how the research findings fit into the
theoretical framework and implications of the findings is also provided in this chapter.

The chapter ends with a conclusion and recommendations from the study.

7.2. Summary of the study

Chapter 1 of this thesis highlighted the purpose of this study, which is to establish
geography teachers' experiences of their undergraduate teacher preparation and
upon employment in school. With studies focused on different aspects of teacher
preparation at the University of Zambia describing teacher preparation as insufficient
(Masaiti & Manchishi, 2011; Manchishi & Mwanza, 2018; Mulenga, 2015), the
researcher had an interest in understanding the geography teacher preparation
programme from the geography teachers” perspective. Without the knowledge that
this study has provided, it would be difficult to understand how geography teacher
preparation is fairing at the University of Zambia. It was essential to carry out this
study in order to assess the relevance and effectiveness of the University of Zambia
geography teacher preparation programme in preparing teachers for secondary
schools. Furthermore, this study responds to Manik’s (2018) call for more studies to
be done in Southern Africa in geography education to improve its value and visibility
in Africa. Assessment of teacher preparation through geography teachers’

experiences provided an in-depth understanding of issues in geography teacher
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preparation that may provide or influence curriculum development in institutions of
higher learning. Furthermore, this study adds knowledge in geography education
from a Southern African perspective on issues that affect or improve geography
teacher preparation worldwide. The study adds knowledge that helps in
understanding the experiences of geography teachers who were prepared in the

same programme but followed different pathways.

With this background, the study opted to find answers to the following research
questions: ‘How are geography student teachers at the University of Zambia
prepared as future geography teachers?’, ‘Why do geography students select
geography as one of their teaching subjects during teacher preparation?’ and ‘What
are the views of geography teachers on the quality of the geography preparation
programme offered by the University of Zambia? The researcher believed that
geography teachers' self-efficacy influenced their decision-making in acquiring
Pedagogical Content Knowledge (PCK) during teacher preparation, and this would
also influence their teaching upon employment. Furthermore, the assumption was
that geography teachers’ experiences during teacher preparation would improve

their self-efficacy and competency in PCK.

The review of literature focused on different aspects of teacher preparation that
influence the effectiveness of geography teachers, which was covered in Chapter 2
of this thesis. The literature highlights some factors that influence teachers'
experiences in acquiring PCK during teacher preparation. Studies reveal that
acquiring PCK influences eventual practice (Harte & Reitano, 2015; Martin &
Dismuke, 2018). The review of the literature showed that some geography teacher
preparation programmes were effective in producing teachers competent in some
aspects of PCK, while others were not (Brooks, 2006; He, et al., 2022; Kocalar &
Demirkaya, 2017; Muchiri & lddrissu, 2019; Nuwategeka & Odama, 2020). Some
teacher preparation programmes are more effective than others (Syke et al., 2010).
The review of the literature also showed that more aspects of teacher preparation in
geography education and geography teaching in schools needed to be done in order

to improve the quality of teaching in schools.

Chapter 3 of this thesis discussed the theoretical framework utilised for this study.
The study employed Schulman’s (1986) PCK theory and Bandura’s (1977) self-
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efficacy theory of motivation to understand geography teachers' experiences of their
undergraduate teacher preparation. The study assumed that student teachers'
engagement with PCK depended on their self-efficacy. Furthermore, geography
teachers’ experiences with PCK during teacher preparation influenced their teaching
in school. The theoretical framework was relevant in providing in-depth information

on geography teachers’ experiences during and after teacher preparation.

Furthermore, the thesis discussed the methodology of the study in Chapter 4. The
chapter presented information on the paradigm followed, the research approach
taken, and the design and data analysis of the research done. The researcher
utilised the instrumental case study design to find answers to the research questions.
Nine geography teachers trained at the University of Zambia and employed in
secondary schools were purposively selected as participants in the study. The study
employed teachers who had taught for six years or less to help provide information
about their experiences of teacher preparation and teaching in schools. The chapter
also discussed semi-structured interviews and documents as data collecting
instruments and purposive and snowball sampling as sampling techniques adopted
in the study. Thematic and content analysis as qualitative data analysis methods

were employed to organise and analyse the meaning of the data collected.

Chapter 5 of this thesis presented the study's findings, which were developed after
data analysis. The findings were presented under different themes developed during
the thematic data analysis. Five themes developed which were: ’Pre-service
geography teachers’ background with the subject’, “Geography teachers’
engagement with geography content knowledge’, ’‘Geography teachers’ engagement
with pedagogy’, 'Assessment of the geography teacher preparation programme’ and

‘Influence of teacher preparation programme on teaching in secondary school’.

Furthermore, based on the findings presented in Chapter 5, a discussion of the
findings was conducted in Chapter 6 of this thesis. The discussion chapter indicated
that geography teachers’ experiences of those who studied the subject as a major
and those who studied it as a minor had more similarities than differences. Students
who had acquired more geography courses (major) were seen to have had an
advantage in teaching in certain circumstances (Bowlick & Kolden, 2013; Harte &

Reitano, 2015; Martin & Dismuke, 2018). Colleges and universities have developed

174



UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

(02’&

programme structures where some issues affecting geography preparation are
embedded.

