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Executive summary

Research questions

Since 1997, four key policy documents on teacher education, training and development have
been produced. These are:

COTEP Norms and Standards for Teacher
Education SACE Code of Conduct

ELRC Manual for Developmental Appraisal NDOE Duties and Responsibilities of Educators
Collectively, these documents define employer requirements, provide frameworks for
professional development and appraisal, define professional conduct, and specify duties and
responsibilities of educators.

In South Africa there is a dearth of knowledge about the details and texture of daily activity in schools
and classrooms. There is thus a danger of policy development that takes place without a firm grounding
in empirical school-based research. We accordingly posed three questions:

1 What does policy say that educators should be doing?
2 What are teachers actually doing?
3 What is the "fit" between policy and practice?

It was believed that the research would provide a view of:

1 the internal coherence (or tensions) in the construction of teacher roles and competences in
the four policy documents;

2 consistencies (or inconsistencies) between policy and practice.

This grounded view of the interface between policy and practice had the potential to provide
useful insights into:

1 methods of conducting research in this very challenging and complex area,

2 the design of programmes for teacher
development.

Research design

Research instruments were developed concurrently with the analysis of the four policy documents.
The result was the utilisation of the 6 major roles adapted from the Norms and Standards document:

Mediator of Learning
Administrator

Pastoral Role

Designer of Learning Programmes

Lifelong Learner
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Community and Citizen Role

Synthesis of indicators of these roles resulted in a total of 48 competences, expressed as active
verbs which could be observed or inferred. The first 3 roles were seen as largely observable and
listed on a Classroom Observation Schedule. The last three roles were listed on a Descriptive Matrix
which was completed on the basis of inference and discussion with educators.



Findings

In interpreting the findings, it is important to remember that the study was conducted in schools, and
with teachers, that had been identified as effective.

Policy

Our analysis of the four policy documents suggests that

policy:

. is underpinned by liberal values

. adopts a consensus view of society

. views the teacher as an "extended" professional

. presents a democratic, developmental model of teacher accountability and policy implementation
. assumes that contexts in which policy will be implemented are homogeneous.

However, since policy resides in four different documents, it is fragmented. A consolidated view of
policy would require that individuals interpret, analyse, and synthesise the four documents.

The Policy/ Practice "fit":

At a general level, we conclude that:

. with respect to the teacher in the role of Mediator of Learning, the "fit" was good.
Conceptually, there was thus a good "fit" in the Foundational and Practical competences. As
"restricted" professionals, teachers mirrored in their practice most of the roles outlined in

policy.

. The "fit" was least apparent in the Reflexive competence where policy expectations are
that teachers function as Lifelong Learners and Designers of Learning Programmes.

. Policy assumptions about the context in which policy is to be implemented are problematic.

Teacher roles were clearly affected very substantially by different school contexts. While
differing levels of resourcing was a major factor, differing value systems appeared to be a
crucial factor. Different value systems were evident at the levels of the individual teacher, the
culture of the school, and community (although we also found the concept of community to be
problematic). Some of the value systems we encountered were in accord with policy, others
were not. These differences were manifested most clearly in disciplinary practices (in which
regard schooling appears to be in a state of near crisis) and in broader beliefs about human
rights issues, such as gender equality.

At an individual level, we argue that

. teacher effectiveness cannot be disaggregated into discrete roles

. effective teachers had "something extra" over and above competence in the defined roles, a
classroom "presence" embodied in "achieved status" (Bernstein, 1996) which enabled them
to exercise interpersonal control

. policy roles better capture the work of schools than of the individual teachers
working in them.

Major Implications

. The schooling system would be best served if a consolidated view of policy were provided,
which clarified and operationalised key issues. It is also argued that these be presented in
"teacher"” discourse so that teachers recognise their tacit knowledge in policy pronouncements.

. Appraisal measures should be implemented in a flexible and holistic way in order to facilitate
the developmental function of appraisal.
. Professional development should focus not only on skills and competences, but should be

based on the ways in which teachers construct their own professional identities.
. Development and appraisal should be sited within a whole" school context.
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Terms of Reference

This research was carried out on the basis of an agreement between the Joint Education Trust
and the School of Education, Training and Development, University of Natal, Pietermaritzburg.
In terms of this agreement, the School of Education was to carry out a "Field Analysis of Roles
and Competences of Post Level One Educators'. The project was funded by DANIDA and
managed by the Joint Education Trust.

The project commenced in June 1998 and the final report was to be submitted by the end of
October 1998.

The rationale for the project was that while South African education had been studied extensively
at the systemic and policy level, there was a dearth of knowledge about the details and texture of
daily activity in schools and classrooms. There was thus a danger that policy development could
occur without a firm grounding in empirical classroom and school-based research. Policy
developed in this fashion would obviously run the risk of being so removed from the lived
experiences of educators and learners that successful implementation became problematic.

The "Field Anaysis of Roles and Competences of Post Level One Educators’ was thus
conceptualized as an exploration into the interface of policy and practice. More gecificaly, the
purpose of the research was to examine the practices of educators within their specified areas of
responsibility in schools that were recognized as being effective. Teacher practice was to be compared
with the emerging definitions of teachers roles and competences in order to interrogate these in terms
of their applicability.

Post Level One teachers only were to be targeted for what was expected to be the first of a series of
studies.

The study was to be divided into three distinct phases. Phase one was to involve an analysis of four
recent policy documents defining educators' roles and competences, namely:

. COTEP Norms and Standards for Teacher Education®
. SACE Code of Conduct

. ELRC Manual for Developmental Appraisal

. NDOE Duties and Responsihilities of Educators

Documents were to be analysed for trends and converging themes as well as for inconsistencies.
Phase Two was to draw heavily on qualitative techniques in order to capture as detailed a picture
as possible of the daily practicesof educators. Qualitative methodology was to be employed at

1The document analysed in this study was entitled Norms and Standards for Teacher Education. It has since

been renamed Norms and Standar ds for Educators.



this initial stage of understanding educators practice, the belief being that lack of
representativity associated with a qualitative approach would be compensated by the depth of
the description.

The final descriptions of educators' roles and competences as captured in the field were to be
discussed with the educators concerned in order to allow them to express their views on the
accuracy of the findings.

The third phase was to involve matching the field analyses to the roles and competences as
defined and represented by the various stakeholders.

Given the level of detail required by this study, it was envisaged that between six and eight
schools in the greater PietermaritzburgMsunduzi area would be included in the sample.
Schools would be selected to reflect a range of different contexts, but the key criterion for
selection was that they would all be effectively functioning schools. Within the designated
schools a sample of ten teachers was to be selected on the basis of their perceived
competence.

It was envisaged that the outcome of the research could contribute to an assessment of the
appropriateness of the descriptions of various competences and, further, that the final
analysis could assist in identifying the training and capacity building activities necessary to
enable educators to meet the levels of competence required



How to read thisreport

When Pierre Bourdieu was once questioned about the degree to which his sociology provides a fuzzy
picture of the social world, he answered that there was one tenet which he tried to follow. This one
rule is "Do not be more clear than reality".

(In Ladwig J.G. (1996) Academic Distinctions New York and London: Routledge)

The "Executive Summary" placed at the beginning of this report is, by the very nature of such a
summary, "more clear than reality”. We hope it will be read as an introduction to - rather than as a
substitute for - the Final Report.

The first chapter of this report explains the purpose of the research, as well as the methodology used,
how the research instrument was developed, and how schools and teachers were selected. The second
chapter is a detailed analysis of the following documents

. COTEP Norms and Standards for Teacher Education
. SACE Code of Conduct

. ELRC Manual for Developmental Appraisal

. NDOE Duties and Responsihilities of Educators

This chapter gives a brief description of each document, its purposes and perceived strengths and
weaknesses of each.

The third chapter describes the context of each of the six secondary schools where research took
place. This is seen to be important because a school's context and resources influence the way in
which policy is understood and accepted. This chapter is followed by a number of photographs taken
during the research.

The fourth chapter examines the data that were collected by researchers and draws out key themes
which appear to emerge from the data. It discusses what the "fit" is between the competences
prescribed by policy and the competences which were observed and inferred in the practice of
effective teachers.

The fifth chapter draws out the essential characteristics of the policy model, examines the degree of
"fit" between these essential characteristics and the themes emerging from practice. It then goes on to
discuss the tensions and dissonances we have found at the interface of policy and practice.

The final chapter offers some tentative suggestions for the implementation of the policy. It is
suggested that it may be helpful for teachers to encounter a coherent and comprehensive guide to
policy; that we need to be wary of falling nto a technicist and atomistic implementation of the
Appraisa; that teacher development should focus on developing the reflexive competences of
teachers, and that individual teacher development needs to happen within a context of organisational
school development. It ends with some recommendations for further research.



Chapter 1
Resear ch aims and research design
11 The area of research

"The 'New' South Africa reflects a dramatic shift ... to a new legal-organisational basis. ... The inter-
dependence between people is based on contractual relations with an emphasis on the rights and
duties of individua citizens and their contractua relation with the state" (Harley & Parker.
forthcoming).

Up to this point in time, however, the work of educators has not been subject to formal regulation. In
blunter terms, educators have had no job descriptions. This situation is an obvious anachronism in a
society regulated by contractua relations. More serioudly, perhaps, lack of job description would
place the entire new educational edifice at risk. If the integration of education and training depends on
gualifications making explicit what it is that qualified learners are able to do, there is a clear need to
specify what educators should be able to do so asto make all of this possible.

Since 1997 a number of key policy documents have been produced. The most important of these are:

. COTEP Norms and Standards for Teacher Education
. SACE Code of Conduct

. ELRC Manual for Developmental Appraisal

. NDOE Duties and Responsibilities of Educators

Collectively these documents define employer requirements, provide frameworks for professional
development and appraisal, define professional conduct, and specify duties and responsibilities. There
is a demonstrable need for policy making of this kind to be followed by empirica investigations into
the identities and practices, and roles and competences, of educators and learners in diverse contexts.

One of the key questions is that of the policy / practice relationship. Is there a fracture between policy
and practice? Research evidence from many countries highlights the difficulty of putting policy into
practice:

The evaluation of many World Bank policies has revealed a great discrepancy between their policies and what
happens on the ground, especially in Africa (de Clercq, 1997; 129).

There are recent indications that digunction between policy and practice is no less stark in South
Africa. The failure of schools and the inadequacy of educators has been well documented in the
CCOLTS project and the National Teacher Education Audit (1995-1996). However. the failure of
practice to reflect the wishes (dreams?) of policy makers is not necessarily a case of educator
culpability. A different view of the policy/ practice problem isthat if "... one concludes that



amost all people in a particular role are inadequate, should one not rather ask what there is
about the system that makes or sustains such failures in performance?' (Sarason, 1991:15).

While interrogating "the system" rather than blaming teachers for policy failure is an
interesting approach in our project we explore the interface of policy and practice by
focusing on Post Level One educators who are successful, and we compare their practices
and competences with those outlined in policy documents. In this sense, our study is similar
to Christie's (1997) work on -“resilient schools. which focused on schools that were
succeeding while those around them were not.

1.2 Research aims
Specific aims of the present project were

(a to construct a unified, consolidated image of educator roles and competences
specified in existing policy documents (ie. What does policy say that educators should be
doing?)

(b) to construct a representation of the roles and competernces being demonstrated in the
practice of successful educators (ie. What are successful educators actually doing?) (c) to
map practice onto policy (ie. What is the "fit" between policy and practice?).

Practical benefits of the research for policy development could be twofold. The research
could provide a view of:

() the internal coherence (or tensions) in the construction of teacher roles and
competences in the policy documents listed above;

(b) consistencies (or inconsistencies) between policy and practice.

Being limited in scope, the research could not hope to produce definitive results. However,
as a grounded view of the interface between policy and practice, it had the potential to
provide useful insights into:

(@ methods of conducting research in this very challenging and complex areg;
(b) the design of programmes for teacher development.

For these two benefits to materialize, it was recognized at the outset that further research
would need to be undertaken.

