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NOTE TO THE READER

If you are working with the hyperlinked versiontbfs report, you can left-click at various points
where you see a highlighted reference, for exan@ihapter Oneor the general findingsin
Chapter Six. This will take you either to a pointhin this document, or it will open another
project document such as one of the case studiesXadmpleCase ).

Wherever the hyperlink takes you, you can retustaintly to where you were reading by left-
clicking the ‘back’ arrow on your web toolbar.

If your toolbar is not visible, select ‘View’ folleed by ‘Toolbars’, and tick the ‘Web’ bar. If you
don’t want this facility permanently on your screespeat this operation and deselect the ‘Web’
bar.

In order to use this facility, all of the relevdiles must be saved in the same folder (directory)
without changing the filenames. If you have recdittee CD-ROM version, they may be simply
kept on the CD. Please make sure that you alwags thps file (‘Final Report’) first.

This facility is especially useful if you would Bkto get an overview of the whole project,
including the case studies, or if you would likegkip’ from the overarching findings of Chapter
Nine back to the relevant findings of Chapters @i Eight, to get a more complete sense of how
the Chapter Nine recommendations were derived. #¢ &nd of each Chapter Nine
recommendation this facility is offered.

I hope you find this report, and its electronicsien, useful.

Paul Musker
April 1999

pmusker@pop.onwe.co.za
Paul Musker and Associates
4 Cunene Road
Emmarentia

2195 South Africa
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PREFACE

The Educator Development and Support (EDS) Prageatproject of the Teacher Development
Centre of the Department of Education, managecbylbint Education Trust (JET) and funded
by DANIDA. The Project was carried out between Nober 1998 and April 1999 by the EDS
Project Consortium, which comprised:

the Centre for Education Policy Development;

EduSource (Education Foundation);

Paul Musker and Associates;

the South African Institute for Distance Education;

the University of Fort Hare Education Policy Unit;

the University of Natal (Pietermaritzburg) Departrhef Education; and
the University of the Witwatersrand Education Pplinit.

O0oO0000D

The Consortium was managed Pgul Musker and Associates

The purpose of the project was to contribute to Ei¥S standards-generating process in the
Schooling subfield of the Education, Training aneBlopment field. Through ten case studies of
EDS programmes, of which this is one, we have tteedecord current understandings of and
practices in EDS, to examine these in the lighthefrecommendations offered in therms and
Standards for Educatoreeport and other key policy initiatives, and todarstand through the
research activity:

o how the EDS standards-generating process can thefuteveloped;

o how, in general rather than programme-specific setime design of EDS programmes can be
improved; and

o how theNorms and Standards for Educataeport (Department of Education, 1998) can be
refined and further elaborated.

The ten case studies were:

Case 1.dac  The Further Diploma in Education (Educational ldgement) Programme of the
University of Pretoria and Success College;

Case 2.dac  The Imbewu Project;

Case 3.dac  The Higher Diploma in Education of the Univeysif Cape Town;

Case 4.dac  The Higher Diploma in Education (Junior Primaof)the South African College
for Teacher Education;

Case 5.dac  The Further Diploma in Education (Development, ndigement and
Administration) of the University of the Witwateasrd,;

Case 6.dac  The Primary Science Programme;

Case 7.dac  The Mathematics, Science and Technology Edut&imlege;

Case 8.dac  The University of Fort Hare Distance Educationjéct;

Case 9.dac The Bachelor of Education Programme of the Ursigr of Natal in
Pietermaritzburg; and

Case 10.dac The Assessment, Education and Training Unithef independent Examinations
Board.

In this Final Report of the EDS Project, these csisglies are analysed, and overall project
findings and recommendations are presented.



EXECUTIVE SUMMARY

The Educator Development and Support (EDS) Projectnmissioned by the Teacher
Development Centre of the Department of Educatimh managed by the Joint Education Trust
and funded by DANIDA, was carried out between Nokem1998 and April 1999 by a research
consortium comprising seven organisations. The geepof the research was to improve our
understanding of:

o how the EDS standards-generating process can lledudeveloped;

o how, in general rather than programme-specific tgrhme design of EDS programmes can
be improved; and

o how the Norms and Standards for Educators repantlmarefined and further elaborated.

After two pilot studies which served to refine thesearch instruments, ten diverse and
purposively sampled case studies of EDS prograngaes a rich description of a broad spread
of EDS practices in South Africa, in qualificatiblearing and non-qualification programmes, as
well as in different types of institutional settjngcluding consortia and partnerships.

TheNorms and Standards for EducatqMSE) report (Department of Education, 1998) waa in
sense the central ‘case study’, since the conveggbatween the proposals of the NSE report and
on-the-ground realities became more an object mftisy than the programmes themselves. The
programmes were not evaluated, and therefore nigestove information has been gathered and
and analysed about the policy process than abauisthite of EDS provision. Nevertheless,
important lessons have been learned about EDSiggadh terms of educator competences and
roles, the assessment of applied competence, thelogenent of specialist educators, the
integration of theory and practice, relationshipsnween providers and schools, professionalism,
programme design and quality assurance — the kdyrs which underpin the NSE report. The
overarching findings and recommendatiomsich are presented in Chapter Nine, however, are
related to challenges of policy and implementatidrich are, at least partially, within the scope
of the Department of Education to address.

Chapter Onayives a brief background to the Projectdhapter Twothe research methodology
is describedChapter Threesets out the key conceptual issues which formedbtsis for the
design of research instruments. [Aerature Reviewis attached as a separate document.) In
Chapter Foyrsummaries are presented of each of the ten EB@ammes which constituted the
case studiehapter Fivepresents the cross-case analysis of convergeribettvei NSE report;
Chapter Sixpresents forty-five specific findings and fifteganeral findings emanating from the
convergence analysi€hapter Sevempresents the cross-case analysis of critiqueshi@fNSE
report; Chapter Eighpresents twenty-five findings based on this ansly&nally, Chapter Nine
presents eighteeaverarching findings and recommendatiomkich are closely based on the
findings of Chapters Six and Eight. FinalAnapnexure Acontains the research sampgnexure

B contains the research instruments.