Chapter 6 concludes with one of the significant findings indicating that, generally,
geography teachers felt sufficiently prepared by the teacher preparation programme
to teach in secondary schools despite discussing some challenges experienced. The
findings are similar to those of He et al. (2022) and Kocalar & Demirkaya (2017),
who highlighted that geography teachers are adequately prepared to take up
teaching in schools. On the other hand, the findings of this study were contrary to
those of other studies, which revealed that geography teachers were inadequately
prepared in content and pedagogy to teach the subject in schools (Kaya, 2019;
Rwenjuna, 2017). Other literature also highlighted that geography teachers were
insufficiently prepared in pedagogy (Blankman et al., 2015; Muchiri & Iddrisu, 2019;
Nuwategeka & Odama, 2020).

Teacher preparation remains crucial in the preparation of effective geography
teachers. However, challenges in teacher preparation have continued to hinder
progress in the teaching and learning of geography. It is clear from the findings that a
programme structure that requires some students to take more courses (major) than
others is disadvantageous to those who take fewer courses, considering that those
who acquired a larger number of courses were deemed to have had a wider

knowledge base, which improved their understanding of concepts.

7.3. Conclusions based on research questions

This section presents a conclusion of the findings by responding to the research
guestions that guided this study. The research questions for this study included: “?’
Why did geography teachers have the experiences they had during their
undergraduate teacher preparation? ‘How are geography student teachers prepared
at the University of Zambia as future geography teachers?’, ‘What are the views of
geography teachers on the quality of the geography teacher preparation programme
offered by the University of Zambia?’, and "What are the experiences of geography
teachers in teaching geography in secondary schools?’
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7.3.1. Research question 1

Why do geography students select geography as one of their teaching subjects
during teacher preparation?

The findings revealed that most geography teachers chose geography as their
teaching subject because they were interested in its content due to the perceived
career prospects. However, a few also selected the subject as one of their teaching
subjects out of convenience after discovering their preferred subject was not
available, and in another instance, the subject was selected as a subject major after
realising that the preferred subject major was difficult compared to geography. The
findings aligned with other studies (Opoku et al., 2021; Pirdg, 2018), highlighting
potential career prospects and interest as the main reasons why students decided to
study the subject. The study also showed that some geography teachers who chose
the subject had no prior secondary geography content, which was seen as a
disadvantage. Geography teachers who had no background in secondary school
geography had unique challenges that made them feel university geography content
was too different from secondary content, which made teaching the subject more
challenging. However, on a positive note, all the geography teachers without a
background in the subject had the confidence to study it as their major. In line with
the interpretivist paradigm, geography teachers’ self-efficacy beliefs were varied,
with others selecting the subject based on their positive or negative mastery
experience undergone during secondary school. Scholars have explained the
importance of prior knowledge before studying geography at the tertiary level if
effective teaching and learning is to take place (Bonnet, 2003; Dolan et al., 2014;
Larangeira & van der Merwe, 2016). In line with the findings from the literature, this
study also demonstrated that a lack of prior knowledge in secondary school
geography was disadvantageous for effective teaching at the tertiary level and
secondary levels. A good foundation in secondary school geography content is
important for easy adaptation to university geography content courses (Larangeira &
van der Merwe, 2016).

Teacher preparation programmes should enrol student teachers who have a
foundation in secondary geography content, if an effective transition from secondary

school to university is to take place.
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7.3.2. Research question 2

How are geography student teachers at the University of Zambia prepared as future
geography teachers?

The findings of the study revealed that geography teachers were expected to acquire
both theoretical and practical knowledge during preparation. Response to research

guestion 2 will be discussed under different themes.

7.3.2.1. Content acquired

The study demonstrates that geography teachers were required to study physical
and human geography courses, and geography teachers were interested in learning
human geography components more than the others. The findings further showed
that understanding physical geography was challenging compared to human
geography. The practical and abstract nature of some physical geography concepts
were highlighted as the reason the component was difficult compared to human
geography. Examples of some of the topics highlighted as challenging included
weathering, map reading, and faulting and folding. The findings of the study align
with other studies which established that physical geography is more challenging
than human geography (Fischer, 2022; Opoku et al.,, 2021). It was further
discovered that geography teachers avoided picking elective courses they
considered difficult and opted to select courses that they considered easy to
comprehend and pass. The scenario was perpetuated by the requirements of the
programme structure which allowed students to select content courses of their
choice. The study agrees with Bandura’'s (1977) self-efficacy theory, which explains
that people will avoid tasks that seem challenging for them. Geography teachers’
mastery experiences with the two components of the subject influenced their
selection of elective courses. Furthermore, the study demonstrated that the effective
teaching of physical geography in institutions of higher learning was crucial for
students' effective acquisition of content. Institutions of higher learning need to find
ways of influencing student teachers to have more positive attitudes and interest in
physical geography if effective acquisition of content is to take place. The study
revealed that geography teachers needed more help in understanding physical
geography concepts in order to improve their self-efficacy beliefs or interest in the
component. The effects of avoiding physical geography components were still felt in

secondary schools as some geography teachers continued to have challenges with
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teaching some components of physical geography despite undergoing teacher

preparation.

Institutions of higher learning should ensure that the teaching of complex concepts,
such as those in physical geography, is enhanced by focusing on subjects that
student teachers find challenging. The programme structure requirements on the
selection of elective courses should ensure that students are encouraged to select

courses that they would normally avoid.