1.3 Research design
1.3.1insightsfrom the literature

An unusual feature of our research is that it was not influenced by key concepts drawn from
the literature.

There are two main reasons for this. Firstly, there is as yet no serious tradition of classroom



based research in South Africa. For example, in commenting on the crisis in education and the
need for research to be sensitive to conditions in schools, Jansen (1996) notes that:

The single most important reason for this crisis is the distance of politicians, policy-makers
and bureaucrats from the schools: they simply do not know what is happening inside our
schools and classrooms ... (Jansen, 1996).

It has to be said that, until recently, academic researchers have not contributed much in this
regard. Wickham's (1997) doctoral thesis makes a valuable exception.

The second reason for our research having not been directly informed by the literature is that
while there are many studies that have some relevance to the present project, there is almost
nothing (as far we have been able to establish) with the same focus and ambitious scope as the
present study which traverses policy and practice, and macro and micro worlds! At different
points of the research (eg. research design, analysis, interpretation) we accordingly found it
necessary to draw on awide range of diverse studies in education.

Here is a very brief indication of the way in which reported studies in the existing literature in
fact focus on only a limited aspect of teachers work in relation to employer/ professional
expectations:

*  Measuring the amount of work teachers do: The ex-Natal Education Department conducted a
comprehensive study into Teacher Workloads in 1991. The aim was to measure workload, and to
draw comparisons (both qualitative and quantitative) between the demands of different subject
areas. This study has influenced other work, such as the recent APEK investigation into
Workloads. One may infer a relatively narrow purpose in the APEK research too!

e Describing the work that teachers do: Writers such as Hilsum (1972; 1978) and Strong
(1978) have produced detailed and interesting descriptive accounts of the teacher's day.

» Defining the quality of the work teachers do: In an extensive review of research in the UK,
Troman (1996) concludes that definitions of the "good' teacher are social constructions that are
subject to change at different historical moments. It is interesting to note how subject-based and
technicist such definitions have become since the advent of the subject-based British National
Curriculum. For example, OFSTED (1993) established criteria such as "clear objectives for
lessons' and "teachers have a secure command of their subject”. None of this work appears to
link the work of the teacher with the very broad roles that will be described presently in the
South African documentation, where educator roles are linked to pastoral care and socia
imperatives in addition to the narrower “academic' focus.

. Defining the work done by teachers in specific learning areas: Friend and McNutt (1987)
link job performance with job description, but as is standard practice, limit their focus - in this

case, to the adequacy of resource provision for disabled students.



Research using rating scales for teachers has similar limitations but it also (very usefully) reflects
some of the dangers of a purely quantitative research approach. In fact. some of the rating scales
strike us as being so limited as to be downright crass. For example, Johnson (1992) uses only five
indicators to measure teacher effectiveness, e.g: "Minimises transition time"; "begins work
promptly and avoids wasting time toward end of class' (1992: 142). By comparison, even the
well-known and much criticised Flanders Interaction Analysis Categories (FIAC) appear
sophisticated and expansive (see Flanders, 1970; Delamont, 1976; Walker and Adelman, 1993).
The work which we found most useful for informing methodology, as well as for triangulating
data, was that of Christie (1997) and Christie and Potterton (1997). As will be seen presently,
there isa good deal of resonance between their work and ours.

9.3.2 Theoretical issues, and methodology

From the outset it was believed that a qualitative research approach would be most appropriate
(see Terms of Reference). Nevertheless, it was originally envisaged that some use would aso be
made of quantitative observation schedules based on checklists. Categorising, recording and
counting events is a neat, easy way of conducting research, and the results are likely to impress
readers as being "scientific" and "objective'. However, the more we worked with policy
documents and explored ways of checklisting, the less feasible a formal statistical approach
became. Amongst the conceptual and pragmatic reasons for the exclusion of formal statistical
approaches, and greater reliance on qualitative methodology, were the following:

* Itisimpossible to capture through observation the entire universe of teacher roles. Much of
an educator's work is hidden ie it is done after hours; and many roles and competences may not
be evident in the single week during which the research took place. This point is especially
relevant in the present case, where the teacher's role is one of "extended professionalism"
(Broadfoot, 1988). Had policy cast the educator into a mould of "restricted professionalism”,
being limited to formal instruction, statistical "checklist" approaches would have been much more
workable.

» The literature contains salutary warnings of the inability of outsiders to penetrate the ethos,
understandings and shared meanings that educators and learners build up over a period of time.
Some of the interactionist literature provides convincing evidence of the way in which outsiders
may completely misconstrue classroom events (see, for example, Delamont, 1976; Waker and
Adelman, 1993). "Objectively" coding events may be dangerously misleading if the researcher's
interpretations are based on a misunderstanding of what is really happening.

* At apurely pragmatic and human level, schools and educators would be unlikely to accept a
situation in which researchers "shadowed" them every moment of the day while recording events

on checklists. Sinister connotations would adhere to such practice, and



these would in al likelihood engender devious behaviour and avoidance strategies on the part of
educators.

The key principle informing methodology was that of observing as much as possible in schools and
working with educators in an attempt to understand, illuminate and explain their practice in
relation to the 6 roles identified and outlined in the research instrument (see Appendix A and B). In
turn this meant recasting the educator as a "co-researcher” rather than as a "subject”. Rapport and
trust between educator and fieldworker were identified as essential preconditions for successful
fieldwork. It was therefore vital that fieldworkers and educators should meet before the fieldwork
commenced. In addition to practical details, the purpose of these meetings was to discuss and
clarify respective roles and mutual expectations. Main points to be impressed on educator/ co-
researchers were:

. The exercise was NOT linked to appraisal. Educators were told that it was accepted that
they were effective and successful. Indeed, this was precisely why they had been selected for
involvement in the research in the first place. Fieldworkers were interested in what educators did to
make them effective.

. The aim was to capture, illuminate and explain the teacher's practice in general rather than
the educator's practice as it occurred in that specific week only. The specific week was to be used
as a vehicle for developing insights which would hopefully lead to coverage of the educator in
relation to the 6 broad roles outlined in the research instrument (Appendix B).

. It followed that we wished to involve educators as co-researchers. We wanted to observe
their practice, but very importantly also confirm our perceptions in discussion with them, and
indeed ask directly when we did not understand.

. Confidentiality was assured. Educator/ co-researchers were assured that reports would not
include names.

It was intended that fieldworkers should go to schools and classrooms in an opent minded way that
would alow insights to emerge in a grounded way (Glaser and Strauss, 1967). The most genera
assumption taken into the field was that although we accepted that the educator/ co-researchers
were "effective”, we did not assume that they would necessarily reflect all of the teacher roles and
competences constructed by policy. We had been reminded that: "The ways | know teaching are
not ... reflected in the policies and structures that affect my work™ (Webb, 1996: 300). Furthermore,
since a substantial body of research has confirmed Keddie's (1971) digunction between what
educators believe as educationists ("the educationist context") and what they actually do in practice
("the teacher context™), there was every reason for fieldworkers to be alert to the possibility of
digunction between policy and practice.



1.3.3 Data collection Fieldwork was to include;

. at least two full days of observation in the form of "shadowing" to gain an impression
of afull educator's day: and

. three days of observation interspersed with discussions on understanding practice,
and confirming and clarifying perceptions.

In so far as possible, the 5 days of fieldwork were to be consecutive, but it was recognized
that allowance would have to be made for the kinds of changes in schedule that do
sometimes occur in schools. It was also recognized that fieldworkers might need to "take
time out” for reflection on data (it was envisaged that analysis would be formative as well as
summative).

"Follow up" work included:

. one final visit/ interview with the educator to confirm the overall representation that
the fieldworker had constructed; and

. a final courtesy report back to the staff as a whole, should the school request this.
This would cover the findings of the project as a whole, and would not deal with data on

particular schools or educators except in so far as anonymous illustrative examples might be
offered.

1.3.4 Data analysis

Data analysis was to be formative and summative, with triangulated procedures built into the
process. Specific features were:

(a) Shared understandings as a basis for data analysis:

. Fieldworkers were involved in a series of workshops at which they contributed to the
conceptualisation and planning of the project. The groundwork for data analysis was thus
built up through the development of shared understandings at workshops throughout the
process (see Appendix F).

(b) Formative analysis:

. Feldworkers developed/ confirmed impressions through observation and informal
discussion with educators in the field; and

. Fieldworkers were to begin constructing a tentative global representation of the
educator's practice while still in the field.

(c) Summative analysis:

. Individual fieldworkers collated their Observation Schedules and Descriptive
Matrices (see Appendix B) and their informal notes in producing one summative Schedule
and Matrix;

. Fieldworkers conducted follow- up interviews with educators so as to confirm/ modify



their tentative global representations of educator practice;

. Fieldworkers presented their global representations at a workshop held in the School
of Education. The research team compared documents and looked for similarities and
differences in the data. Through a process of progressive focusing a composite representation
of educator practice was constructed (see Appendix J);

. It was intended that one member of the research team was to visit as many research
sites as possible so as to have an overview of the entire operation and a comparative view of
practices and problems in each of the sites. > These insights were fed into the summative
analysis.

1.4 Research instruments

Research instruments were developed concurrently with the policy analysis (see Chapter 2).
In part this was done to ensure consistency; but in any event, the constraint of time allowed
no alternative. The process that was followed is outlined in Appendix A.

The result was utilisation of the 6 maor roles proposed in the draft Norms and Standards
document, these being:

. Mediator of learning

. Administrator

. Pastoral care

. Designer of learning programmes
. Lifelong learner

. Community and citizen role

Synthesis of indicators of these roles resulted in a total of 48 competences. expressed as
active verbs which could be observed or inferred.

The next task was to devise away of operationalising the 6 roles and 48 competences.

1.4.1 Operationalising the roles: how the data were to be captured Decisions were made on
the basis of the following useful statement

"As a minimum, each job description should include components relating to planning,
interactive and review phases of teaching” (Marsh, 1993: 66).

It was apparent from these three dimensions that in the classroom only the interactive roles
are observable; planning and review are largely invisible and inscrutable even to an observer

familiar with the ethos and collective understandings of a particular classroom. On this basis
we

%in the event constraints of time allowed for visitstoonly 3 of the 6 schools.



classified the 6 roles into 2 categories. namely the (mainly) visible roles, and the (mainly)
invisible roles. This produced the following categories:

Mainly visible roles

Mediator of learning
Administrator
Pastoral care

Lifelong learner

Mainly invisible roles
Designer of learning programmes

Community and citizen role

Conceptual division of the 6 roles into these 2 categories on the basis of visibility and
invisibility led to further conclusions about operationalisation. These are depicted in the

following table:

Visible and Invisible Roles

{Mainly) Visible Roles evident in Interaction in
the classroom: Mediator of learning; Pastoral
role; Administrator

{(Mainly) Invisible Roles in the Planning and
Review phases: Designer of learning
programmes; Lifefong learner; Community &
citizen role

The (predeminantly) observable events in the
classroom

May have some observable manifestations in the
classroom, but are rooted in educators’
knowledge, skills and values

These roles are non-negotiable: they are the
essence of the teacher’s responsibility, and may
be classified as "ends”

These may be regarded as “‘means’. The
resources that educators draw on are located in
these domains. While educators have to fulfil
these roles, they may do so in different ways, and
different kinds of thinking may lie behind decisions
they make.