CHAPTER ONE
| NTRODUCTION AND PROJECT PURPOSE

This research report presents the cross-case @nallyten case studies (see Annexure A) of
South African Educator Development and Support (Ep®grammes, together with overall
project findings and recommendations.

The EDS Project was commissioned by the Teacheeldpment Centre of the Department of
Education to a project consortium comprising sewestitutions and organisations (see Preface)
and led by Paul Musker and Associates. The Preyastmanaged by the Joint Education Trust,
and funded by DANIDA.

The rationale for the Project resides in the curplicy context in which EDS programmes
operate in South Africa. Various policy processas lsulminated by 1998 in key documents
affecting educator development, either directlyimdirectly, in historically significant ways.
These are:

o theNorms and Standards for Educatoeport;

o theDuties and Responsibilities of Educataggreement;

o theCode of Conduatf the South African Council of Educators; and

o theDevelopmental Appraisal Manual

The first of these documents most obviously aneadly impinges on the work of educator
development providers, whether they deliver preineservice programmes. Taken as a whole,
however, the four documents constitute an arraysyhbolic, procedural and regulatory
instruments which are intended to transform EDS®tme, and more generally to contribute to a
process of education transformation based on gqeityess and justice.

The concern of the Department of Education wassiter@ain the convergence between this
policy thrust, in particular the proposals of tRerms and Standards for Educataegport, and
current realities of EDS provision. This ‘convergehanalysis was intended to be balanced and
bidirectional, in the sense that the feasibilitytoé policy proposals was as much an object of
scrutiny as the EDS programmes selected as cadestlt was not, therefore, the intention of
the Project to ascertain the extent to which tHecsed programmes ‘matched up’ to proposed
requirements in th&lorms and Standards for Educatoeport. The project purpose, as defined
by the Department of Education in consultation viRéfference Group members, makes this clear:

The purpose of this project is ... not to evaluatdipaar programmes, but to contribute to the
EDS standard-generating process. No evaluativenjedds will be made with regard to any
particular programme in terms of its delivery stgpt or its impact. It is assumed that, formally| or
informally, EDS programme implementers are begigramrocess of reflection to establish their
understanding of and response to M@ms and Standards for Educataesport, and to adapgt
their programmes accordingly. The project is themefan attempt to record the current
understandings and practice of EDS, to examinesthrethe light of the recommendations offered
in the Norms and Standards for Educators report ather key policy initiatives, and tp
understand through the research activity:

o how the EDS standards-generating process can lledudeveloped;
o how, in general rather than programme-specific tgrithme design of EDS programmes ¢an

be improved; and
o how the Norms and Standards for Educators repantloarefined and further elaborated.




CHAPTER TWO
METHODOLOGY

BROAD RESEARCH APPROACH

The broad research approach followed was qual@afifhhe purpose of the research instruments
used in each of the ten case studies (see Ann&wras to facilitate:

Case study analysis of ten EDS programmes, in tefms

= programme team descriptions and perceptions opthgramme;
= programme documents; and

= intra-institutional dialogue.

This analysis will include, in broad terms:

programme goals;

target groups of learners;

purpose of qualification or potential qualificatipn

design and structure of the qualification or potahgualification;
curriculum (materials, activities) of the programme

delivery modes;

assessment practices;

learner support systems; and

quality assurance.

The research approach and instruments were desipildboratively with the majority of the
case study researchers and other advisers froraaifortium organisations. Three researchers
were recruited at a later stage and fully briefecbigh orientation sessions and telephonic
support.

The broad research approach was characterisedd® ‘thaves’ of activity:

In the first wave of research activity, each programme team wasngihe fullest possible
opportunity to describe the programme through mpbrting (group interviews 1 and 2) and by
providing relevant documentation. This wave of\agtiencompasses Phases 1 to 5 below. A key
feature of this work is that it was not rooted lre Norms and Standards for Educataeport,
either conceptually or in terminology. Rather, eaebearcher adopted a traditional case study
approach to data collection, which generated a tetmpand accurate description of the
programme. The description also recorded the comexhich the programme is delivered.

In the second wave(Phase 6), the researcher probed the programmestgerceptions of the
Norms and Standards for Educataeport. This marked the end of the fieldwork.

In the third wave of activity, each researcher generated two forfnanalysis (‘convergence’
analysis, and critique of tHédorms and Standards for Educataeport), as well as findings and
conclusions. This was desktop work based on tha dathered during the fieldwork, and
encompassed Phases 7 to 9 of the research activity.

The three waves of research activity, and theieveaeht phases, are described in more detail
below.

10



PHASES OF RESEARCH ACTIVITY

1

Phase 1lcomprised an initial brief meeting with each ED®gramme team which was
intended to be relationship-building and purposeifsling rather than a research-oriented
event (see Instrument 6.1 in the Researcher's MaAmaexure B). The list of participants
who attended the meeting was discussed in advaitbetlve programme coordinator, but
included at least all key programme team membelis.efevant documentation for Phase 3
was requested at this meeting and obtained asaogpossible afterwards. A letter from the
Teacher Development Centre (see Document 3 in #sed&cher's Manual, Annexure B)
was sent to the provider to facilitate the orgaiiseof this opening event and the case study
in general.

Phase 2comprised one group interview (see Instrument &BAnexure B) with key
programme team members. The core, generic intergig®stions set out in Instrument 6.2
were complemented by the documentary review coeduat Phase 3. This first group
interview was conducted before the review of docutatgon began, unless special
circumstances dictated otherwise.

A review of all programme documents (see Instrunge®t Annexure B) constitutdehase 3

of each case study. This review contributed todiecription of the programme’s intentions
with regard to the key facets of the programmethin course of the Phase 3 review further
interviews were conducted telephonically when nemegswith the relevant member(s) of the
programme team to clarify or expand on the prograngmcumentation. Researchers thus
ensured that they were in possession of enoughulugseta to inform the programme
description (Part Three of the Case Study Reps#e-Section 2 of Instrument 6.2, Annexure
B).