7.3.2.2. Teaching methods

According to the findings of this study, the teaching methods utilised during teacher
preparation included the lecture method, fieldwork, question and answer, and
laboratory/practical work. The lecture method was described as the most commonly
utilised method. While studies encourage leaner-centred methods (Kidman 2017,
Opoku, Serbeh and Amoah 2021), this study proved that geography students were
still positive towards the lecturer-centred method. However, learning through the
laboratory or practical methods and fieldwork proved to be involved and challenging,
and the lack of clear guidance from geography lecturers was highlighted as the
leading cause of challenges in a particular fieldwork course. Lack of guidance in
fieldwork rendered the execution of fieldwork ineffective. This study has also
revealed that pedagogical approaches could also be a reason why some students
fail to proceed with the geography subject. Participants in this study explained that
some of their course mates dropped the subject after finding learning through
laboratory methods difficult. Geography teacher preparation needs to find ways of
assisting and encouraging student teachers in using challenging pedagogies.
Teacher preparation should improve geography teachers’ self-efficacy in pedagogies

considered too challenging.

When it came to geography teachers  experiences with teaching methods in
secondary schools, the findings of the study have also revealed that geography
teachers opted to utilise learner-centred methods even in instances where teacher-
centred methods were best suited. This study echoes the need to help student
teachers understand that teacher-centred methods are equally important, even when
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learner-centred methods are being encouraged. It is important to encourage the use
of both learner and teacher-centred methods if effective teaching and learning are to

take place.

7.3.2.3. Practical experience

The study showed that geography teachers had practical teaching experiences
during their teacher preparation. Practical learning was acquired in methodology
courses through micro-teaching or peer teaching activities, and teaching practice
was done in secondary schools. From the findings, it is clear that geography
teachers considered peer teaching activities and teaching experience in schools to
be a very important aspect of their teacher preparation. Like other studies, the study
proved that micro-teaching activities benefited student teachers (Fischer, 2022;
Harte & Reitano, 2015). The study showed that the duration of the teaching
experience was considered a determinant of the effectiveness of practice. Findings
align with the literature from studies that were done at the University of Zambia,
which highlighted six weeks of teaching experience as insufficient (Manchishi &
Masaiti, 2011; Manchishi & Mwanza, 2018; Mwanza, 2016). However, from the
findings, geography teachers who graduated in recent years did their teaching
experience for more than twelve weeks, which was considered sufficient for

worthwhile practice.

Overall, geography teachers felt that it was important for the teacher education
programme to improve contact in practical-based geography courses to enhance
students' understanding. Geography teachers suggested that practical learning
activities like peer teaching in methodology courses should be done more than once,

and teaching methodology courses should be emphasised like content courses.

7.3.3. Research question 3

What are the views of geography teachers on the quality of the geography teacher
preparation programme offered by the University of Zambia? This study investigated
geography teachers' views on the quality of teacher preparation to understand
geography teachers' experiences of their undergraduate teacher preparation. The
study findings revealed that geography teachers acquired a wide range of geography

content courses, which were described as more than enough compared to the
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content required in secondary schools. However, a few participants who took the
subject as their minor felt that human geography needed to be covered more. Some
content courses acquired were considered irrelevant for geography teaching in
schools, although still beneficial. In contrast, methodology courses were seen to
have been good but needed to be improved with more time allocated to practical
experiences. Furthermore, the study revealed that geography teachers considered
the preparation programme to have been sufficient in preparing geography teachers
for teaching in schools. The findings were similar to those of He et al., (2022),
although contrary to other studies (Kaya, 2019; Rwenjuna, 2017), which pointed to

inadequate geography teacher preparation.

It should also be noted that, despite the majority of the geography teachers
considering their acquisition of geography content to have been adequate, those
who took more geography content courses than others were still considered to have
had a better understanding of geographical concepts. In agreement with other
studies, findings also revealed that geography teachers felt those who took more
geography courses had an advantage in understanding certain concepts learnt that
others did not learn (Bowlick & Kolden, 2013; Harte & Reitano, 2015; Martin &
Dismuke, 2018). This study established that geography teachers considered those
who had more content courses to have higher self-efficacy especially in courses
others did not study. Considering that geography is a wide subject, geography
teachers are required to take as many courses as possible in order to ensure the
adequate acquisition of content courses. Therefore, it is crucial for curriculum
developers to develop programme structures that offer equal access to courses,
especially considering that the responsibilities of geography teachers are the same
upon employment. The study also highlighted the need for geography content
courses to be offered by the school of education so the content could be aligned with

the secondary syllabus.

7.3.4. Research question 4

What are the experiences of geography teachers in teaching geography in

secondary schools?
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The study revealed that the majority of the geography teachers both enjoyed and felt
more confident in teaching either physical or human geography components. Most of
the geography teachers who studied geography as their subject major enjoyed and
found it easier to teach human geography than physical geography while more
geography teachers who took the subject as their minor enjoyed teaching physical
geography than human geography. It should be noted that even geography teachers
who enjoyed teaching physical geography considered human geography to have
been easier than physical geography. The findings are in line with literature that
highlights human geography as easier than physical (Harte & Reitano, 2015;
Fischer, 2022; Opoku et al., 2021). It should be noted that all the geography
teachers who took the subject as their minor had a foundation in secondary school

geography content which may have contributed to their enjoyment of physical

geography.