These roles are test - but not exclusively -
reflected in the Norms and Standards practical
competences

These roles are best - but not exclusively -
refiected in the Norms and Standards
foundational and reflexive competences

Data are more amenable to quantification,
checklist-type collection by means of observation

Qualitative data are gathered by induction through
observation and verification involving further
observation and discussion with educators

A feature of the process of synthesising and conflating the policy documents roles into a
useable set of categories nested within the 6 maor roles was the realization that categories
were not mutually exclusive, and that in practice there would be fluidity and overlap. A
further difficulty for fieldworkers was that while 3 of the major roles had been defined as
"mainly" visible and observable in the interactive domain of the teacher's work, the other 3 in
the planning and review domains were described as "mainly" invisible, and, therefore, more
amenable to inference than to observation. In an attempt to capture and clarify the notion of
"mainly" in a way that illustrated the proportional relation between observation and inference
with respect to each of the 6 roles, the expected relationship was depicted in the following

diagram:



Relation between the Visible (observed) roles, and the Invisible (or inferred) roles

VISIBLE

Mediator of learning /
Administrator Pastoral
/ LifEIOng learner

/ Community. citizen
Designer of
/ Learning programmes

INVISIR! F

On the basis of the policy analysis (Chapter 2), as well as consideration of ways of
operationalising the analysis, two schedules were developed for use in the field:

. the Classroom Observation Schedule
. the Descriptive Matrix (both in Appendix B)

It was recognized that the process of recording on the Schedule and Matrix would not be a
linear one - indeed it was wundesirable that it should be linear. In the true sense of the word,
fieldworkers would be functioning as researchers: making observations, forming tentative
hypotheses (or hunches), developing these into inferences, and confirming or disconfirming
these through further observation and discussion with the educator /co-researcher.

1,4.2 The Classroom Observation Schedule

It will be noted that the Observation Schedule includes a Likert scale (1, 2 or 3) as a way of
capturing relative emphasis® It is important to note that a "low" score would not indicate
deficiency on the part of the educator. It would simply mean that a particular category might
not have been important or appropriate in a particular set of circumstances, or that the educator

% In piloting the Schedule the more conventional 5 point scale was used and found to be unsuitable. On the basis
of the available evidence. fieldworkers did not find it possible to categorise competences other than in broad
ways. The 5point scale was too tine grained for practical purposes.



achieved effectiveness by meeting a specific need through reliance on another competence
which on the Schedule would be reflected in a different category.*

Fieldworkers were left to decide on the number of Schedules they would use (ie. one per
lesson, or one per day etc. this being a matter of personal preference and governed also by
the spatial arrangements and opportunities for writing in the classroom). Consolidation of
key themes and features emerging from the individual sheets was left to the discretion of
field workers.

1.4.3 The Descriptive Matrix for inferred (invisible) competences

While observable instances might be apparent, this Matrix was completed on the basis of
inference and discussion with educators. Its greatest use was thus likely to occur after
classroom observation (eg. during breaks, or after school). It was to be completed and
modified on a fairly continuous basis, with progressive focusing leading to the
formulation of more or less distinct competences.

The aim was to arrive at succinct description of the knowledge, skills and values the
educator brought to each of the categories:

. Designer of Learning Programmes,
. Lifelong Learner, and
. Community / Citizen role.

The post-fieldwork interview with the educator was to serve as final verification of the
descriptions.

The greatest strength (or weakness) with research instruments of this kind lies in the
quality of the fieldworkers. It has already been mentioned that field workers in the present
research had been involved in the project from the outset. For further comment on the
field workers and their preparation for the project, see Appendix F.

1.5 Criteriafor selection of schoolsand profile of the case study schools selected
1.5.1 Criteria for selection

The process of negotiating access to schools necessitated cession of control over the
selection criteria. In the light of our discussions with KZNDEC officials, our original
criteria had to be modified.

4 Aspects of the instrument such as these would need to be explained to teacher/co-researchers who might feel
threatened or demeaned by a"low" score.



() The criteriaas originally planned

For operationalising the concept of an "effective" school, we relied on the concept of a
"resilient” school utilized by Pam Christie (1997). "Resilience” is a cognate concept to
stability - it describes schools that are able to cope and develop in the face of adversity. It
refers to the inner resources of schools. and as described by Christie, has the following
features:

. a sense of agency and responsibility

. flexible and purposive leadership

. afocus on learning and teaching as the central activities of the school

. a safe and organizationally functioning institutional environment

. consistent disciplinary practices anchored in educational purposes and personal
interaction

. a culture of concern within the school (1997: 4).

Matriculation results were accepted as a rough but workable index of the criteria. Whether
justified or not, there is usually a clear public consensus about which are the "good "schools,
so it was further agreed that schools selected would also have to enjoy genera public
recognition as being "good" schools.

To ensure representivity, the selection was to be limited to co-educational, public schools. If a
school had a boarding establishment, it was not to be dominant feature of the school. In
addition, it was hoped that the sample of schools would include those from the range of "ex-
Departments".

(b) The modified criteria

As aresult of the process of selecting schools (outlined in 1.5.2), the criteria were modified by
viewing effectiveness and resilience in a relative sense. In other words, "disadvantaged"
schools were not excluded from consideration if they were regarded as effective and resilient
within their own particular communities and settings.

The process of gaining access to schools is outlined in Appendix C.
1.5.2 Selection of schools

At an early stage KZNDEC officials expressed doubts as to whether any sort of sample was
possible with the selection criteria originally proposed.® Prior to a crucial meeting with Senior
Education Managers, our fear was that we might be refused access to schools. On the contrary,
officials were so keen for research to take place in their schools that the problem became one
of excluding schools. The point that this was a pilot project, and that the Project Proposal had
specified 6 - 8 schools in PMB-Umsindusi area, made no impression. Nor did the argument
that schools would not be disadvantaged by non-participation. In the face of insistence on the
part of gatekeepers, the research team had little option but to assent to the selection of schools
"given" to

® In fact one official went so far as to say that "resilience” excluded all but two schools in the region: and that
those two "resilient" schools would be excluded by our insistence on schools with a co-educational character.



it® In the final analysis, however, the research team had reason to be very grateful for the
insistence that “disadvantaged" schools be included in the sample. The diversity of schools
in the sample added an invaluable richness to the fieldwork.

The final selection of schools and their characteristics is reflected in the table below.
(Fictitious names of schools are used in this table and in ensuing discussion.)

Schools in the sample

I Number of educators 1
Name of school Situation participating in
fieldwork

Arum High School Urban: close to PMB city 2 educators

centre
Aster High School Peri-urban township: 2 educators

+ 18 km from PMB centre
Diahlia Secondary School Rural: £ 90 km from PMB 2 educators
Erica Secondary School Urban: * & km from city centre | 1 educator
Marguerite Secondary Rural: £ 24 km from PMB 2 educators
Schoaol centre
Salvia Secondary School 1 Urban: close to PMB city 1 educator

centre

1.6 Selection of educators as co-r esearchers ’
1.6.1 Criteria for selection of educators

The research plan invoked the criterion of "effectiveness' in the educator/co-researcher. In
itself, of course, "effectiveness” requires elaboration. This is not easy to provide: "There is
no unequivocal research evidence on what 'effective teaching' really means' (Marsh, 1993:
66). The research team defined "effective teaching" in terms of:

. recognition by the school community as "good"
. good examination results
. contribution to the school being "resilient"

® The potentially awkward implication for the budget was somewhat mitigated by the arrangement that 2
fieldworkers would be stationed in the outlying schools. making shared travel possible.

" Typically, researchers "do" research on subjects, and use of the term "subjects" would be inappropriate
here.



. willingness to participate in the project - as an educator and co-researcher.

As with schools, there is a popular public conception of what and who is "good". Criteria
accordingly stipulated that individuals selected should enjoy suitable recognition in the
broader school community.

1.6.2 Selection of educators

If processes of access ceded a measure of control to KZNDEC officials, the process of
selecting educators as co-researchers did the same - but to an even greater degree - to
individual schools. The fact that selection had to be negotiated at the level of individua
schools meant that standard practices could not be followed. It is important to recognise that
here the research team was entirely in the hands of the principal and educators. The process
of selection had to be consistent with school ethos and practices. The principal alone could
not be asked to nominate "good" educators as this would have run the risk - probably the
certainty - of staff drawing conclusions about "favourites®. prospects for promotions, and so
on. In short, if selection processes were not to become divisive, they would have to be
controlled by individual schools. In any event, given the time constraints, the research team
had no opportunity for negotiating staff selection (see Appendices G, H and | for
communications with field workers and for documents which field workers could use when
clarifying issues with principals)

The result was a very unfortunate lack of gender representivity in the sample - only three of
the ten educators in the sample were women.

1.7 Some comments on fieldwork in schools and classr ooms

The organization of empirical fieldwork, particularly of a qualitative nature, poses two
particular challenges to a researcher: (a) gaining access to the field, and (b) leaving the field
(eg. see Schurink, 1988). Our research highlighted some of the difficulties around these two
ISSues.

(a Gaining access to the field

Classroom research, always problematic in terms of access, has a particular set of dynamics
in post-apartheid South Africa. Past political struggles in some of the "ex-Departments’ has
left an inheritance of access to classrooms being suspect or downright illegitimate. At the
school level, then, there are sensitivities which complicate research. At the same time,
permission to approach principals at departmental level has become more complex. The locus
of control over permission to conduct research in schools has become more diffuse within the
bureaucracy. In our research, for example, we found it necessary to negotiate access at
various levels of the bureaucracy: the Regional Chief Director, Chief Education Specialists,
and Senior Education Managers. (In the latter case a team of 4 researchers met with 25 SEMs
for the Pietermaritzburg and Midlands districts. Had we not had in our team a skilled
facilitator with the right political legitimacy, our



project could have foundered.) Moreover. the permission and support of unions was
necessary. Here too, we were fortunate as the path was cleared by one of the senior KZNED
officials. As matters turned out, both KZNDEC and unions were remarkably helpful. (See
Appendix C, D and E for documentation of our assistance from the KZNDEC.)

Once in the field (in this case, in schools) one expects to encounter a healthy cynicism about
research. This is particularly true of individuals who had already been "researched". The
acquisition of higher degrees is frequently associated with research activity. We made a point
of noting that nobody in the project was doing this research for degree purposes. "But what
good came of this research?' is a fair question that we were indeed asked. Explaining
potential / possible benefits of research presents ethical difficulties. Who really knows? In
general, we tried to present arealistic view of the possible benefits of this particular research,
suggesting that it was a good opportunity for practitioners to "speak to policy makers". (See
Appendix D, H and 1.) Negotiating the "gatekeepers' and gaining access is greatly facilitated
by personal networks and luck! Without these, research schedules and deadlines (and
possibly budgets) may be thrown into disarray.

(b) ““Leaving the field"

"Leaving the field" poses practical and ethical difficulties. Our experience was that schools
have powerful expectations. It is also not unreasonable for schools to expect some sort of a
"payback” for their willingness to participate in research activity. In our case it had aready
been decided that schools should be offered reportbacks if they so wished. In some settings,
however, it is easy for schools to believe that the research team or its host university
department might have expertise to offer and that an ongoing partnership might be
appropriate. While encouraging, these kinds of expectations might simply be beyond the
capacity of departments to offer.

A "payback" of a more literal kind was expected by one educator who enquired about the
amount he was to be paid for participating as a "co-researcher”. This attitude was exceptional,

however, as the other educators participated generously and openly.



Chapter 2

Policy: Theroles of educators

2.1  Background tothefour policy documents: origins, functions and relationships

This chapter examines the four policy documents which define educators roles and

competences. Here we describe and analyse each document,

identify trends and

inconsistencies within and amongst them, and attempt to identify converging themes.

The table below presents a summary of the origins and functions of the four documents:

A diagrammatic summary of the four documents

Committee

For the National Department
of Education (NDQOE)

Document Date Developed by Function
COTEP Norms and | mid Committee on Teacher To define employer requirements,
Standards for 1998 Education Policy (COTEP) including evaluation of qualifications,
Teacher Education | (Final for the NDOE as employer of all
Draft) Revised by Technical educators in public institutions

To provide a system for the
professional development of
educators

According to the introduction to the COTEP document, ‘The revised Norms and Standards shouid be
consistentwith national policy and legislation; and they should represent a crystallisation of agreements
among stakeholders with respect to standards and qualifications for teacher education.’ The above
document therefore ‘accommodates the diverse requirements of the three documents below:

SACE Code of
Conduct

late
1997

South African Council for
Educators (SACE)

and

Education Labour Relations
Council (ELRC)

To regulate the ethical conduct and
professional discipline of all
educators registered with SACE

ELRC Manual for late

Wits Education Policy Unit

To establish appraisal procedures,

Developmental 1997 {EPU) criteria and instruments for all levels
Appraisal of educators
For the Education Labour
Relations Council
NDOE expecte | National Department of To outline the duties and
Duties and dto be Education (NDOE) responsibilities of educators at each
Responsibilities of declared post level; to provide a job
Educators policy at description against which an
end of educator may be legally appointed,
19498 promoted and appraised.