Phase 4entailed the generation &farts One, Two and Threeof the Case Study Report
(‘Introduction’, ‘Methodology’ and ‘Description ahe Programme’), on the basis of Phases
2 and 3 above. Part Three followed the headingswgen Instrument 6.2 (Annexure B). The
programme team was given the fullest possible dppity to present relevant data as a basis
for the programme description, as well as the odrnitewhich the programme is delivered.
Phase 5comprised a second group interview (see Instrun@eBt Annexure B). This
interview provided an opportunity to present thegpamme description produced by the
researchers in Phase 4, and to check with the gmoge team the completeness and
accuracy of this description. To facilitate theadission, a reasonable opportunity was given,
either before or after the group interview, for thedgramme team to interact with and
comment on the researcher's description. The ddgmm was amended on the basis of
evidence presented in this interaction with thegmmme team. At this stage, researchers
also had an opportunity to ensure that they haficgrit data to inform the analysis sections
(Parts Four and Five of the Case Study Reportgstruments 6.4 and 6.5, Annexure B).
Phase 6consisted of a third group interview (see Instrutr@e8, Annexure B) which marked
the end of the fieldwork. At this meeting, eacheggsher facilitated a discussion of the
programme team’s perceptions of th®rms and Standards for Educatorsport. The
outcomes of this group interview were included artFrive of each Case Study Report (see
below).

Phase 7entailed the generation Bfart Four of the Case Study Report, which constitutes an
analysis (see Instrument 6.4, Annexure B) of th@seh3 programme description. Each
programme was analysed in terms of B@ms and Standards for Educataeport. In this
first stage of the analysis, which we refer to fas ‘convergence’ analysis, tidorms and
Standards for Educatorseport was used as a basis for examining simiayitdifferences
and tensions in the identified characteristics bé tprogramme with respect to the

11



recommendations of the report. The context in wilieh programme is delivered are a key
feature of this analysis.

8 In Phase 8 the Norms and Standards for Educataesport was analysed in terms of the
outputs of Phases 4 (programme description), 5o(skaroup interview checking the
programme description), 6 (final group interviewastigating perceptions of tidorms and
Standards for Educatorseport) and 7 (analysis of the programme desomptiIn this
second stage of the analysis the focus was reveasetithe key recommendations of the
Norms and Standards for Educatarsport itself (see Instrument 6.5, Annexure B) ever
scrutinised. The output comprisBdrt Five of each Case Study Report.

9 In Phase 9 Findings and Conclusion®4rt Six of each Case Study Report) were presented
on the basis of the two-way analysis described aldWhases 7 and 8, as well as the Phase
6 Group Interview (the final group interview).

OVERVIEW OF PHASES OF RESEARCH ACTIVITY

A tabular overview of the research activity is preed below.

Wave Phase | Activity/Purpose Output Relevant research
instrument (see
Annexure B)

1 1 Establish a relationship with the Common 6.1
Field programme team and clarify purpose | understanding

and and nature of research

desktop | 2 Conduct Group Interview 1 with the | Verbal programme| 6.2

programme team to give the team the | description and
fullest possible opportunity to describe| relevant

the programme documentation
3 Review programme documentation andClear 6.2
consult telephonically with programme| understanding of
team to clarify issues where necessary programme

4 Describe the programme Parts One and | 6.2
Two, and draft Part
Three, of the Case
Study Report

5 Conduct Group Interview 2 with the Final version of 6.2
programme team to give the team the | programme
fullest possible opportunity to review thedescription (Part
description and present further evidencel hree of Case
to ensure completeness and accuracy| Study Report)

2 6 Conduct Group Interview 3 with the Input for Part Five | 6.3
Field programme team to discuss the of the Case Study
programme team’s perceptions of the | Report

Norms and Standards for Educators
report

12



3

Desktop theNorms and Standards for Educators Case Study Repor

7 Conduct ‘convergence’ analysis using| Part Four of the 6.4

report as a basis for examining
similarities, differences and tensions in
the identified characteristics of the
programme with respect to the
recommendations of the report, taking
into account the context(s) in which the
programme is delivered
8 Conduct critical analysis of tidorms Part Five of the 6.5
and Standards for Educatorsport in Case Study Repor
terms of the outputs of Phases 4
(programme description), 5 (second
Group Interview checking the
programme description), 6 (final Group
Interview investigating perceptions of
theNorms and Standards for Educators
report) and 7 (analysis of the programme
description)
9 Generate findings and conclusions Part Six of the | Not applicable
Case Study Repor

D

RESEARCH SAMPLE

The final research sample is attached as Annexur@h® sample was constructed through
purposive sampling to obtain a cross-section of pEfgrammes in terms of:

o the size of the programmes in terms of numberstudesnts, in order to incorporate both
small- and large-scale programmes;

o qualification versus non-qualification programmaég;luding programmes which could in
future be based on a unit standard or a set ofstanitdards rather than a whole qualification;

o purpose and target audience of programmes, ancktopivered;

o the mode of delivery employed by the various progres;

o rural as well as urban sites for delivery of EDBgrammes; and

o the extent to which programmes operated on a pattipebasis.

RESEARCH PROTOCOLS

The following research protocols were followed:

o The research approach and instruments were pilotetio EDS programmes (see Annexure
B), and the research instruments thoroughly rewbre the basis of the lessons learned
during the pilot studies.

o All programme teams received a letter from the Dipent of Education and from Paul
Musker and Associates to introduce the researgham(sto request co-operation. Programme
teams were generally most helpful.

o A log of project activity, including dates, timesdavenues of meetings, interviews and

observations, was kept and attached to each Cadg Beport.

13



0 Selected verbatim and paraphrased extracts from itlierviews and programme
documentation were included as integral elementh@imain text to support the description
and analysis.

o All relevant programme documents and cassettes attrehed to the Case Study Reports.

o Research limitations encountered during fieldwakd departures from the workplan) were
recorded and included in Part Two of each CaseySRagort.