The study also revealed that some geography teachers had challenges with teaching
some geographical concepts, which made them request assistance from fellow
geography teachers. The findings show that the self-efficacy beliefs of geography
teachers who had an interest in learning from other geography teachers had
improved over time through mastery experiences. Knowledge of learners has been
highlighted by Shulman’s, (1986) PCK theory as one of the important types of
knowledge teachers should possess. In line with this, the findings show that
geography teachers understood their learners’ cognitive abilities, backgrounds and
learning abilities. All the geography teachers in this study considered learners’ active
participation in the lesson as an indicator of a good lesson. This study has also
shown that the majority of geography teachers had a good understanding of teaching
methods and when to utilise each method, despite a few that needed a better
understanding of methods.

7.4. Theoretical implications of the study

This study adopted the Pedagogical Content Knowledge theory (Shulman, 1986) and
the self-efficacy theory (Bandura, 1977) in exploring geography teachers'
experiences of their undergraduate teacher preparation. This theoretical framework
assumed that geography teachers’ acquisition of pedagogical content knowledge

was aligned with their self-efficacy beliefs. Geography teachers’ self-efficacy beliefs
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were expected to have improved through their mastery experience with PCK during
their teacher preparation. Furthermore, geography teachers were expected to be
competent in geography teaching upon employment in secondary schools
considering that teacher preparation should have assisted them in understanding the

subject.

Using PCK and self-efficacy theories to understand pre-service geography teachers’
experiences revealed that geography teachers’ self-efficacy beliefs affected their
acquisition of content and their teaching in schools. The findings reveal that
geography teachers' prior experiences with the subject affected their decision-
making at different levels in their interaction with PCK during teacher preparation.
Geography teachers avoided selecting elective content courses in which they had
low self-efficacy and preferred to select those in which they had high self-efficacy.
The study further revealed that geography teachers’ engagement with PCK during
teacher preparation shaped their teaching in secondary schools. Some geography
teachers still struggled with teaching some physical geography courses, even after

mastery experience during their undergraduate degree.

The researcher assumed that student teachers' self-efficacy beliefs would improve
after undergoing teacher preparation. Regardless of the experiences geography
teachers had with content knowledge during teacher preparation, those with physical
or human geography continued to have similar challenges in teaching the same
components in secondary schools. Geography teachers' engagement with subject
matter needed to translate into improved self-efficacy in all the components they
would be expected to teach in schools. In line with the statement, Shulman (1986)
explains that those who intend to teach particular content should understand the
content well. From the four experiences explained by Bandura (1997), mastery
experience and motivation influenced geography teachers more when it came to
engaging in content knowledge than when selecting the subject as a major or minor
teaching subject. The finding showed that geography teachers selected the subject
as a major or minor based on different experiences provided by the self-efficacy

theory.

The study also revealed that, generally, geography teachers had confidence in their
utilisation of geography methods in class. The findings showed that despite acquiring

pedagogical knowledge, some geography teachers still needed help utilising some
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teaching methods in a class, showing low self-efficacy. Teacher preparation needs to
improve student teachers' interactions with content and pedagogy to develop
teachers with high self-efficacy through positive experiences. The findings also
showed that some of the experiences, like in the learning of fieldwork, left some
geography teachers with low self-efficacy, despite needing to teach the same

concepts.

Although several studies have been done on teacher preparation, this study
highlights the need for institutions of higher learning to develop teacher preparation
programmes that encourage the improvement of student teachers' self-efficacy. This
study revealed that geography teachers’ experiences during teacher preparation
were influenced by different factors, some of which included interest in subject
matter, background in senior secondary content, the number of courses one studied,
teaching methods utilised and the duration of practical experiences provided. Some
of the experiences student teachers have with PCK produced little or no impact on
their self-efficacy. It is the responsibility of teacher educators to help student
teachers improve in components they avoid because of challenges, as this will help
them effectively teach the subject in schools. With the world changing constantly,
teacher preparation is responsible for offering good quality teaching to produce

geography teachers competent in all aspects of the subject.

7.5. Practical implications of the study

This study established geography teachers’ experiences of their undergraduate
teacher preparation in relation to employment in schools. The study's findings were
important in exploring the geography teacher preparation programme that the
University of Zambia offers. Geography teachers experienced challenges with
acquiring some pedagogical content knowledge and teaching some components of
the subject, which shows that geography education needs improvement. Considering
that some geography teachers had low self- efficacy in some components of physical
geography, it means that some components of the subject were not taught with
utmost enthusiasm, which could have also affected pupils learning. This trend was
also seen in geography pupils when participants indicated that geography pupils had
challenges with understanding physical geography components. This study suggests
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that this is one of the reasons that geography pupils could be performing poorly in
examinations (ECZ, 2013, 2015).

Improvement in teacher preparation remains crucial for developing the education
system in Zambia. The study established that geography teachers had both positive
and negative experiences which influenced their acquisition of PCK and their
teaching of the subject.

The study established that not all geography teachers who took the subject were
interested in the content, and some had no background in senior secondary
geography, making them have unique challenges. Lack of prior interest in and
knowledge of the subject affect geography teachers negatively. Enrolment of student
teachers who have an interest in the subject will ensure that motivated and

enthusiastic geography teachers teach the subject.