2.1.1 Key pointsin viewing the policy documents
In our analysis, afew key points emerged as useful ways of viewing the documents:

The COTEP Norms and Standards document provides a synthesis of the roles and applied
competences outlined by the other documents.

The COTEP Norms and Standards for Educators draws together the recommendations of
al the other three documents and is therefore the most inclusive and comprehersive. It
employs, and attempts to operationalise, the concepts of roles and competences central to
each of the other documents.

The documents should be viewed in terms of employer -employee relations.

According to Professor Ben Parker, Chair of the Technical Committee which drew up the
revised Norms and Standards document, the most useful way to view these documentsisin
terms of employer-employee relations. This is in line with the Educators Employment Act
(1994) which recognises the National Department of Education (NDOE) as the lega
employer of all educators in public schools. Accordingly, the four policy documents can be
seen as outlining the state's system of employee regulation with a view to promoting the
professional development of educators.

The documents should be viewed in the context of the National Qualifications Framework.

The regulatory and developmenta system created by the four policy documents forms part
of the grading system established by the NQF. The 1995 South African Quality Assurance
Act (which set up SAQA to oversee the development and implementation of the NQF) arose
out of recommendations from organised labour and business that an NQF should be put in
place which provides a simple, transparent grading system with guidelines on qualifications,
grades, job descriptions and pay scales, and which facilitates easy access, mobility and
progression along any education and training path. As a grading and training system, the
NQF serves as "a foundation for developing job descriptions, workload descriptions;

performance, promotion and management criteria; salaries; wages and conditions of service"

(COTEP Norms and Standards, 1998). The four documents under analysis contribute to an
holistic model for developing professional educators, a model in which academic,
occupational and professional requirements are closely articulated by their descriptions as
"qualifications’ on the NQF. The unit standards and qualifications registered on the NQF

and the associated processes of registration and quality assurance of providers and
programmes become the "currency” or "language” in which professional and occupational

practices (job descriptions) are linked to academic programmes. The Minister of Education
uses employer requirements to directly influence the programmes leading to qualifications
on the NQF that meet the criteria for the evaluation of qualifications.



The notion of applied competencesis central to each of the documents and conceptually unites
them.

Although the documents all have quite distinct functions, what unites them into an holistic
system of professional development is the common understanding and use of the notion of
applied competence. This common understanding is the result of a great dea of debate
within the Education, Training and Development Practices Project (ETDPP), established
by the Ministry of Labour, the National Training Board and the GTZ, in 1996 and 1997.
By the end of 1997, the ETDPP had reached consensus in rejecting a behaviourist,
technicist approach to outcomes (an approach inherited from the training model which
views skills as observable performances which may be measured in unit standards) and
embraced a more complex, holistic view of outcomes as the competence to perform rather
than the performance itself, with the understanding that the teaching and acquisition of
such competence requires the integration of knowledge, skills and values.

The four documents should be seen as serving symbolic, procedural and regulative policy
functions.

Francine de Clercq (1997) makes useful distinctions between the different purposes of policies:

There are substantive policies which reflect what the government should do, and procedural policies
which spell out who is going to take action and through which mechanisms. Materia policies
provide real resources to some interest groups, whereas symbolic policies remain more rhetorical
about needed changes. Regulative policies limit the behaviour and actions of groups and individuals,
whereas redistributive policies shift the allocation d resources or rights among social groups (p
128).

It our view that the policy documents under analysis primarily serve symbolic, procedural and
regulative functions. The symbolic nature of the documents lies in their shared vision of the
kind of educators being developed - a vision which at times remains purely rhetorical and
difficult, or impossible, to ensure through procedures and regulations (e.g. how does one
ensure that educators "exercise authority with compassion” or even that all educators have a
common understanding of what this means?). The regulative function of the documents lies in
the legal control they establish over the teaching profession: it is now law that educators have
to be registered to a professional body, have to meet the requirements of a clearly defined job
description, have to adhere to a code of conduct, and have to participate in regular appraisal
procedures. The procedural function of the documents is clear in the structures and processes
they spell out for the implementation of each of the policies.



Summary of the symbolic, regulative and procedural functions of each of the documents

symbolic regulative procedural
COTER Norms and | defines roles and defines empiloyer autlines processes of
Standards for competences of an requirements and norms quality assurance of
Teacher Education effective educator as a self- | and standards for providers and programmes
directed professional with evaluation of qualifications for teacher education
practical, foundational and for the NOOE
reflexive competences
SACE Code of defines and promaoles the determines cntena for entry | outlings the registration
Conduct ethical conduct of an into the education procedures and disciplinary
educator as one who profession; reguiates the mechanisms of SACE
upholds the view of human ethical conduct of
rights embodied in the professionals
Constitution
ELRC Manual for defines roles and sets in place a nationally outlines structures and
Developmental competences (core criteria) | unified system of appraisal procedures of appraisal
Appraisal of effective educators; to be followed in all schools | systems within schools
encourages reflactive
practice, professional
developmant and
accountability
NDOE Duties and defines day-to-day duties provides job descnptions outlines duties and
Responsibilitias of and responsibilities of against which educators responsibilities of different
Edueators educators. assuming the can be legally appointed, post levels, thereby
roles and competences promoted and appraised clarifying who should be
outhined in the above doing what within a school
documents "

2.2 Description and analysis of each document

For those unfamiliar with the origins and functions of the documents, a brief description and
analysis of each document follows:

221 COTEP Normsand Standards for Teacher Education

In September 1997, the Committee on Teacher Education Policy (appointed by the nationa
Department of Education) appointed a Technical Committee to revise the interim Norms and
Standards for Teacher Education issued in 1996.

The Introduction to the COTEP document lists the following purposes:

To indicate how norms or requirements for educators can be articulated to meet: the occupational
criteria for employment by the DOE; the professiona criteria for registration by SACE; and the

academic criteria, or standards. for qualifications to be registered on the NQF.



This report is primarily interested in the articulation of the first two sets of criteria: the
occupational and professional criteria for employment by the DOE and registration by SACE -
in other words, how the Department has constructed the roles and competences of the ideal
educator.

According to Professor Ben Parker, the Technical Committee relied heavily on the years of
research and consultation that had gone into the development of the ELRC Appraisal Manual.
the SACE Code of Conduct and the Education Training and Development Practice Project
description of roles and competences (devised in May 1997 and incorporated into the COTEP
document). For this reason, the COTEP document can be seen as an integrated synthesis of the
policy principles contained in the other documents. Our analysis of the documents bears out
this perception, in that there is a general consistency in the principles, concepts and language
of the four documents, and the COTEP document is the most comprehensive and inclusive of
the four. In our view, it is the most useful document for developing a research instrument
which captures and summarises the roles and competences expected of educators at Post Level
One.

(a) Strengths of the COTEP Norms and Standards document
Provides for quality assurance while allowing flexibility

By defining norms and standards for teacher education, COTEP introduces the important
concept of quality assurance of providers and programmes. The Committee recognises the
number of providers and contextual diversities in educational development and practice
nationally. Thus, it defines the roles that higher education providers must prepare
educators to play so that they can perform their jobs competently, rather than prescribe the
curriculum content or pedagogical processes to be adopted. Accordingly, the proposed
quality assurance processes have in-built mechanisms that allow programme designs to be
flexible and respond to contextual needs. This is in line with the increasing evidence that
the effectiveness of organisational structures and programmes is dependent on their
dynamic, contextual sensitivity (Raynolds, 1994).

Presents an holistic view of the educator as someone with a range of competences

The COTEP document conceptualises an educator holistically: as a self-directed
professional; an individual well endowed with practical, foundational and reflexive
competences who is able not only to consider a range of possibilities for action, make
decisions about which possibility to follow, and perform the chosen act competently, but
also demonstrate an understanding of the knowledge and thinking which underpins the
actions taken, and reflect on the actions with a view to adaptation. Evidently, this suggests
a shift from the previous atomistic view of an educator: where s’/he was perceived as a
technician, whose major role was to take plans and instructions in form of syllabi and
implement the same through the application of specific skills, without any reflection on
actions taken.



Emphasises democratic principles

In line with the constitution, the educator roles and competences as defined in the COTEP
document, reflect a consistent and considerable emphasis on the application of democratic
principles and values in all aspects of educational practice. As a mediator of learning, for
instance, the educator is expected to create a democratic, but disciplined atmosphere, where
learners are actively involved in the learning process, while the educator's pastoral role
requires him/her to respect the dignity, beliefs and constitutional rights of learners while at
the same time striving to promote gender equality.

Advocates the integration of theory and practice in professional development

The COTEP document distinguishes between qualifications and applied competence,
thereby advocating a system which integrates theory and practice. Specifically, the document
argues that "it is important to emphasise that a qualification is not a competence".
Qualifications must be acquired, but the applied competence must be demonstrated. In the
envisaged system, which distinguishes between qualifications and applied competences and
seeks to integrate the two, the employment of an educator in a given educationa role or
his’her appointment to a given post level would be dependent on hisher ability to
demonstrate that s/he has the applied competence as signified by the appropriate
gualifications. This requirement will have a significant positive impact on the teaching
practice: it will reinforce the educator's role as a scholar and life-long learner, by closing
doors for promotions on those educators who have not acquired higher academic and
professional qualifications. or have accumulated qualifications but done little to nurture the
practical competences signified by such qualifications.

(b) Weaknesses of the COTEP Normsand Standards
Assumes that competences define and operationalise the roles they describe

The mgjor assumption throughout the document seems to be that competences define and
operationalise the roles. This is a problematic assumption as it alows subjective
interpretations of key concepts as well as the unnecessary overlap and subsequent shadowing
of certain roles. The illustrative point is how the document conceives, categorises ad
operationalises the educator's role as a leader/ administrator/ manager, or as a scholar/
researcher/ lifelong learner. In the former case, for instance, the listing of practical,
foundational and reflexive competences associated with this role fails to distinguish between
leadership, administration and management as roles and in fact tends to shadow the
|eadership component.



Adopts an exclusive definition of the term 'educator’

The second major weakness of the COTEP document relates to what may be termed as
internal inconsistency. While the document develops an al-inclusive system of norms and
standards for teacher education, training and development, it adopts the exclusive definition
of the term educator (as stipulated in the Employment of Educator's Bill, 1994). As quoted
elsewhere in this report, this definition makes two assumptions: that the educator is an
employee of the state; and that an educator is a school-based practitioner or one who
provides management services that supports teachers. Clearly, this alienates not only those
who are school-based employees of and practitioners in the private sector, but aso
practitioners and providers in other sub-sectors such as Early Childhood Development,
Adult Basic Education and Workplace Education.

2.2.2 The South African Council of Educators Code of Conduct

As a professiona body responsible for the registration, regulation and development of
professiona educators, the South African Council of Educators has legidative powers to
determine criteria for entry into the profession (through registration of educators), to regulate
the ethical conduct of its members (through the Code of Conduct and disciplinary structures)
and to take responsibility for the professional development of its members together with the
NDOE. SAQA and the ELRC. This latter role of professional development is not yet clearly
defined or developed, but would include "the research and development of learning programmes
designed to incul cate educators into the ethics of the profession” (Parker, 1998).

In the bigger picture of professional development, SACE takes primary responsibility for
defining and promoting the ethics and values of professionalism, while the NDOE and the
ELRC are more concerned with the occupationa requirements and SAQA with the academic
requirements of the profession.

The 'educators who make up the membership of SACE are defined as:

any person who teaches, educates or trains other persons or provides professional therapy at
any school, technical college or college of education or assists in rendering professional
services or educational auxiliary services provided by or in a department of education (and
whose employment is regulated by the Educators’ Employment Act, 1994) and any other person
registered with the council (SACE Code of Conduct).