DATA ANALYSIS

Each case study presents a programme descriptsedb@n agreed descriptive categories (see
Instrument 6.2 in Annexure B). The programme dgtdhered from oral as well as documentary
sources) were then analysed by each case studgrehee in terms of a framework of seven
categories derived from tid¢orms and Standards for Educataeport (see Chapter Three). The
programme teams’ critiques of thdorms and Standards for Educatorsport were then
presented according to the same framework of ceaggjowith other critiques recorded in
addition to those which matched the prepared frapnkew

When the case studies were completed, the Projestalyer compiled this report through a
process of detailed analysis of the case studise@mndary data. The analysis of programmes in
terms of theNorms and Standards for Educatorsport (see Chapters Five and Six) was
performed using a slightly refined framework of eincategories, which nevertheless
corresponded very closely with the seven set ohiapter Three. The critiques of tNerms
and Standards for Educatoneport were however analysed without using a pezdehed
framework of categories. In this case data itermsfthe case studies were loaded into data tables
(see Chapter Seven), and coded according to engeogitegories of meaning. The coded data
formed the basis for descriptive analysis (Chawren) and the generation of findings (Chapter
Eight). Two researchers, Paul Musker and Ben Patken worked closely together to generate
an overall analysis, together with findings ancremendations (Chapter Nine).

CONCLUSION

The key feature of this research approach is thaaditional’ case study strategy was employed
with a view to obtaining a ‘thick’ description o&eh programme. The description was then used
to analyse both the programme and ftems and Standards for Educataeport. The research
included a dialogical component characterised bierilews and workshops with each
programme team. Generally, the research pursue@landed, parallel examination of the
programmes on the one hand andNwems and Standarder Educatorsreport (Department of
Education, 1998) on the other.

14



CHAPTER THREE
KEY CONCEPTUAL SHIFTSUNDERPINNING THE
NORMS AND STANDARDS FOR EDUCATORS REPORT

INTRODUCTION

Dr Cleaver Ota of the University of Fort Hare Ediima Policy Unit produced hterature review
(attached as a separate text) in January 1999dounskion by the EDS Consortium. The literature
review covered th&lorms and Standards for EducatdBepartment of Education, 1998) as well
as related documents such as Blevelopmental Appraisal Manyahe Code of Conducof the
South African Council of Educators, and theties and Responsibilities of Educators

On the basis of this review, the core research tésomprising representatives of different

consortium organisations) discussed the key isBudise policy documents over two days and
arrived at a set of seven conceptual shifts whitdetpin theNorms and Standards for Educators

report. These conceptual shifts with respect toidant historical practice in EDS then formed

the basis for the design of the various instrumeriteh addressed the critique of the proposed
policy (see Annexure B). The seven shifts are priesebelow.

OUTCOMES OF THE ANALYSIS OF THE LITERATURE

TheNorms and Standards for Educatoeport contains seven key conceptual shifts incgadin
educator development. The key shifts are:

1. The Norms and Standards for Educatoreport suggests that the assessment practices of
an EDS programme must be applied and integrated.

o A programme should assess whether learners are tabl@tegrate orizontally) the
knowledge and skills delivered through the différesurses/modules (and roles) which make
up the teacher development programme.

o A programme should assess whether learners arecaioiegrate \(ertically):

+ the ability, in an authentic context, to consideiaage of possibilities for action, make
considered decisions about which possibility téofel and to perform the chosen action
(a practical competence);

+ the theoretical basis for and the knowledge whiatieupins and informs the action taken
(foundational competence); and

+ the ability to connect decision-making and perfamoe (practical competence) with
understanding (foundational competence) and usetthadapt to change or unforeseen
circumstances, to innovate within one’s own pragtend to explain the reasons behind
these innovations and adaptations (reflexive coemuet);

so that they can be described as achieving aneapalfid integrated competence.

O The assessment strategy should assess the extehnictolearners have the ability teach in
authentic and changing South African contexts
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Assessment should leeigoing and developmental

The Norms and Standards for Educatoreport suggests that EDS programme practices
must develop in teachers an applied and integratet®aching competence.

The teaching and learning strategy of a programhwuld develop both horizontal and
vertical integration, as well as authentic appiaat

A programme should make links between the differeotirses/modules, and between
different roles, which make up the teacher devekapnprogramme.

The Norms and Standards for Educatongport suggests that EDS programmes should
develop teachers’ ‘subject knowledge’ and ‘phase lkawledge’ — the ‘specialist role’.

Subject knowledge teaching should be an integral glathe rest of the programme, and
should not be an ‘add-on’. The contextual rolesuthdbe integrated into the ‘subject
knowledge’ or ‘specialist’ role. Also, teaching epgation should be integrated with content
knowledge taught.

The Norms and Standards for Educatorseport suggests that programmes should be
conceptualised and delivered in a manner which ingrates theory and practice, and
strengthens provider-workplace linkages.

A programme should work closely with schools inesrtb develop learner skills.

Teaching practice should be linked to the reshefrogramme, and students should be well
prepared for it. Teaching practice, again, showddirtiegral to the programme and not an
‘add-on’.

Training should be contextually sensitive.

The Norms and Standards for Educatorgport suggests that EDS programmes — and the
programme ethos — should develop teachers as extend professionals and lifelong
learners.

Learners, for example, might be involved in progmandesign and implementation, either
formally (for example through decision-making stures) or informally (for example, by
making decisions regarding the nature of theirgesaents).

Student-initiated activity (like involving themsels in tutoring schemes) might be recognised
towards the qualification.

A programme should offer possibilities for ongoippfessional development. To this end,
delivery should be flexible enough to allow praciisteachers to attend.

Assignments should be designed to encourage predatéring within authentic contexts.

A programme should prioritisand teachcritical engagement, reasoning and reflective
thinking.
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o A programme should ground teaching in a wider $pe@nomic and political understanding
and awareness.

a Programme staff might be involved in policy-makiamd/or other social development
activity outside of their mainstream activity.

o A programme should develop an ethos which activatgourages lifelong learning and
ongoing professional development. How does theitutisin handle recognition of prior
learning (RPL)? Does the institution actively ratrim-service learners? (These may be
discrete targeted courses, or the provider may hieenpted to run courses that are flexible
enough to accommodate both in-service and preesestudents on the same course.)

6. The Norms and Standards for Educatorgport suggests that EDS programme providers
should demonstrate characteristics that are likelyto make them a self-improving, a
learning organisation.

o An EDS provider should have a system of coursestaift review.
o An EDS provider should keep — and use purposefuidcords of learners.