From the findings, it is clear that the enrolment of student teachers who had no
background in the subject and needed more interest influenced their acquisition of
PCK. This study echoes Larangeira and van der Merwe’s (2016) suggestion that
teacher education providers should consider enrolling students with prior knowledge
in senior secondary geography if improvement of geography education is to take
place in institutions of higher learning. The importance of prior knowledge remains
an important determinant of effective teaching at the university level (Dolan et al.,
2014; Larangeira & van der Merwe, 2016). Geography teacher preparation
programmes will have fewer challenges if student teachers enrolled have a

background in secondary school geography.

Another practical implication that the findings have highlighted is the need for
teacher educators to find ways to help geography students improve their motivation
in geography components found challenging, such as physical geography. The
findings indicate that geography students avoided selecting difficult electives and
concentrated on what was easy to understand. Furthermore, geography teachers
indicated they had difficulties teaching certain concepts upon employment and
therefore opted to get help from other geography teachers. Geography teachers
must be competent in all components of geography if effective learning is to take
place in schools. The provision of geography programmes that are flexible enough to

help student teachers with special attention in particular courses could help.
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The study's findings also established that the geography content offered during
teacher preparation was too broad and in-depth compared to the geography content
offered in secondary school. Teacher preparation programmes could be wide and in-
depth, but still have a particular focus on the content that geography teachers will
need to teach in schools. Programme structures should balance the physical and
human geography courses so that geography students become competent in both
components. The programme structure gave an advantage to those who studied
more content courses (those who studied it as their major) than those who took
fewer courses (those who studied it as their minor). The programme allowed
geography teachers to select electives, with most picking only human geography
courses. At the same time, they continued to have challenges with teaching physical
geography in secondary schools. Institutions of higher learning need to pay extra
attention to the development of programmes to ensure that geography teachers

acquire adequate content knowledge.

7.6. Recommendations

Based on the findings of the study on geography teachers experiences with the
teacher preparation programme, this section offers recommendations on essential
matters that should be considered when developing an effective geography teacher
preparation programme. The section also offers recommendations for future studies
based on the findings. The following section highlights what should be considered

important for geography teacher preparation based on the findings.

7.6.1. Based on the findings, the following are the suggestions of what should
be considered important for developing an effective geography teacher
preparation programme by institutions of higher learning

a) The first thing that should be considered before students enrol in a geography
teacher preparation programme is their background in senior secondary
geography. Based on the findings, this study suggests that the geography
teacher preparation programme should enrol students who have studied
geography at the senior secondary level. Considering that a geography
teacher is expected to be competent in the subject, it is expected that
students with good results would be preferable if the subjects’ enrolment could

allow for such activities to be done. Geography teacher preparation will be
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more effective if students enrolled have foundational knowledge in the subject,

which reduces difficulties in understanding more advanced knowledge.

Secondly, it is important for teacher preparation programmes to consider
student teachers' reasons for selecting the subject as one of their teaching
subjects. Students who are interested and enthusiastic about the subject are
likely to become better teachers upon employment than those who select the
subject out of convenience. While this may seem challenging, first-year
students' orientation should include counselling sessions to help potential
geography students make informed decisions before selecting the subject.
Students should be made fully aware of what would be expected of them in
the subject and what they would find. Providing full information and
counselling before subject selection could also help students easily transition

from secondary geography to university geography learning.

The teacher preparation programme should ensure that students acquire a
wide range of geography content that is balanced between human and
physical geography courses. Geography is a broad subject that has many
topics to cover. The findings showed that students felt those who acquired
more content had an advantage. Because teachers are expected to be
knowledgeable, studying a wide range of courses should be considered
cardinal in teacher preparation. Furthermore, since student teachers are given
the same responsibilities upon employment, they must acquire the same
number of courses. Students studying the subject as their minor did not seem
to have any advantages. This study suggests that student teachers should be
allowed to enrol in two subjects of equal importance and take the same

number of courses.

Teacher preparation programmes should ensure that geography content to
be taught in secondary schools is emphasised during teacher preparation.
While teachers are expected to acquire more knowledge than they would
need for teaching upon employment, ensuring that the content to be taught is
included at an advanced level is important. This is not to say that geography
teachers should only be taught content that they would be teaching.

Acquisition of more content that helps geography teachers understand the
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subject holistically is more beneficial than concentrating only on content to be
taught in schools. Geography teachers with a bachelor's degree should
understand the subject more than just in the context of geography teaching. In
these changing times, even school syllabi change, and geography teachers

need to be ready for such by acquiring more content.

Institutions of higher learning should also promote the use of learner-centred
teaching and learning strategies in order to foster 21st-century skills despite
the challenging learning environments in developing countries. Geography
teachers would be more likely to use teaching strategies that they had
experienced during their teacher preparation. Based on the findings, there is a
need to shift the focus from teacher-centred methods to learner-centred
methods to ensure geography student teachers acquire knowledge and skills
associated with the ever-changing modern World.