The term 'educator' thus includes principals, district officers and school management. The
important point here is that the Code of Conduct does not apply to teachers only, but also to the
management, support and service systems that support the teachers.

However, as already observed, this current definition restricts membership of SACE to CS
(college and school) educators in public schools and provincial colleges, and excludes educators
in the subfields of Higher Education, Workplace Education, Adult Basic Education, Early



Childhood Development and educators in independent schools and colleges. There is some
discussion at the moment about extending the definition of membership of SACE to include
these non-CS educators.

As the name suggests. the Code of Conduct is a set of ethical principles to which professional
educators are expected to adhere. Any educator registered with SACE is subject to
disciplinary measures if s’he is found guilty of a breach of the Code. Such measures may
include a fine or deregistration.

After a short preamble linking the education profession with the development needs and the
Constitution of South Africa, the Code of Conduct adopts the language of roles and
competences, listing twenty two statements describing the ethical behaviour of educators
under the headings of seven different roles. These roles describe the conduct of the educator
in relation to:

* thelearner

* the parent

e the community

* hisor her colleagues

* theprofession

* hisor her employer « SACE

The Code of Conduct generally upholds the human rights embodied in the Constitution,
relating these rights specifically to the educational context with a sensitivity to the unequal
power relations that exist between educators and learners.

(@) Strengthsof the SACE Code of Conduct
Promotes professionalism and a commitment to human rights

Its strengths lie in the drive for professionalism among educators, the sensitivity to the
unequal power relations that exist between educators and learners (and among educators
themselves), and the commitment to the ideals of democracy and human rights. The SACE
code recognises that professionalism among educators entails not just individual conduct,
but the practice of teaching and learning, which impacts on the overall quality of education
in the country. Further, the clause which states that all educators registered with SACE
"acknowledge, uphold and promote basic human rights, as embodied in the constitution of
South Africa”, and the requirement that educators should not only respect the dignity, beliefs
and constitutional rights of learners (including the right to privacy and confidentiality), but
also strive to enable learners to develop a set of values consistent with those upheld in the
bill of rights, are indicative of the Council's sensitivity to imbalances in power relations and
commitment to democratic ideals.



(b) Weaknesses of the SACE Code of Conduct Assumes that values are uncontested

One of the maor weaknesses of the SACE code of conduct, however, is the apparent
assumption that norms and values are universal and uncontested. The Council expects all
registered educators, to commit themselves to act in accordance with the ideals of their
profession as expressed in the Code of Conduct. This risks the creation of a system that is
purely regulatory, prescriptive, rigid, and therefore largely unresponsive to the different
contexts in which educators work. This is particularly true with regard to the perceived
relationship between the educator and the learner. While acknowledging that an educational
institution serves the community within which it is located, and that therefore there will be
differing customs, codes and beliefs, the SACE Code contradictorily fails to capture and
infuse the acknowledged cultura diversities in its prescription of the relationship between the
teacher and the learner. Specifically, there is a striking difference between the language used
to define the relationship between the teacher and the parents/community (which tends to be
accommodative) and that used to define the relationship between the teacher and the learner
(which tends to be prescriptive). One may argue therefore that the SACE Code assumes that
the influence of contextual diversities on the teacher's role in the community does not extend
to the teacher's role in actual classroom practice. We think it does.

Adopts an exclusive definition of the term 'educator’

The second major shortfall of the SACE Code relates to the definition of the term educator.
Like the COTEP Norms and Standards for Educators, the SACE Code has adopted the
definition of educator as stipulated in the Educators Employment Act, 1994. As pointed out
earlier, this definition is limiting as it excludes educators in certain sectors and sub-fields.
Limiting the application of the SACE Code to employees of the public service has two major
implications. Firstly, it creates a parallel system with inherent double standards for regulating
the ethics of the teaching profession. Secondly, it marks a departure from the usual practice of
most professional bodies whose ethical requirements are binding to all members of the
profession, regardless of the sector (public or private) in which they practice. It is
acknowledged that SACE is the brain child of the National Department of Education and the
unions. However, if efforts to inject and sustain professionalism among educators, and to
nationally promote teaching as a profession are to bear fruit, it is perhaps time for divorcing
the marriage between SACE and the National Department of Education, and redefining the
relationship from that which espouses patronage to that which embraces autonomy and
partnership.



Needs to be supported by a programme of ethical professional development

The SACE Code is very optimistic about the practice and conduct of its members being
founded on demacratic principles and respect for basic human rights. Specifically, the code
requires educators to "...acknowledge, uphold and promote basic human rights, as
embodied in the constitution of South Africa". However, this optimism may merely serve a
rhetorical rather than the intended regulatory purpose, unless it is accompanied by an
appropriate programme of professional development which actively promotes the values
and ethics enshrined in the Code of Conduct. Otherwise, both the Council and the Code
might come to be seen as merely serving a prescriptive and punitive role.

2.2.3 The Education Labour Relations Council Manual for Developmental
Appraisal

In 1996 the ELRC commissioned the Wits Education Policy Unit (EPU) to develop appraisa
criteriafor educators at all post levels. A first draft was circulated and debated amongst the state
departments and the unions until consensus was reached in December 1997. Now in its final
draft, the Appraisal Manual is expected to officially come into operation in 1999.

Asthe legal employer of all CS educators, the National Department of Education needs a means
of appraising the competence of teachers at all levels "to facilitate the personal and professional
development of educators in order to improve the quality of teaching practice and education
management ... based on the fundamental principle of lifelong learning and development’
(ELRC Appraisal Manual). The introduction of appraisal, according to the ELRC Task Team,
was driven by the need to: create a nationally unified system of appraisal; recognize the work of
dedicated educators; encourage professional development and quality service delivery; and lay a
foundation for performance management.

The Appraisal Manual regards developmental appraisal as an ongoing process, co-ordinated by
a Staff Development Team (consisting of the principal, elected staff members and others) which
includes:

. self evaluation

. peer evaluation

. collaboration

. reflective practice

. interaction with panels

Throughout the appraisal process, a file is kept for each educator, recording his’her ongoing
devel opment.



Forms which need to be included in an educator’s file (the outlines of which are
provided by the Manual)

Form Purpose Completed by
Persanal Datails Record of personal particulars; academic, professional and other Appraisee

Form qualifications; teaching, managemeant and other axperience.

Professional Plan for development in a §-month cycle, reflecting objectives, Appraisee and
Growth Plan activities, resources and key performance indicators panel
Prioritisation Form | A tist of core, optional and additional criteria (with each core criténon Appraisee and

and its associated performance expectation defined in the Manual). A peer
simple scale is used to determine areas of priority for each
development cycle.

Discussion Paper | A list of questions designed to evaluate the success and the difficulties | Appraisee and
of the Professional Growth Plan within a developmeant cycle. panel

After outlining the aims, principles and procedures of the appraisal process, and providing a
week-by-week management plan for a 6- month development cycle, the Manual consists largely
of the 'Instruments for Developmental Appraisal’ for the following levels:

. Post Level One

. Head of Department

. Deputy Principal / Principal

. CS educators based outside ingtitutions

These “instruments' are the forms listed in the table above, with most pages of the document
devoted to the careful definition and description of the core criteria for each post level.
Although they are labelled ‘criteria, "definitions and “performance expectations, the core
criteria outlined in the Manual closely resemble the descriptions of roles and applied
competences in the COTEP Norms and Standar ds document.

The strengths and weaknesses of the EL RC appraisal document are closely linked to each other,
often forming opposite sides of the same coin. This is because, by attempting to combine the
functions of development and appraisal, the Manual inevitably inhabits the tension between
promoting professional accountability and undermining professional autonomy. The strengths
and weaknesses of the document are discussed in more detail below:

@ Strengths of the ELRC Manual for Developmental Appraisal
Promotes the democratic principle of accountability, as well as professional development

Internationally, accountability is one of the central requirements of democratic practice, and is
demanded in all spheres of public life: social, economic and political. Accordingly,

the introduction of accountability among educators, should be viewed as one of the key
contributions of the appraisal document. The aim of appraisal, as stated in the Manual, is



"to facilitate the personal and professional development of educators in order to improve
the quality of teaching practice and education management”. It has been argued that
appraisal is a form of evaluation which may serve two purposes. to make the teacher
accountable by measuring his’/her performance against certain requirements; and to
develop and improve curriculum (Kelly, 1989, p.186). From the stated aims and
rationale for its introduction, both of which emphasize professional development and
improved service delivery (of both the teaching practice and education management),
developmental appraisal is meant to serve both purposes.

Embraces all stakeholders, activey involves the appraisee and grants the "right of reply”

The structures and processes envisaged by the Manual have three major implications.
Firstly, the appraisal manual envisages a structure which, as stated earlier, essentially
consists of two bodies: the Staff Development Team (SDT) and the Appraisal Panels.
Although the composition of the two bodies is well defined, the actual process by which
the defined membership to the appraisal panel is constituted is not specified. However,
from its composition, it is evident that the appraisal panel embraces all stakeholders:
educator's peer, union, management, employer, and the community. Similarly, the
composition of, and process by which, the STD is constituted, points to a stakeholder
driven exercise. By embracing a stake holder-driven approach to appraisal, the appraisal
policy reinforces the principle of accountability among educators. The implicit message
is that the educator is not just accountable to her employer, but to other stakeholders in
the wider community and to the teaching profession itself. Secondly, by making the
educator an active participant rather than a passive subject of the appraisal process, and
by democratising the SDT membership, the potential tension of viewing appraisal as a
tool for external control of educators by the employer, is largely diffused. Thirdly, by
granting the appraisee the 'right of reply’, the appraisal process extends to the staff and
structures that support the appraisee. This may be seen particularly in the discussion
paper which concludes each appraisal cycle, where the educator is asked "lIs there
anything you need that could help you develop your skills?' and "Do you receive
sufficient support from your colleagues/ senior staff/ principal/ governing body/
department officials?'. Here the appraisee has a chance to state her needs and to point
out problems that might exist within the system rather than in her own practice, and to
suggest solutions to these problems.

The mgjor strength of the structure envisaged by the manual for developmental appraisal
may thus be seen as the attempt to develop accountability among educators, promote a
partnership approach to school practices and development, and do both without
seriously compromising the educator's democratic and professional rights. Overall, it
may be argued that the manual for developmental appraisal reinforces the democratic
dimensions advocated by other policy documents, by introducing an appraisal procedure
which is all inclusive: it involves the input of all gakeholders including learners, peers,
management and the community.



Accommodates contextual diversity by allowing for flexibility and choice

The manua and instruments for appraisal attempt to link the appraisal criteria to the key roles
of the educator (job description) in aflexible way by introducing three dimensions of appraisal
criteriaz core, optional and additional. While the core criteria are intended to apply to al
educational institutions, the optional criteria and additional criteria are to be decided by
individual appraisal panels. The optional criteria alow the educator to choose which of the
core criteria do not necessarily apply to her current appraisal cycle (although an explanation for
these choices to the appraisal panel is required). The additiona criteria require the educator to
identify her own priorities for each cycle which may not be listed among the core criteria
Furthermore, the prioritisation form requires the appraisee to prioritise the core, optional and
additional criteria for each cycle - the appraisee is asked to identify which criteria are: a
priority for the current cycle; a priority identified for future cycles; or not a priority because the
educator's performance is in keeping with the expectation. These provisions infuse the element
of flexibility and choice in the appraisal criteria, and more importantly, allow some degree of
autonomy for appraisal panels. Indeed, herein lies the conceptual strength of the envisaged
developmental appraisal: a realization and accommodation of the contextual diversities of
educational institutions within which it will be implemented.

Clearly defines the appraisal criteria

(b)

A maor dstrength of the instruments for appraisal is the comprehensive definition and
operationalisation of all terms and concepts used in appraisal. Thus, unlike the COTEP Norms
and Standards for Educators, the ELRC appraisal policy document operationalises important
concepts and therefore reduces the chance of subjective interpretations. However, there is a
striking similarity between the two policy documents as what is stated as appraisal criteria in
the instruments for appraisal refers to educator roles, while what is stated as expectations refers
to competences.