7. The Norms and Standards for Educatoneport suggests that an EDS provider should
adopt inductive rather than deductive approaches t@rogramme design.

0 An EDS programme should be designed on the basissafarch, and some or all of this
research should be conducted among target lea@ensersely, a programme should not be
designed through a deductive ‘desktop’ exercise.

These seven conceptual shifts formed the basicefnaork for Part Five of each Case Study, in
which each of the following five questions was @&pto each of the seven conceptual shifts:

How is the shift understood by the programme team?

Is the shift perceived by the programme team ta bseful concept?

Is the shift perceived by the programme team tddsgrable?

Is the shift feasible in the programme context?

Has the provider operationalised, or tried to of@nalise, the shift in the programme, and if
so how?

G WN =
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CHAPTER FOUR
BACKGROUND TO THE EDS PROGRAMMES

INTRODUCTION

Given that the purpose of the EDS Project was méiive and not evaluative, the ten case
studies are presented below anonymously as Cated.A

CASE A

The provider institution of Programme A is a norv@mment organisation comprising
different teams focusing on various aspects of sassent-related activities. They offer
training programmes across the country in formalcation as well as in industry. The
focus of their programmes is outcomes-based assessiMhe training programme the
providers chose to include in this research projgas a nine-module course for the
Northern Cape, designed, implemented and co-omelinby an assessment unit within the
provider institution.

Programme A was funded by USAID. It was delivergdtie institution’s assessment unit
in partnership with the Northern Cape DepartmenEdfication. It was chosen for review
because it most closely characterises a typicasassent training programme offered by
the provider. It must be noted that the providezsdoot currently have a programme which
it offers to every client, but rather structurescleaprogramme to suit the client's
requirements and needs. This programme, althoughirexin another form, was specially
structured in this way to meet the requirementstha&f Northern Cape Department of
Education. The programme was conducted during 19%fe Northern Cape Province, at
venues in the immediate vicinity of Kimberley. Tinaining took place on two levels. Level
One training focused primarily on training facitiies who would be taking the training
across the districts in the province. Level Twoinireg, conducted by these trained
facilitators, focused on training district officglsubject advisors and teachers.

The programme was designed for the target grolfpohdation Phase subject advisors and
teachers in practice. It was designed to take piaes a period of time during which the
participants would study modules grouped togetheampipropriate clusters and separated by
periods of time during which participants returnedimplement new practices in their
classrooms. The programme included a variety ofviddal, paired and small group
activities. The total time which participants spenthis programme directly in contact with
the providers was approximately 32 hours.

The programme aimed to assist teachers with thiealagaradigm shift from a normative and
summative approach to a continuous assessmentambpras well as to assist teachers with
developing new tools to aid the development of & approach to assessment. While this course
was not assessed in a standardised and formal mamneas reported that informal and
participatory assessment took place throughout plhegramme. Approximately 30% of
participants from one district received post-tmagniclassroom support from the providers. All
participants who actively participated in a couasd attended all modular sessions were awarded
certificates of attendance.
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CASE B

The provider institution of Programme B is a norvgmmental, in-service education and training
(INSET) programme. Formed in 1983 by the Urban Eadion, it first operated in the Western
Cape and later spread its activities to KwaZuluaNahd the Eastern Cape. In its early years, PSP
consisted of a number of autonomous projects; hewesince July 1993 it has became a
consolidated national organisation. Its programmas operate in all nine provinces, several of
them running jointly with other non-governmentaganisations (NGOs).

The mission of the provider institution is to giteachers the confidence and competence to teach
primary science in which learners themselves becactigely involved in their own learning. In
this way, the programme hopes to promote enthusifsnscience and technology through
classroom environments that encourage pupils te taktrol of their own learning and become
effective learners, and in the final analysis, feachers to help in the promotion of a more
scientifically and technologically literate society

In its initial stages, the provider institution waswed essentially as a short-term project ainted a
delivering science kits to schools and trainingchkesis in the use of these kits. This was so
particularly in the case of those provinces wherevas implemented during 1983 to 1985 —
Western Cape, Eastern Cape, KwaZulu-Natal and tbe State. In the course of school visits to
KwaZulu-Natal in early 1985, it was discovered tha ‘kits and workshops’ strategy was not
effective. These findings spurred the re-conceatbn of the programme and started the long
process of evolution into what it is today.

Teachers are now supported directly through wonishand later in their classrooms. The
Programme B approach revolves around kits of apgmrand teaching-learning materials
designed for learner activity (see Appendix 2) hitdistic approach also means that competences
such as language proficiency are consciously ertaimcthe course of the training.

Generally, Programme B does not offer a formal ifjoation to teachers that take part in its
activities. Teacher development in the South Africentext, especially for primary science, is
viewed by the provider as a long-term developmeotgss. However, modules are contributed
towards formal qualifications in one of its majoojects.

Like many NGOs that have continued to functionraft®94, Programme B has had to reposition
itself. Its emphasis has therefore shifted from ohepposition to apartheid, to the need to do
better quality work with greater impact on learnatdess cost. The provider institution prides
itself in the outputs that emerge from its prograssm

CASE C

Programme C arose out of consultations betweeroaimmial Department of Education and a
foreign government donor. The provincial DepartmeihEducation was keen to seek financial
and technical assistance because of its awarefhdélss shortage of resources to establish a new
single provincial department of education, and @galop new policies and structures in support
of educational transformation. On the other hahd foreign donor had an interest in investing in
a large-scale primary school improvement in thetétasCape. This was in line with similar
projects undertaken by the donor in other countrie§frica, Asia, and Latin America.
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A joint venture was designated to manage the propeade up of three development agencies.
The joint venture employed a project co-ordinatod #our technical advisors to implement the
project. Overall project co-ordination is the resgibility of a Project Steering Committee,
chaired by a Programme Manager from the provirdgglartment, with membership representing
the different directorates in the department as$ agethe managing agent and programme team.

The purpose of the project is to develop capaaitythie provincial department to support
educational transformation and to enhance perfocsman selected 500 primary schools. The
expected outputs of the project are:

1. Transforming capacity within the provincial depagtm for policy, planning, budgeting,
implementation, community involvement, monitoringdeevaluation and management.