This study suggests that for teacher preparation programmes to be effective,
practical learning in the subject should be considered sufficient. A balance
between theoretical and practical learning is desirable for a programme to be
effective. Adequate time for practical learning and acquisition of pedagogical
knowledge is cardinal in teacher preparation. Learners do not easily forget
what they learn by doing compared to learning by listening or seeing. This
study suggests that student teachers should be given adequate time of at
least three months of teaching in schools during their teaching experience,
which is part of learning through practice. Peer teaching in methodology
courses equally needs adequate attention for effective learning.

Adequate teaching and learning materials are essential issues to consider in
teacher preparation. Well-equipped lecture rooms, libraries and other physical
facilities should be considered integral to teacher preparation. With new
technologies being part of this era, institutions must consider investing in

equipment that improves students' learning.

Effective teacher preparation programmes also need to consider ways of
improving the professional development of teacher educators. Teacher
educators need to assess their teaching methodologies continually if effective
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knowledge acquisition is to occur. Workshops and conferences are handy in
offering platforms where knowledge can be shared. Student feedback on
teacher educators' teaching will also offer valid information that can help

teacher educators pay more attention and improve their teaching.

i) Finally, this study suggests that an effective geography teacher should be
more deliberate about teaching physical geography. Teacher educators need
to find ways of teaching abstract concepts to help students have fewer
challenges in understanding concepts. Teaching difficult and abstract
concepts can be improved by engaging in more practical-based learning,
using easy-to-understand visual aids, and adopting interactive pedagogical

approaches.

The figure on the next page summarises the suggested important aspects of an
effective geography teacher preparation programme for institutions of higher learning
that can promote positive student-teacher experiences, as suggested by the findings

of this study.
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Figure 3: Attributes of teacher preparation that offer positive student-teacher
experiences that promote effective geography teaching

7.6.2. Recommendations for future studies
In a fast-changing world, scholars need to be engaged in research to find solutions

to challenges coming with change. The study's findings only apply to the geography
teacher preparation programme offered at the University of Zambia. Therefore, this
study suggests that other institutions should do other studies on teacher preparation.
Teacher preparation colleges and universities in Zambia should consider carrying
out similar studies in geography education to establish how geography teachers
trained in their institutions are performing in teaching the subject upon employment.

189



UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

(02’&

Considering the study's findings, it is clear that teacher preparation within the same
institutions but different subject disciplines may also differ and as such, other
researchers can also consider exploring or assessing teacher preparation in subject
disciplines other than geography. To have an in-depth understanding of teacher
preparation programmes, this study recommends that other researchers investigate
teacher preparation with a particular focus on individual subject disciplines. While
this study explored geography teachers' experiences of their undergraduate teacher
preparation and upon employment, other studies should explore teacher preparation

from the point of view of geography teachers and teacher educators.

The findings of this study have also shown that it is hecessary to carry out detailed
research on the use of some pedagogical approaches. There is need for institutions
of higher learning to conduct in-depth research that should focus on understanding
the laboratory method and fieldwork that were highlighted as challenging by the
participants. Other pedagogical approaches like Problem-Based Learning (PBL) in
teaching geography can also be explored. Golightly and Raath (2015) in South Africa
have shown the value of PBL in teaching geography teachers to think more broadly
and apply 21st-century skills in their geography classrooms. More studies on what
can be done to improve students’ teachers’ self-efficacy in their acquisition of
Pedagogical Content Knowledge during teacher preparation are also needed. This
study has further established that it is important to conduct further research on how
first-year geography student teachers without a background in secondary school
geography can be assisted to transition into learning and understanding university
geography content by institutions of higher learning. Conducting such a study will
help reduce challenges that are experienced by those without foundational

knowledge in the subject.
7.7. Limitations of the study

This study employed a case study design under the qualitative research approach,
which has limitations. The study's findings on geography teachers' experiences of
their undergraduate teacher preparation at the University of Zambia cannot be
generalised to other geography teachers or universities. However, the study did not
aim to generalise the findings to geography teachers trained by other universities or

colleges in Zambia. The study would have provided an in-depth understanding of
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geography teacher preparation in Zambia if it had been extended to other institutions

preparing geography teachers.

Another limitation of the study is the bias that comes with using purposive sampling,
which does not give all members an equal chance of being selected. To help offset
the effects of this bias, data were collected from geography teachers teaching in
rural and urban provinces. One of the challenges experienced during data collection
was the inaccessibility of geography teachers who studied the subject as their minor.
The researcher collected data from four geography teachers who studied the subject
as a minor but reaching five, like the number of those who studied as a major,
proved impossible. The study was conducted when the government had not
employed most graduate teachers who had graduated in recent years. However, this
did not affect the study's findings, considering that data saturation was attained with
four participants during data collection.

Using interviews as the main source of data collection was also a limitation of this
study. However, the interview guide, designed to establish geography teachers'
experiences, provided in-depth information that offset the negatives of using one
instrument. The interview guide was particularly effective in a case study design,
where detailed information is crucial, thereby justifying its use in this context. This
study was carried out at the time the Covid-19 pandemic was declared worldwide
which made it difficult for the researcher to focus on studies when news of deaths
made it emotionally challenging to engage in research. Furthermore, a few
participants were interviewed virtually at their request instead of carrying out face-to-
face interviews as a way of dealing with the Covid-19 pandemic. However, this did
not affect the credibility of the responses given considering that interviews can be
carried out face-to-face or virtually in research.