Weaknesses of the ELRC Manual for Developmental Appraisal

If used unskilfully, could compromise professional autonomy

We have commended the Manual for attempting to link professional development with
professional accountability. However, if the experiences of other countries such as Britain is
anything to go by, there is bound to be a mismatch between the intentions of developmental
appraisa and the way teachers will come to view it in practice. One of the possible tensions
will arise from the fact that as stated, appraisal will not only be meant to promote professional
development and quality service delivery, but also to "recognise the work of dedicated
educators" (emphasis ours) and be used as "a tool for performance management”. All appraisal
forms are to be kept on file and the Manual states that "such documentation could serve as part

of the CV, for future promotions / career pathing”. It is



clear, though never explicitly stated. that if these documents may be used to gain
information about the educator for purposes of "recognition” and promotion, then by
implication they may be used for purposes of demotion and dismissal as well. Unless a
clear balance is maintained between the use of appraisal for the educators professional
development and its use for fulfilling requirements of accountability and record-
keeping, appraisal may eventually come to be seen as a strategy for ensuring
compliance to external requirements, and therefore undermining professionalism which
other policy documents seek to promote. This points to a need for conceptual clarity,
where developmental appraisal is embraced primarily as a mechanism for the
professional development of the educator, rather than a tool for his’her control by the
employer.

Relies heavily on the assumption that educators possess a high degree of reflexive
competence

There is one magor assumption which the Appraisal Manual makes, that might prove
problematic in practice. The appraisal structure and process demand that certain roles
be played by the educator, for which possession of certain competences is assumed.
The educator, for instance, is expected to: undertake self analysis and introspection of
his’her performance, learner questionnaire results, as well as school development
plans, identify and prioritize his’her professional development needs, formulate
objectives; select and execute activities within time frames; and reflexively interpret
and analyse the extent to which their performance met the objectives in serving the
needs of clients with a view to rethinking on-going practice. Clearly, this points o the
role of the educator as a researcher, scholar and lifelong leamer, and to a lesser extent a
manager. A successful implementation of the developmental appraisal policies will

therefore be largely dependent on the educator's (as well as other members of the SDTs
and appraisal panels) possession of the reflexive competences underlying the appraisal

procedures. An obvious point is that the very process of appraisal will develop these
reflexive competences among educators (and the policy is to be commended for this),
but the acquisition of such competences will be shaky at first and gradual. This points
to the need for all educators to be trained in developmental appraisal before its
implementation.

Does not explicitly evaluate the educator's role in promoting the democratic/ human rights
values described by the other documents

A notable weakness of the Manual for Developmental Appraisal is the conspicuous
omission of the democratic and human rights dimension in the proposed appraisal
criteriac a move that is likely to defeat the very democratic practices that most of the
policy documents reviewed in this report seek to promote. It is important to bear in
mind that while all of the documents under analysis serve both symbolic and regulatory
functions, the Appraisal Manual carries the most clout in terms of its regulatory
function because teachers will be actively using the instruments in the Manual to
support and monitor their professional development, while the other documents will
probably sit on a shelf in the principal's office and remain unseen. It is a common
argument that assessment and



evaluation processes often dictate the terms of alearning programme (matric exams being the
most obvious example). If the terms of professional development for educators include the
promotion of a culture of human rights, as shown in the other documents, then, if it isto be
taken serioudly, this role should be evaluated in any appraisal process.

224 National Department of Education Duties and Responsibilities of Educators

The 1997 Education Laws Amendment Act introduced an amendment to the 1996 National
Education Policy Act which in effect gave power to the Minister of Education to determine job
descriptions for educators at various levels. This was effected by changing one word in the Act
from “qualifications to ‘requirements which includes both qualifications and job descriptions.
This power vested in the minister comes ultimately from the Labour Relations Act which gives all
employers the right to set job descriptions. The Duties and Responsibilities document was
therefore devised to provide job descriptions for different post levels against which educators can
be legally appointed, promoted and appraised by the Department of Education.

The preamble to the document outlines the changing role of the educator with the new curriculum,
stressing the 'shift from control to leadership'.

For each post level the document lists duties and responsibilities of educators under the heading of
particular roles. For Post Level One, there is a list of 23 responsibilities under the headings: *
teaching

. extra- and co-curricular
. administrative
. interaction with stakeholders

For each post level, the list of responsibilities is followed by the heading "Communication' and a
list of responsibilities related to co-operation and collaboration within the school, contact with
parents, professiona development and public relations.

@ Strengths of the Duties and Responsibilities document
Assumes an under standing of the roles and competences outlined in the other documents

Generaly, the duties and responsibilities outlined in this document incorporate all the six
roles of the educator as identified and discussed in the COTEP document, but without the
rhetorical flourish of the COTEP, SACE and ELRC documents. The Duties and
Responsibilities document is dry and technical in comparison, listing the day-to-day activities
of educators, with brief alusions to the principles of learner-centred, outcomes-based
education. The roles and competences outlined in the other three documents are loosely
implied in this document, but not explicitly stated.



Encourages accountability to some extent

This document, like the developmental appraisal document, further reinforces the emerging
culture of, and demard for, educator accountability. While acknowledging that the professional
commitment of the educator and the nature of work serve to ensure that he/she works more
than the requisite hours of the public service, it is none the less demanded that the educator
(like a civil servant) must be able to account for a minimum of 1800 actual working hours per
annum. Although the accounting procedure is not specified, it appears that it would be closaly
linked to the scheduled teaching time as reflected on the school timetable. So the policy
document rightly demands educator accountability, but wrongly assumes that this can be tied
to prescribed working or actual teacher-learner contact hours per week/year.

(b) Weaknesses of the Duties and Responsibilities document

Expects competences in educators which are unlikely to be attained in the few hours allocated to
professional development

Most of the roles, as has aready been discussed, will demand that the educator undergoes
continuous professional development. However, if implemented, the proposed policy on duties
and responsibilities of educators could hamper rather than promote professional devel opment
amongst educators. This is reflected by the clause which stipulates that "all educators may be
required by the employer to attend programmes for ongoing professional development for up
to a maximum of 80 hours (ten working days) per year", al of which must be outside the
formal school day. The prescribed work load of teachers, which keeps them occupied both
within and outside formal school hours, is therefore likely to impact negatively on efforts to
enhance their personal and professiona development.

Distinguishes too simplistically between big and small schools

The assumption that educators will work in different institutional contexts (small and big
schools) is right, but the proposal and justification that principals in smaller schools should
have a heavier teaching load than those in big schools is problematic. Although the definition
of big and small is not given, there is a need to re-think the organizational, managerial and
developmental constraints that principals of individual schools face, and decide workloads on
an individual basis. Elsewhere in this report, for instance, it has been shown and argued that
teachers in small schools (which may be under-resourced) play a wider variety of roles than
which may be expected of teachers in big schools, where there may be specialist counsellors,

sports coaches and administrative staff.



2.3 Trends and conver ging themes

In the foregoing analysis, we have identified a number of strengths and weaknesses in the four
policy documents under discussion. Here we summarise the collective strengths of the
documents, focusing in particular on the way in which they work together to create an holistic
regulatory and developmental system for educators.

The new policies mark a shift from the non-democratic educational practices of apartheid to a
new democratic system.

One of the most obvious trends in the policy documents is the shift from Christian National
Education and apartheid education to Curriculum 2005 and Outcomes Based Education.
Viewed together, the documents reflect a consistent ethos of education which not only
attempts to create and define a new approach, but also to rectify and redress past educational
practices which are no longer seen as appropriate to education in a democratic South Africa.
A close reading of the documents reveals quite specific references to ineffective and
inappropriate teaching practices. In other words, the documents do not only outline what
educators should do, but also what they should no longer do.

In our view, the documents are underpinned by the principles, and employ the language and
concepts, of a libera model of education, emphasising liberal values (such as individua

potential, critical thinking, autonomy and democracy) along with the terms and values of
outcomes-based education.

There is general coherence and internal consistency within and amongst the documents; they
function together to provide an holistic view of the effective educator, using the concepts of roles
and competences.

The four documents analysed in this chapter function together to create an holistic regulatory and
developmental system. As such, they have certain concepts and asumptions in common, the
most important of which is the view of applied competences as encompassing knowledge, skills
and values. While the documents function together to address all three, in our view, each one

privileges a particular focus, asillustrated in the table below:

focus professional requirements requirements outlined by
knowledge academic reguirements COTEP Norms and Standards
skills occupational requirements DOE Duties and Responsibilities

ELRC Appraisal Manual

values ethical requirements SACE Code of Conduct




The three dimensions of applied competence are aso captured in the notion of practical,
foundational and reflexive competences. An educator in possession of al three kinds of
competence is a self-directed, well-informed and highly skilled professional with a strong sense
of ethics and accountability, who is constantly reflecting on and developing her practice.

The policies firmly uphold the principles enshrined in the Constitution, while in other matters
they provide a fair degreeof flexibility and sensitivity to contextual diversity

By employing the concepts of roles and competences rather than prescribing actual forms of
knowledge, performances and behaviours, the policy documents introduce a degree of
flexibility and alow educators to make choices appropriate to their own contexts. The COTEP
Norms and Standards document allows for flexibility at the level of ETD providers and
programmes, the ELRC Manual for Developmental Appraisal alows for flexibility at the level
of accountability and appraisal; and the NDOE Duties and Responsibilities document allows
for flexibility by defining educators daily duties and responsibilities in terms of the roles and
competences outlined in the other documents. The SACE Code of Conduct makes fewer
compromises and alows for less flexibility than the other documents, but this is perhaps
appropriate in that the Code commits educators to the principles of the Constitution which are
binding on every citizen.

The documents work together to promote teaching as a profession, and attempt to create a
balance between professional accountability and professional autonomy.
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Each document makes its own contribution to the development of a uniquely South African
view of teaching as a profession. Perhaps the most important aspect of professionalism is the
notion of accountability: teachers are accountable not only to the state as employer but also to
other stakeholders - learners, peers, management, unions and the community - within the legal
and ethical terms laid out by the Constitution. The inevitable tension between professiond
accountability and autonomy cannot be legislated away by policy, but has to be inhabited and
negotiated by educators themselves. In our view, the policy documents, and particularly the
ELRC Manual for Developmental Appraisal allow sufficient creative space for this kind of
negotiation by employing the terms of roles and competences, and by allowing teachers to
choose and prioritise the criteria of professional development in aflexible way.

Problems, inconsistencies and omissions

In this section we discuss the weaknesses we have identified that could expose the new policies to
difficulties in their implementation and reception.



The term 'educator’ employed by each of the documents is not inclusive of all educators, and
thereby under mines attempts to promote teaching as a profession.

We have aready noted the problem of the exclusivity of the term “educator' used in each of the
documents, and particularly in the SACE Code of Conduct. While the term is inclusive of all
levels of responsibility within the schooling system, it excludes educators in the nonCS
subfields in the Education, Training and Development field (Workplace Education, Early
Childhood Development, Higher Education and Training, Adult Basic Education and Training).
In our view, if education is to be regarded as a profession, then the terms and requirements of
professionalism should extend to all educators and not just to those who happen to be legally
employed by the state. According to Parker (1998), there is an intention to address this problem
by de-linking SACE membership from the Educator's Employment Act or by amending this
Act, and non-CS educators are encouraged to join SACE.

The symbolic function of the policies is not always carried through by their regulatory and
procedural functions.

It is possible to view some aspects of the policy documents as being idealised wish lists,
serving a purely symbolic function which is not carried through by means of regulatory ard
procedura policy. To some extent this is inevitable as policy will always point towards ideals
which can only be attempted in implementation. But there are instances where the practicalities
of the structures and processes advocated by the policies could meet the stated aims more
effectively. An important example is that in the COTEP Norms and Standards and the SACE
Code of Conduct, there is a strong emphasis on the educator's acknowledgement, upholding and
promotion of human rights. However, the ELRC Appraisal Manual and the NDOE Duties and
Responsibilities, which carry more clout in terms of their regulatory and procedural functions,
largely fail to incorporate the human rights dimension in their job descriptions and appraisal
criteria. There is a danger, then, that the vision of effective educators created by the new
policies will remain ssimply avision.