2. Improved management capacity and performance op&@tary schools.

3. Quality of teaching and learning improved in 500nary schools.

4. Quality and availability of appropriate teachingldearning books, materials and resources.
5. Enhanced community involvement in primary education

One of the key expected results of the projecthis €énhanced capacity of the provincial
department to develop and implement a school ingrr@nt strategy supported by the necessary
systemic reforms to ensure sustainability of theeames of the project. The expected outcomes
indicate that the project addresses much morettdsoher development.

The projected investment by the foreign donor ia groject is R55 million. The provincial
department’s contribution in terms of human andeottesources is expected to be larger than
R55 million. There are two components to the proj@de first is concerned with systemic
development. Four technical advisors work withdiféerent directorates, but principally Teacher
Development, Curriculum Development, Budgeting, aRthance and Human Resources
Development. The second component aims to improgeperformance of 500 primary schools
over three years. The schools are spread acroggeaix educational regions of the province. At
the end of the project, it is expected that thevimmal department will use the experience gained
and the capacity developed in these schools tadasgrimary school improvement to the rest of
the districts in the province.

The target audience includes provincial and redioffecials who receive on-the-job support. At

the school level, the target audience includes ikey teachers per school, the principal, a
representative of the school governing body, asttidi officials who work with schools. There

is no qualification offered as yet but the pos#ipilof developing unit standards is being
considered.

The assessment strategy consists of self, peeexdathal assessment of portfolios developed by
practitioners. The emphasis is not on assessmerguiification purposes but assessment for
improving practitioner practice.

Support is offered through different networks. Thst is the cluster level, where five schools
come together for the purposes of workshops as ageteview of action strategies implemented
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at the work site. The second type of support isuph facilitators visiting educators at the work
site to support them in terms of building schoatdzhaction groups.

CASED

Programme D is a project of a provincial DepartmahEducation. Its roots go back to 1995
when, at a conference convened by the then Membeheo Executive Council (MEC) for
Education to discuss the state of mathematics eiledce education in the province, the idea was
mooted of a college dedicated to those fields ofiyst Following discussions during 1996 and
early 1997, a tripartite agreement was signed iptedaber 1997 between the Department of
Education and two donor agencies. The Projectiaffircommenced in October 1997 although
the college had accepted its first intake of sttslém February 1997. The college operates from
the premises of a former college of education.

Programme D’s mission is to serve as a speciatisege for the preparation of mathematics,
science and technology teachers in order to:

1. Substantially increase the output of qualified besis in these key subjects.
2. Develop a new model of teacher education that rateg theory and practice.
3. Create a nucleus for the reform of science educatithe Northern Province.

Programme D also aims to contribute to the devetogrand renewal of curricula for pre-service
educator training by researching and experimentiitly a variety of innovative and progressive
approaches to classroom practice and educatoirigain

Programme D has two components:

1. A pre-service training course for prospective etlusaof mathematics, the sciences and
technology, leading to a Higher Diploma in Educat{blDE).

2. An in-service development programme for educatdrsnathematics, physical science and
biology in local primary and secondary schools.

A key feature of the pre-service curriculum is teatdents are given the opportunity to reach a
reasonably high level of knowledge in their spésiabubjects (equivalent to second-year
university level in their major courses), while #te same time developing a practical
understanding of the processes of learning andhirg@science.

As an adjunct to the college, an in-service trajrpnogramme serves educators in 23 primary and
22 secondary schools, with the aim of developind apgrading the subject knowledge and

teaching skills of maths and science educatoradyren service. This programme comprises

workshops and on-site support in the key curricumm@as of maths, physical science, biology
and English across the curriculum. Some equipmerdlso provided. The aim is to deepen

educators’ knowledge of their subject and provigent with ideas on how best to teach maths
and the sciences. Target schools are all withirb«il®@metre radius of the college and are

principally those schools in which Programme D enid do their teaching practice and

classroom observations. The schools representss-sextion of local schools, including urban

and semi-rural, privileged and under-privilegedasah.

Programme D currently offers two four-year Higheipldmas in Education (Mathematics,
Science and Technology), one fdecondary School teachers and one for Senior Brifeinool
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teachers who will be specialists in mathematicienae and technology. The curricula for these
diplomas aim at integrating two strands: academicwkedge of science subjects and practical
knowledge of how to teach them.

Currently, 358 students are enrolled on the HDErsmuannual intakes of first-year students
having been as follows:

e 1997 - 116
e 1998 - 111
e 1999 - 131

Assessment of students is done continuously thrawigthe year and through end-of-semester
exams. The continuous assessment component usasdety \of strategies, including practical
tasks such as demonstrations and experimentsychsegoorts, written assignments and written
or oral tests.

Learner-support for HDE students includes courséerias, compulsory lectures and tutorials,
and the services of a full-time student counselltve college places emphasis on regular feedback
to students, usually provided through face-to-faterviews with lecturers.

Programme D intends to conduct research througithetpre-service and in-service programmes
that will inform the development and evaluationtsfprogrammes and, in the longer term, hopes
to share approaches, experience and materialsoiitir colleges of education, thus contributing
to the larger process of curriculum design andsiextiin South Africa.

Programme D, as presently structured and funded, ehdour-year life-span running from
September 1997 to August 2001. Thereafter, theipec@l Department of Education (DoE) is
expected to take on full responsibility for opemgtithe college. For the duration of the current
project, the DoE contributes a subsidy of R5000gh&dent per annum, equivalent to that granted
to other colleges of education in the province,lavklievelopment costs are borne by the donor
agencies.

CASE E

This case study examines the Higher Diploma in Btan (HDE) in the School of Education at
a university. The course is a post-graduate, foyetr, pre-service professional qualification for
teachers in the General and Further Education bahdse National Qualification Framework
(NQF), with specialisations relating to the intediade and senior phases of the new school
curriculum and the Further Education and TrainiRET) band.