Insufficient amount of information brought out on geography teachers experiences
and knowledge of assessment methods was another limitation of this study. This is a
limitation considering that assessment is an important aspect of Pedagogical
Content Knowledge framework. Geography teachers brought out little information in
relation with their experiences with assessment methods employed during their
teacher preparation. Geography teachers highlighted their experiences with the use
of the laboratory method and fieldwork project as forms of assessment which they

had challenges with. However, the study remains significant considering the depth of
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information that has been revealed relating with geography teachers experiences
with content and pedagogy which are important aspect of the Pedagogical Content
Knowledge framework. Other than that, other aspects of the PCK framework like
teachers knowledge of learning and their learners have been explained. In support
of the above statement, Smit et al (2023) recommends for researcher's to
incorporate evidence of teacher knowledge of subject matter and their teaching
which should explain coherence between at least two PCK elements, which the
present study has done. In addition, Filgona et al (2020) explains that subject
specific content knowledge and the knowledge of pedagogy employed in the
teaching of the subject are the most important domains of the Pedagogical Content

Knowledge framework.

7.8. Conclusion

The study explored geography teachers’ experiences of their undergraduate teacher
preparation at the University of Zambia and also upon employment. The study
revealed that geography teachers had both positive and negative experiences in the
process of learning. The findings revealed that geography teachers felt adequately
prepared for school geography teaching. However, some geography teachers had
challenges teaching certain concepts and using certain teaching methods that
prompted them to ask for assistance from other colleagues. More geography
teachers had more interest and confidence in either teaching human geography or
physical geography while a few had the same amount of interest and confidence in
teaching both human and physical geography. The study revealed that not all
geography teachers had a background in senior secondary geography, and not all
the geography teachers who selected geography as their teaching subject had an
interest in the content, aspects that were usually ignored in studies done at the
University of Zambia in teacher preparation. Geography teachers' self-efficacy
beliefs influenced their decisions and experiences during and after teacher

preparation.

The study concludes that geography teacher preparation at the University of Zambia
had challenges, some imposed by the programme's structure, which affected the
effective teaching of the subject in schools. Considering the findings, this study has

suggested essential changes that can be made to improve geography teacher
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education at the University of Zambia. Geography teachers’ background with the
subject and their belief in their capabilities remain important to teacher preparation.
Teacher preparation institutions must find ways of helping improve student teachers'
beliefs in their capabilities if effective teaching and learning are to take place, both
during teacher preparation and upon employment. This study has made significant
contributions to literature in geography education and curriculum development from a
Southern African perspective, which can benefit curriculum developers, teacher

educators, and geography teacher employers.
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Appendix 1: Letter of permission to conduct research-DEBS
District Education Board Secretaries

Central, Lusaka, Southern, and Western Provinces of Zambia.
Dear Sir/Madam

RE: PERMISSION TO COLLECT DATA FROM GEOGRAPHY TEACHERS IN
SECONDARY SCHOOLS

Reference is made to the above captioned subject, | am writing to request for
permission to carry out a study among geography teachers that were trained at the
University of Zambia that are now teaching in secondary schools of Lusaka and

Central Provinces.

The study explores geography teachers’ experiences of their undergraduate teacher
training and their teaching of geography in Secondary schools upon employment.

The interviews will be conducted starting in September and ending in October, 2021.

The researcher will carry out a face to face interview with participants in their
respective work places. The interview will be audio recorded to ensure accurate

information is collected.

The study will strictly adhere to the covid1l9 prevention measures. The interviewer
will observe a physical distance of one meter or more from the interviewee during the
interview. The researcher and the participant will both wear masks during the
interview and alcohol-based sanitiser will be used before and after the interview.

This research study is in fulfilment of the researchers PhD study in Geography
Education at the University of Pretoria. My supervisor is Dr Clinton van der Merwe at
UP.I sincerely appreciate your attention to this matter and | look forward to your

response.
Yours faithfully,

Matilda Kanyampa Nakazwe Dr. Clinton van der Merwe
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Appendix 2: Letter of permission to conduct research- school managers

Secondary School Managers,
Central, Lusaka, Southern, and Western Provinces of
Zambia.

Dear Sir/Madam

RE: PERMISSION TO COLLECT DATA FROM GEOGRAPHY TEACHERS IN
YOUR SCHOOL

Reference is made to the above captioned subject, | am writing to request for
permission to carry out a study among geography teachers that were trained at the
University of Zambia that are now teaching in secondary schools.

The study explores geography teachers experiences of their undergraduate teacher
training and their teaching of geography in Secondary schools upon employment.
The interviews will be conducted starting the third week of May and will end in June,
2021.

The study will involve face to face interview which will be audio recorded to ensure
accurate data is collected. The interview will take place within participants work
premises to avoid inconveniences. The researcher will ensure that the interview

does not interrupt classroom teaching or teaching routines of the participants.

The study will strictly adhere to the covid1l9 prevention measures. The interviewer
will observe a physical distance of one meter or more from the interviewee during the
interview. The researcher and the participant will both wear masks during the
interview and alcohol-based sanitiser will be used before and after the interview.