The competences described do not always oper ationalise the roles to which they are connected.

The assumption that the competences outlined by the documents operationalise the roles to
which they are connected requires closer examination. We have argued that there is a generd
consistency amongst the documents in their definitions of roles and competences, but we have
also noted some fuzzy areas where competences are not clearly linked to particular roles. For
example, the roles and competences related to leadership, management and administration are
confused. The NDOE Duties and Responsibilities document stresses in its introduction the
importance of the "shift from control to leadership” yet only in the ELRC Appraisal Manual
documents are leadership and management clearly defined in terms of criteria and performance

expectations, while the



role of administrator is not clearly defined at all. In the COTEP document none of these
categories are clearly defined. Given the importance of leadership qualities in the new
education dispensation which relies on self-directed educators and learners, this is a serious
omission. We have praised the documents for allowing a degree of flexibility in the
application and choice of criteria for professional development and accountability. but we do
not think this flexibility should extend to the definition of particular roles and competences,
otherwise they become meaningless.

Values are sometimes assumed to be universal and uncontested.

We have criticised the SACE Code of Conduct for assuming that the professional values it
upholds are appropriate to all contexts, and to varying degrees each of the other documentsis
also open to this criticism. Again, thisis an inevitable trap for policy to fall into, particularly
when attempting to define professional ethics in terms of a national Constitution which itself,
in the interests of nation-building, tends to emphasise commonality rather than difference.
However, if disciplinary measures may be taken against a teacher for failing to uphold values
which are not subscribed to in the school or community in which he works, this could lead to
serious problems.

There is a tension between the regulatory and devel opment functions of the policies.

We have perceived a tension between the regulatory and development functions of the
documents. In many cases, competences are required which we know many educators do not
have. We have commended the documents, and particularly the COTEP document, for taking
a broad, holistic view of the educator, one which is helpful for the developmental function of
the new policies. But when the regulatory/ accountability / appraisal function is being served,
this holistic view might be impossible for educators to live up to- its very breadth creates a list
of competences and categories so comprehensive that one single educator will not be able to
match up to all of them, and some contexts may not demand all of these competences either
(as is recognised in ELRC Appraisal Manual). It needs to be acknowledged that some
competences will need to be acquired by teachers before they can be required by policy, and
unless the new policies are implemented in a flexible way and supported by effective training
and development programmes, they might be seen by educators as prescriptive, unreasonably

demanding and punitive, rather than supportive and devel opmental .



2.5 Conclusion

This analysis of the roles and competences of educators outlined by policy reveals that,
despite a few inconsistencies, there is a common and consistent vision of education in
general and teachers' roles in particular. The language of roles and competences combined
with the principles of liberal, democratic education within a culture of human rights is shared
by all four documents. The question remains, however, whether these roles and competences

reflect and are relevant to the daily experience of educators and it is the aim of this research
project to address this question.



Chapter 3
School and teacher profiles

The purpose of this section is to give a broad overview of the context of each of the six schools
which were involved in the research process. This is felt to be important as one of the key
questions is how policy will play itself out in the very different school contexts which exist in
South Africa

All the schools are co-educational, and all (except Arum, which has a boarding establishment) are
day schooals.

31 Aster secondary school

Number of learners: 1171 learners

Number of educators: 32 educators

Matric pass rate 1997-75% 1996-88% 1995-100%
Environment

The school is located approximately 20 kilometres from the city centre. The surrounding areas are
fairly poor, with the mgority of houses being wattle-and-daub. The road to the school has
recently been tarred as part of an RDP project.

Resources

There is a secretary with a type writer, as well as a Gestetner machine. A video, television and
photocopier is kept in the strong room. Apparently students pay 15c per copy if their teacher
copies notes. The office has heavy anti burglar grills on the doors and windows. The Principal has
a very large office with a phone extension. Lots of trophies are displayed on the top of
bookshelves and cabinets. The staff room is quite small and cannot accommodate al the staff.
The male teachers use an office as their staff room.

There are sufficient classrooms with sufficient desks in each. The largest class observed was a
Grade 10 class with 53 learners. The Matric classes have an average of 30 students. Many
classrooms have broken windows. There are not enough textbooks and learners share these or buy
their own. There is a fairly well stocked library, but it is not clear how often it is used. There is
electricity and piped water. The water is apparently erratic and the female students use pit
latrines. The staff have flush toilets which are locked. The sports fields are being renovated -
currently there are no real soccer or netball fields.



Ethos of the schoal

Late coming seemed to be the norm for both students and teachers. One morning, the teacher/ co-
researcher gave each latecomer a stroke on the hand - and there must have been about 150 who
came in after 8am. As did six teachers. Apparently most of the latecomers are those students who
live within the vicinity of the school, while those who travel by taxi or bus are punctua. At the
assembly we attended at 7.50am, only six teachers were present, and possibly half the learners .
The Principal was never present at 8am. There are a number of students wandering around the
school at any time - buying things from the tuckshop, going to the shop for a teacher, etc. The
environment is noisy due to the teachers and learners walking around during classtime.

Learners did not seem to have a great deal of respect for teachers or vice versa. Corpora
punishment was administered fairly freely. According to the Principal, the community and
parents are happy with teachers using corpora punishment. However, one member of the School
Governing Body, who is also the security guard, felt that it was not the best way and that it was
important to try out other forms of discipline. He said learners do come to him to complain about
the use of corpora punishment. There does not appear to be much team spirit amongst the staff.
All the hour lessons observed were 50 minutes long, as they always started 10 minutes late.

Selection of educators

The Principal felt that it was very important for the staff to select the educators in a democratic
way. After the two field workers spoke to the whole staff about the project, there were a few
questions which indicated educators uncertainty: a sense that there was some deception
underlying the project as well as a suspicion that the school would be used without benefiting.
The field workers then left the staff room while staff decided who would be involved.

3.2 Marguerite secondary school

Number of learners; 780 learners

Number of educators: 29 staff (2 paid by governing body)

Matric pass rate: 1997-97%

1996-100%

1995-100%

Environment

The school is situated in a peri-urban area, 22 kms from the city centre. It is Situated a few
hundred metres off the main tar road, down a dirt road. The surrounding community is poor, and
has been affected by violence in the past. There are a number of burnt out houses.

Resources

The school has three classroom blocks which are fairly run down - broken windows and no doors.
There are enough desks for al of the students in emh classroom There is a new double storey
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room was built at the same time. This was burnt and is not being used. The Principal and deputy
share a small office, with the secretary typing in the adjoining stationery room. There are two
manual typewriters for making stencils of exam papers and a Gestetner machine for making
copies.

The staffroom is a small classroom with about 16 student desks. There is not enough space for
al the educators. Apparently the male educators stand outside during break.

There is no piped water, no eectricity and no phone. The school yard is mostly dust which turns
to mud in the rain. Apparently educators then leave their cars on the main road, put on gum
boots and walk to the school!

Ethos of the school

Order is on€'s first impression. There are no students milling about during lesson time. There is
a strict policy that no learner will leave the class without permission from an educator or
management. The school begins with assembly at 7.40 and field workers observed that the
majority of students and staff were there at that time. The vast mgjority of learners were in
classrooms at 8am when the educator walked in to teach. Late coming and absenteeism are
simply not tolerated by the Principal. A teacher said that educators know that they are here to
work - they are a "professional” staff. If a educator is absent, then this causes problems for
others, since higher class is left alone and the noise makes it difficult for the rest of the school.
The school has monthly tests for three days where students write exams on all their subjects.
There is a special examination team who organises these each month. According to the teacher,
these monthly exams are written in stringent exam conditions (no cheating allowed etc) and this
prepares students to write the final exams. The Superintendent of Education and Management
(SEM) said the reason for the high matric pass rate was "discipline and hard work". The
Principal has been at the school since 1979 and refuses to take a post as an Inspector.

Community

Apparently learners come from a number of neighbouring townships covering a wide
geographical area because the school has a strong reputation for producing good results. There
is a strong parent participation with an active School Governing Body. A few weeks previously
parents had met to discuss the retrenchment of two educators. They wanted to keep the
educators on and agreed to increase school fees from R35 to R100 per annum so that the 2
educators could be paid to remain on staff (although the principal says that what they will be
paid is hardly a "sdlary"). The SGB also voted to maintain the policy of corpora punishment
despite the departmental policy.

Sdlection of educators

The Principal said that he would choose the educators and tell them that they had been selected
as representatives of the school in this research project. There should be no sense that they were

the most effective educators in the school, and that others were less effective. A staff committee



(whether selected or nominated was difficult to establish) nominated a group of educators to
participate in the research. The Principal and his Deputy selected the two educators whom we
worked with from this group. The Principal frequently emphasised that all his educators were good
educators.

3.3  Dahlia high school Number of learners: 849

Number of educators: 23

Matric pass rate: 1995-83%

1996-60%

1997 - still awaiting final results due to exam irregularities

Environment

Located in arural area, 90 kilometres from the Pietermaritzburg city centre. Resources

The school has few resources - electricity in some offices only; outdoor tap; no telephone; one
photocopy machine donated by Sappi; big sports field with no grass; pleasant staff room;
classrooms have chalkboards, enough desks and chairs, good ventilation, but a bit small for student
numbers; there is a serious shortage of textbooks - many students share and spend much time
copying from books.

Ethos

The school has a good atmosphere; people seem to treat each other with genuine respect and
friendliness; students are relaxed with educators and authority structures seem to be easily accepted.
According to a teacher, the surrounding community is quite traditional and conservative, with
parents insisting on strong discipline, aformal dress code and corporal punishment in the school. A
field worker noted "I got the sense of a “fit' between the ethos of the home and the schoal, in that
educators and pupils seem to share similar values and to be comfortable with their roles and
relationships. One of the days we spent at the school was Casual Day - the students dressed in
civvies (most of them quite neat and formal- the boys in collars and ties) and the educators wore
school uniforms. Later in the day the students put on atalent show attended by parents and children
from the primary school. There was a general sense of community involvement and a festive
atmosphere.”

M anagement

A top-down approach with clear structures of authority. People speak about "the office” as the
centre of decision-making and authority. There is a governing body and the parents seem to have a
significant say (e.g. it is only recently, after alot of negotiation, that parents have agreed to permit
women educators to wear trousers). At the request of parents, corporal punishment is practised but
there are strict policies and procedures regarding the use of the stick (e.g. only to be



carried out by the office; maximum of three lashes; everything recorded and students know
exactly which kind of offences are punishable).

Educator selection

it appeared that educators had been selected by the Principal because many educators were
curious about the field workers' presence.

3.4 Arum High School

Number of learners. Approx. 1000 learners
Number of educators: 40 educators

Matric pass rate: 1995-94%
1996-96% 1997-99%

Environment

The school is located in the suburbs of Pietermaritzburg, about 3 kms from the city centre.
Resour ces

The school is well resourced with a big library and media centre which has 12 computers for
learners to use, as well as video and televisions. The grounds are big and well-cared for. There
is a big administration block, with a receptionist and secretaries. The staff room is large with
comfortable chairs. There is a photocopier and a Gestetner machine for large numbers of
copies. Ethos

The whole staff meets at 7.45 for notices and announcements every day. These are very
informal, democratic affairs where anyone who has anything to say ssmply puts a hand up and
says it. Field workers were automatically considered a part of these meetings (as were students
doing practice teaching) as sensitive and newsworthy stuff is sometimes thrown up which
anyone hostile to Arum could easily exploit. But through sitting in on these meetings, the ethos
and efforts of the school became apparent. There were announcements for example, about
Theatre, soccer teams travelling to another school, the Internet Club, leadership programmes
and a parents evening indicating that a lot happens outside of the classroom context.

The principa was only appointed earlier this year and o, in his own words, 'is still finding his
way' - S0 'management styles were not easily identified. He does however, have a quiet and
unassuming manner and people seemed comfortable and relaxed when talking to him.