The HDE is located in the School of Education ie #aculty of Humanities. The School of
Education is primarily a post-graduate interdisogly department offering the following
gualifications:

o Certificate in Adult Education

Advanced Diploma in Adult Education

Further Diploma in Education

Higher Diploma in Education

Bachelor of Education

Master degrees

Phd degrees

O0O0DO0OOo
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The School presently has seventeen full-time peemiamcademics, three full-time contract
academics, two full-time administrative/secretapi@tsonnel and three full-time support staff.

The HDE programme has run in various forms for miper of years. In the last two years, the
School of Education has begun a process of redagighne HDE as part of its broader three-year
strategic plan. This has been done in responsewelabments in the national education sector
(Committee on Teacher Education Policy and eaidytsliofNorms and Standards for Educatprs
and in response to programme planning and restiogtat the university more broadly. These
revisions and the rationales for them are discussel®r the relevant sections below. The HDE
programme was revised in 1998 and sections oéistlt in the process of ongoing revision.

CASE F

Programme F was started as a response to the raialéd providing in-service development of
the province’s teachers through upgrading theifgesional qualifications, as well as improving
their classroom practice in learning areas detexthias relevant and critical to the development
of the province in which it operates. The projacaicollaborative venture between the University
of Fort Hare, the provincial Department of Edudatioon-government education organisations
(NGOs) and teacher organisations operating in tbeipce. In addition, the project has secured
linkages with the University of South Australia ahé Open University.

Programme F enrolled its first intake of learnexetgers in July 1998 and its second intake in
January 1999. The total enrolment is around 1@@énkers. The programme offers a four-year
part-time degree. It operates across the entirane.

A survey of the demand for Programme F in 1996 almd that about 5000 teachers were
interested in enrolling. The programme offers atigdar of Teaching in Primary Education. The
mode of delivery is through distance education. pregramme utilises continuous assessment
which includes self, peer and tutor assessmengr®mme F has a range of learner support
systems which include school-based, self-help ggaipther teacher-learners, tutors, centre co-
ordinators, and central staff.

CASE G

Programme G has offered a Higher Diploma in Edocafiunior Primary (HDE JP) since 1984.
The programme was launched in response to a refjoestteachers who had graduated with a
Junior Primary Diploma for an opportunity to studyther and to specialise in their field. At the
beginning of 1999 the programme had a total of @@@tising teachers enrolled at various stages
of completion.

The programme is delivered in a distance educatiode and is aimed primarily at upgrading the
qualifications of practising teachers. Admissionadgen to all teachers in possession of a
recognised M+3 Diploma in Education who have afstietaree years’ teaching experience.
However, if teachers hold a Diploma in Educatioattdoes not specialise in Junior Primary
teaching, they will have to complete additional rs&s in order to be awarded an HDE (JP).

As a distance education programme, curriculumiimamily delivered through print-based course

materials. Some courses are, however, beginningséovideo and audio cassettes as support
materials. Within the HDE (JP) learner supportrigvirled mainly through in-text activities and
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self-assessment questions. Assignments are vojubtarwill be marked by the lecturers and
returned with comments which help students to naooititeir progress if students submit these.

Compulsory contact sessions are only held for BjpldPhysical Science, Zoology, Chemistry,
Computer Science, Maths and Environmental Studliesk covered during these sessions makes
up 50% of the final student mark. Other subjectadlBpents only arrange contact sessions at the
request of students, and these are used mainly terdedial work or prepare for exams.

Tutorials on Saturdays or school holidays are alsanged at the Regional Learning Centres,
usually on the basis of student demand. Theseiglgdbcus on students’ problems and are run
either by the lecturers or by tutors employed lfar purpose by the provider institution.

Other forms of support include tutorial letterswasl as videos and textbooks which students can
use at Regional Learning Centres. The provideitutigtn describes the programme as “mixed
mode with distance materials, contact sessiongwtndals”.

The assessment strategy consists of the following:
» self assessment activities;
» assignments marked by lecturers; and
e examinations.

However, these assessment modes are used versediffewithin different subjects. In most,
assessment relies entirely on a final exam. Inng fmgoing assessment is used. Self-assessment
activities within course materials are meant tgrstudents assess their own progress and do not
form part of a student’s overall assessment. Nemasion or assessment of teaching competence
takes place. Instead teachers get automatic ciedithis on the basis that “they are already
practising teachers”.

CASE H

This programme is currently in a transition phdsam a lecture-based, traditional postgraduate
programme to a materials-based, distance educptmgramme. This transition appears to be a
response by the university’s department of edupatio the greater demand for higher

qualifications by teachers. It is also a respowsthé perceived need by the faculty to have an
impact on the empowerment of teachers to partieipat the current debates surrounding

educational change, both in their immediate envirents as well as in the broader educational
context.

Programme H offers a Bachelor of Education (B.Begree, which is a degree usually taken by
students who have completed a three-year bachaiegsee, followed by a one-year Higher
Diploma in Education. With the current move towafldsibility and mobility, many students are
now admitted to a B.Ed. degree, after having cotedl@a three-year teaching diploma followed
by a Further Diploma in Education (FDE). The futhé degree is a one-year programme, while
part-time students usually take two years. The panogne is modularised and each module takes
one semester of study to complete. The programnudfeésed in partnership with a college of
education which offers distance education prograsnaionally. The programme largely relies
on materials-based learning.

The new B.Ed. programme has essentially grown dainoolder, more traditional programme,
and the new materials-based learning programmeresgthe lecturers to work as a team rather
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than as isolated individuals. Although the prograsrisngeographically located at a particular site
in KwaZulu/Natal, it is in principle available tong person in South Africa. There are
approximately 750 students expected to enrol ir0199

While the programme is open to anybody, the tasgetience consists mostly of previously
disadvantaged teachers, away from big centresasi€urban and Johannesburg.

Programme assessment is largely by examination @08te final mark), as the programme is
embedded in a university structure which requinés fThroughout the course, however, there are
times when other forms of assessment are used.

Learner support is largely through the materialsicv in the exemplar of the course supplied for
our case study consisted of a reader, a lectue @aagd a course guide with learning activities
outlined in it. In addition, lecturers go from thmiversity to the learning centre in order to
provide tutorial support to the students.