This research study is in fulfilment of the researchers PhD study in Geography
Education at the University of Pretoria. My supervisor is Dr Clinton van der Merwe at
UP.

| sincerely appreciate your attention to this matter and | look forward to your

response.
Yours faithfully

Matilda Kanyampa Nakazwe Dr. Clinton van der Merwe
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Appendix 3: Informed consent for secondary school geography teachers

Date:

Informed consent form for Geography Teachers
Dear Participant

You are invited to participate in an academic research study to be conducted by
Matilda Kanyampa Nakazwe a PhD student in the Department of Humanities

Education at the University of Pretoria.
Description of the study

The study is titled as Experiences of Geography Teachers of a teacher preparation
programme. The aim of the study is to explore geography teachers experiences of a
teacher training programme at the University of Zambia. Specifically, we are going to
conduct a face to face, virtual or telephone interview which should not take more
than an hour. The interview will be audio recorded for the purpose of making sure
accurate information is collected and transcribed. The interviews will take place
starting the third week of May and will end in June, 2021. Interviews will take place
in your work premises which are Secondary schools and the researcher will ensure

that the interview does not disrupt the teaching and learning.
Ethics and Participants Rights
This study adheres to research ethics and | assure you that:

1. Your participation in this study is entirely voluntary.

2. Your participation in this study is very important to us, however, you can
choose to withdraw from the study at any time without any negative
consequence.

3. You will not be identified or named but a number will be assigned to you and
information about you will be recorded in that manner.

4. All the information that you will provide during the interview will be used for
academic purposes only and may be published in an academic journal. We

will provide you with the summary of our findings upon request.
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The interviewer will ensure that all the covid19 preventive measures are followed. A
physical distance of one meter or more will be maintained between you and the
interviewer during the interview. Furthermore, you and the interviewer will be
required to wear masks and use alcohol-based hand sanitizer at the beginning and

the end of the interview.

We also would like to request your permission to use your data, confidentially and
anonymously, for further research purposes, as the data sets are the intellectual
property of the University of Pretoria. Further research may include secondary data
analysis and using the data for teaching purposes. The confidentiality and privacy

applicable to this study will be binding on future research studies.

If you have any questions please contact my supervisor Dr. C. van der Merwe

(Clinton.vandermerwe@up.ac.za).

Matilda Kanyampa Nakazwe
Signature:

Dr. Clinton Van der Merwe
Signature:

Please sign the form to indicate that:

e You have read and understood the information provided above.

e You give your consent to participate in the study on voluntary basis

220


mailto:Clinton.vandermerwe@up.ac.za

UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

(02@*

Appendix 4: Interview protocol
Research instrument

| am a PhD student carrying out an academic research study in which your
assistance is very important. Please kindly respond as truthful as possible to the
guestions that | will be asking. The information you will give will be treated with

utmost confidence and will only be used for the sole purpose of this particular study.
DAl e
TImMeE Of IN EIVIEW: .o e
eV W ..o

Length of interview:

Interview Guide for Geography Teachers

Gender

Year graduated from UNZA

How many years have you taught in Secondary school?

Why did you select geography as one of your teaching subjects?
Did you take geography as a major or minor?

Why did you select it as your major/minor?

N o g M wDdh e

What was your expectation of the geography teacher training programme
before commencing studies? (Content, lecturers, resources, assessments,
time)

8. How would you describe the teaching and learning that took place during
your undergraduate training? (How were you trained, what was expected of
you, number of courses ) Teaching methods, resources, time allocated

guality of courses and assessment.

9. What geography components or courses did you enjoy learning and why
(Human, physical, Zambian and sub region, mathematical and map reading.

10. What challenges did you face in learning geography as a geography student
at UNZA? (geography student)
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13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.
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Did your teacher training adequately prepare you for geography teaching in
schools? Give details, (adequate & relevant courses (physical, human,
mathematical, Field work, Zambian and surrounding region geography and
map reading? How has your pre-service teacher training influenced your
teaching of geography

How has the decision of taking geography as major/minor influenced your
teaching in schools? (More courses/less courses). Do you think there could
be differences in the way one who took geography as major teaches and one
who took geography as minor?

Geography teaching in secondary school

What are your responsibilities as a geography teacher?(aware of national or
state standards)

What do you think the study of geography entails?

Why is it important for geography to be taught in schools?

What teaching methods do you usually utilize when teaching different
components of geography and why? (Pedagogy)

What areas of geography do learners often have difficulties understanding?
(What challenges do learners have in learning geography)

Where do you access your materials and information for teaching
geography? (Sources of information)

What knowledge do you have about your geography learners?(how does that
influence your teaching) what do learners struggle to understand

How would you describe the content courses you took in geography at UNZA
in relation to content you teaching in schools?

What challenges do you face in teaching different geography components?
Assessment of one’s confidence in teaching different components) / what
some of the Challenges of teaching geography in secondary schools?

How do you teach difficult geographical concepts (where do you get help,
preparation, actual teaching)

How would you evaluate your teaching of geography in schools? (Enjoy
teaching geography all components, confidence in teaching physical, human,
mathematical, Field work and map reading?)

An account of what you consider to be a good lesson and a bad lesson
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(characteristics of good geography lesson).
25. What do you think should be done to improve the teaching of Geography in

schools?
26. Weaknesses and Strength of UNZA geography teacher preparation program.
27. What can improve the geography teacher preparation program at UNZA?

Thank you for participating in the discussion.
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