Arum has a large proportion of English second language learners, and educators articulate the
‘problens’ associated with this situation. Importantly, these remain predominantly linguistic
problems and rarely overflow into racia issues - something noted by the principa as well.
Although there were often tensions between individual or groups of learners during lessons,
and



across racial barriers, it was exclusively ‘adolescent’ (in the time the researcher was there) and
usualy in reaction to the Big Mouth, the Casanova, the Clown etc!

Educator selection

It seemed that the principal had made the decisions about which educators would be involved,
and that the staff had been informed of what we'd be doing, but not in any great detail. One
said, "Now tell me, what exactly are you doing here?' which suggests that the project had not
been profiled in any significant way. The field workers' visit coincided with student practice
teaching, so two more 'people from the university' didn't make much difference! The educators
selected were quite happy to be part of the process and were very easy about making time for us
to do al we had to.

3.5 Ericasecondary school
3.6 Number of learners: 1400
Number of educators: 48

Matric pass rate: 1995-91%
1996-93%

1997-95%

Environment

The school is situated on the far east boundary of Erica and there is an informal settlement
beyond it. The school is located about 10 kilometres from the city centre.

Resources

The buildings are relatively new and in a good state of repair. Classrooms are large and offer
plenty of room for the learners. Staff and administration accommodation appear to be adequate.
There appears to be only one sports field. There is a library and photocopying facilities. The
school has a secretary.

Ethos

Learners come from very diverse backgrounds including the wealthy and the informal
settlement, The majority of learners are now Zulu speaking, while most of the educators are
Afrikaans or English speaking. This has brought about a communications problem athough this
was not evident with the teacher-researcher as she is fluent in English, Afrikaans, Xhosa and
Zulu! Indications are that this is a busy school with a well defined sense of purpose. The
management style appears to be democratic and there was evidence of consultation taking place
at al levels.

Selection of educator

At an open staff meeting the Principal explained the project and the help that would be required
from the staff. After dealing with questions he then called for volunteers stressing that a
willingness to participate was vital. One teacher volunteered and proved to be of great

assistance.



3.6 Salvia secondary school Number of learners. 1000+
Number of educators: 34

Matric pass rate: 1995 -95%

1996-83%

1997-87%

Environment

The school is located in busy area. Thisis a noisy place due to traffic to and from the main
commercial city centre and the indwstrial area in Pietermaritzburg. It is a small school
building (originally meant for 700 pupils).

Resources

The school is enclosed in a wire fence. The genera appearance of the school is that it is old
but well maintained though some furniture needs replacement rather than repair.

Ethos

An ordered school. Educators went to the allocated classrooms for the their Grades and took
attendance registration. Registration itself was done every day by Grade Educators. During
registration, the educator also collected school fees, checked on proper school attire and
attended to general house-keeping matters. The register is then taken to the administration
office before the educator goes to start his own class. All pupils study academic and trades
subjects until grade 9 when they choose the academic or trades training route.

The principal had just been appointed to the school. The management style appeared
democratic. The principal seems to have an opentdoor policy and combines formality and
informality in dealings with staff. He is a hands-on kind of manager having been a technical
subject educator himself.

Selection of educators

The educator who participated was chosen by al the staff using criteria given to the principal
by the PEI research team. The principal nominated the educator who was then approved by
the staff. As it was atechnical school, the main factor was that he had to be a technical rather

than an academic subject educator.



3.7 Teacher profiles

The table below shows the range of teachers who participated in the research.

Teacher profiles

Qualification Experience 1 Gender
1 Secondary Teachers Diploma 10 years M
2 B. Paed. 9years M
3 Secondary Teachers Diploma 8 years M
4 B.Soc.Science 5 years F
5 B.a., HDE 4 years M
6 B. Tech. B years M
7 B.Sc., HDE 10 years F
8 BA. 10 years F
9 B.Sc., HDE, B. Ed. 14 years M
10 | Technical Teachers' Diploma 8 years M

The range of subjects were: Business Economics, History (x3), Biology, Physical Science (x3),
English and Trades Training (Metalwork, Motor Mechanics and Woodwork).

3.8 Scenesfrom thefield

The following photographs of the schools which participated in this research show the variety
of contexts in which teachers work. We were struck by the obvious differences in resources,
but aso by the different kinds of atmospheres in schools, which we tried to capture in these
pictures.



Chapter 4
Analysis of the " fit" between policy and practice
4.1 Introduction

In this section, we attempt to map practice (as captured in Appendix J) onto policy (as
presented in Chapter Two). In particular, we provide a systematic analysis of the six roles and
make certain interpretations of the findings regarding the experiences and practice of the ten
effective teachers, examine and explain the degree of fit between policy and practice, and
identify some major themes that emerge from the foregoing analysis. Throughout this section,
there is a deliberate attempt to focus the discussions on educator roles, competences and
effectiveness, which indeed constitute the central theme of the entire study.

4.2 Educator roles and competences. Analysis of practice

As already indicated in chapter one, this study sought to examine and explain the degree of
"fit" between policy (what effective teachers should be doing), and practice (what effective
teachers are actually doing). .Accordingly. ten effective teachers from six effective schools
were identified, observed and interviewed. The observations and interviews focussed on six
key roles and their underlying competences as largely derived from the Norms and Standards
for Educators, which every post level one teacher is expected to play or practise. A
systematic analysis and interpretation of the data generated for each of the six roles is
provided below.

4.2.1 The teacher'sroleasMediator of Learning

The teacher's role as a Mediator of Learning comprised eleven competences. As shown in
Appendix J, all teachers demonstrated:

» asound knowledge of subject content;

« thorough preparation for their lessons; and

» appropriate use of the language of instruction (or other official languages) to
communicate key concepts.

Morever, it was evident that 9 out of 10 teachers

* employed appropriate learning/teaching strategies and resources to achieve desired
learner outcomes;

 managed different kinds of classroom learning (individualised, small group and whole
class teaching); and

» actively involved the learners through a creation of a democratic but disciplined
atmosphere.

However, competences that were less frequently observed or captured through interviews
were:

. encouraging the development of life-skills among learners (in particular creative and
critical thinking);



e giving frequent and constructive feedback to learners;
* the use of various assessment instruments for formative and summative assessments; and
» therecognition and utilisation of learners' own experiences as a fundamental resource.

Although it is clear that the majority of teachers possessed and utilised al of the
competences required by policy for the role of Mediator of Learning, this clarity is not
without certain qualifiers. It is evident, for instance. that teachers tend to equate subject
familiarity with thorough or effective preparation. It is assumed that having several years of
teaching experience meant that no serious preparation was necessary. This was captured
among some teachers especially through interviews. One can discern that in such a scenario,
teachers will tend to lay emphasis on transmission of content, with little regard to the
individual needs of learners. It is not surprising therefore that the educators' sensitivity to the
diverse needs of learners, as well as the consideration and utilisation of the learners' own
experiences as a fundamental and valuable resource, were among the least frequently
observed competences among teachers. Further, except for one teacher, all others used tests,
examinations and/or projects for summative assessment: to gauge learners ability rather than
serve diagnostic purposes with a view to improving practice. Equally, some teachers, when
observed, never demonstrated any sensitivity to the diverse needs of learners or any attempts
to address those needs, but the same teachers. when interviewed, showed a remarkable
understanding of the diversity of learners needs and the possible ways of dealing with them.
This points to a distinct lack of balance within the three dimensional concept of competence
(practical, foundational and reflexive) advocated by the Norms and Standards document..
Teachers might know what to do but, for whatever reasons, do not follow through with
practice.

4.2.2 Theteacher's Pastoral Role

Out of the nine competences listed under the Pastoral Role, only one of them was evident
among all teachers. involvement in extra-school programmes such as sports, cultural and
artistic activities.

Communication with parents to discuss the well-being, conduct and progress of their
children was the least observed competence: only six of the ten teachers practised it. But
even among those who did, it appears that routine parental involvement seems to be linked to
student behavioural/disciplinary problems rather than the academic progress of the learners.
Some teachers, especially from rural school settings, argued that parental involvement was
not feasible where the parent body was characterised by widespread illiteracy and a general
belief that once a child was at school, the teachers had the capacity, and were therefore
entrusted with the responsibility of overseeing all the developmental aspects of the learner.

As already shown in Appendix J, it is evident that at least 8 out of the 10 teachers:

* endeavoured to promote gender equality;

» showed an understanding of the educational problems in their school/community context
(such as violence, drug abuse, poverty, unemployment and teenage pregnancy);

e took reasonable steps to ensure the safety of learners; and



. made attempts to promote certain values consistent with the Bill of Human Rights
as well as demonstrating some respect for the constitutional rights of learners.

However, a closer scrutiny of some specific observations captured from the researchers
comments, as well as direct quotations of some teachers views. reveal both the practical
complexities and contradictions inherent in policy expectations of the teachers Pastoral
Role. Some illustrative cases are given below.

On promotion of gender equality some teachers comment:

"I try to give equal participation to both boys and girls in answering questions in class, policy
may demand so. But as an individual, | believe gender equality is untenable." "How do you
promote gender equality when the community in which the school is located, and the homes
from which learners come, not only practise gender inequality, but insist that the school and
therefore the teachers must propagate the same? Do 1, as a teacher, do what my employer tells
me or what the community where | live and work demands?"

Further, one teacher, being a member and an elected official of a teacher union. seemed
very knowledgeable about, and sensitive to the human rights of both learners and other
educators. But when asked by a researcher whether he personally believed in gender
equality he retorted:

"Never ever! Asaman, | believe | am and will always be superior to a woman. Our culture is
consistent with this view. For instance, many people ask me why | am not married. | tell them
that | will not marry until | get the next degree. | want to marry a woman who is a university
graduate. But she must be having lower qualifications than mine. That is why | am working
very hard to get my higher degree, then | will marry".

Clearly, although this is a teacher who is evidently involved in lifelong learning, it is not
because of commitment to professional ideals of professional development as espoused by
policy, but rather a commitment to individual values and beliefs, which are in fact opposed
to those of policy.

Equally striking was the apparent loose coupling between policy expectations and teacher
perceptions about the role of teachers in facilitating the development among learners of a
set of values consistent with the Bill of Human Rights, and assisting in overseeing learner
counselling and career guidance. On the one hand, when one teacher was asked whether he
knew what the Bill of Rights was, he answered in the affirmative. However, when asked to
state any of the values upheld by the Bill of Rights, which he as a teacher would strive to
develop among learners, he said "learners should know important formulae in ... [subject]
and use them correctly in solving problems. They should aso be able to perform
experiments, for example using... [apparatus]”. On the other hand, another teacher, clearly

familiar with the Bill of Rights observed:



. making appropriate use of numeracy, technology, computer skills and media literacy;

. keeping of complete and comprehensive student academic records; and

. performance of other administrative duties such as fee collection, time-tabling, control
of stock and equipment.

As shown in the data (Appendix J), the planning and co-ordination of team teaching was only
noted among 4 of the 10 teachers. The four teachers were either departmental subject co-
ordinators within their schools. or chair of regional team teaching/examinations committees
established recently. Where practised, integrated and team teaching approaches took various
forms and were necessitated by certain conditions. The two common forms of integration and
team teaching approaches were:

() Subject-based sharing of workload. This involved subject teachers within a given
school, teaching certain topics rather than the entire course within or across grades.
Usually the choice of topics taught is based on individual preferences and perceived
competences. This is reflected in the remarks of one teacher who said "we share
workload according to who is competent in which area’. Clearly, the process of topic
selection or alocation is based on the principles of participatory decision making and
therefore underscores the democratic ideals stipulated in the South African
constitution;

(i) Inter-school sharing of resources. This was noted in one of the rural schools. which was
relatively under-resourced. The sharing does not just take the form of material
resources but educator expertise as well. This involves team setting, moderation and
marking of examinations. organization of seminars and workshops for educators and
students, as well as the "visiting educator sessions’ where a teacher from one school
goes to give lessons on special topics to learners in another school. There was evidence
of exchanging material resources such as laboratory equipment and chemicals. As one
researcher remarked, "This was the strongest aspect of the educator. Although no team
teaching in his school. he chairs a committee of science educators in the 