CASE1

This Further Diploma in Education (FDE): Developmdvanagement and Administration was
launched in 1994 by a faculty of education and adgate school dealing with public and
development management, both located at the sanwersity, in co-operation with a non-
government organisation dedicated to school manageand leadership training.

The programme is aimed at school managers (pritsgigaputy principals, heads of departments
and senior teachers) who have a minimum acadenatifigation of matriculation plus three
years’ college or university training. In additiom the minimum qualification requirement, the
selection of programme participants is based orcdinemitment of the applicants to school-based
educational and management development.

The purpose of the programme is to equip educdtleaders and managers with the conceptual
understanding and practical skills required to niketchallenges of a changing environment in
post-apartheid South Africa.

The programme offers a Further Diploma in Educatamtredited after two years of coursework
and skills training. It is a part—time course, &amdudes both contact-based and distance learning.
The programme consists of five course equivaletms full courses and six half-courses) and
twelve skills workshops. The courses are run byuhigersity’s Education Department and the
postgraduate school, while the skills workshops dedivered by [the non-government
organisation].

The programme has adopted an approach that isgondibbue-based, and attempts to merge
theory and practical experience. Its style of delvis based on experiential and interactive
learning processes with an emphasis on case stadéegroup work. The delivery mode of the
programme is essentially distance learning, b ihisupported by a mixture of formal lectures,
workshops and practical skills training. The diseutearning materials are provided to learners
for private study, while the courses and workshagspresented at contact sessions either at the
University or at other locations identified by tiegramme organisers.
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The programme targets students from the provincetich it is located, and from adjacent
provinces. Although 47 students registered in th&t fyear, the average number of students
registered for the course over the past five ykassbeen approximately 100.

The programme has adopted both formative and suiverfarms of assessment. The university’s
Education Department requires students to undegakexamination in one course, while neither
the postgraduate school nor [the non-governmerarisgtion] have an examination component.
The programme has adopted two dominant modes onafire assessment to evaluate the
competence of their students, namely:

Q practical work projects; and
O assignments (both brief and extensive).

The results of these assessments are used to detenmether students have “passed or failed”
the course. In addition to the above modes of assast, [the non-government organisation]
utilises the following assessment methods, throwghich learners become more active
participants in the programme:

O group work undertaken by a “cluster” of schools;
Q rating of candidates’ attendance and participaticseminars and workshops; and
Q visits to schools to assess the management conggedéistudents.

The learner support system provided by the prograrhas changed over the yedrsthe initial
stages of the programme, [the non-government csgtiaon] had organised for School Change
Facilitators to support the students, primarilysde level. However, owing to the high costs
involved, this aspect of student support had tgpbased out. Currently, the primary forms of
learner support are those provided at contactmesdly peers, tutors and lecturers. In addition,
the facilitation of cluster meetings and the sdethl“buddy system” have provided very
important forms of student support.

The FDE course has not been offered to first-ydadents this year, owing to a range of
problems which among others relate to finance, agtnation and management. All three people
interviewed diagnosed the key problem talme absence of a champitmdrive the Programme.

CASE ]

This Further Diploma in Education Management wastatl in 1994 with the first examination in
1995. It is a distance education programme run @artmership between [a private provider] and
a university. The Department of Education Managdnanthe university is responsible for
content, materials writing and assessment, whike [private provider] manages production,
despatch, and administrative support. This prograrsalso run as a mixed-mode programme at
one off-campus site.

The programme is aimed at practising teachers wéee heither a recognised diploma in
education (M+3), or a bachelor's degree and diplamaducation, or an integrated degree in
education (BA(Ed)). After the diploma students banadmitted for a B.Ed. degree if they already
have a first degree. If not, they need to compistacation 2 and Education 3 before entering the
B.Ed. A further entry requirement is three yeagesidhing experience.

26



The duration of the programme is 18 to 24 months$,skudents can spend as long as four years
completing the courses.

It is difficult to determine the numbers of studewh the programme, because it takes students
between two and four years to complete the FDE.ré&ximately 12% of the students who are
admitted write the examination, and of these tlem® pass rate of approximately 71%. In 1998,
approximately 3,500 students received their Diplena the graduation ceremonies. The
enrolment figures will differ at each stage: at pgunt of registration; students who are actively
engaged (as indicated by their handing in of assenis); students who register for the exam;
students who actually write the exam; and studehts receive the diploma. However, according
to the university staff, a reasonable estimatiorthist approximately 3 500 students sit the
examinations in May and approximately 3 500 in @eto

The programme is offered by distance education rmaathes teachers in all nine provinces,
although the majority come from Northern ProvirnEastern Cape and Northern Cape.

The curriculum is communicated through the coursgenals - one volume for each of the five
courses. Tutorial letters provide additional neagsénformation, and there are also prescribed
textbooks.

Contact sessions held in a variety of centres aitgne support to the students, but they happen
only once a year. Administrative and academic sttgp@rovided telephonically by [the private
provider], which also organizes one ‘problem-sajvigession a year in various districts in order
to sort out any administrative problems studenghtihave.

Assessment for each of the five courses on thergnoge consists of one examination, entry for
which is determined by the student obtaining atl&@% for the one compulsory assignment.
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CHAPTER FIVE
ANALYSISOF THE CASE STUDIESIN TERMSOF THE
NORMS AND STANDARDS FOR EDUCATORS REPORT

INTRODUCTION

This Chapter comprises a cross-case analysis ofctreergence analyses’ which constituted
Part Four of each case study. The analysis is pregan terms of eight categories of analysis
which correspond closely with the seven key issussd by the case study researchers (see
Annexure B) as a basis for assessing the extewhich EDS programme providers are already
implementing the recommendations of tiMorms and Standards for Educatorgport
(Department of Education, 1998). The eight categgopiresented below relate to:

Vertical and horizontal integration of teacher cetemce
Integration of theory and practice

Assessment practices

The specialist role

Approaches to programme design

Quality assurance

Provider-workplace links

Professionalism

oy oy iy

In each of the eight sections of this Chapter, datapresented in tabular form from the ten case
studies. The EDS programmes are not named, sifcadt the intention of this report to describe
or to evaluate the programmes, but rather to dauttieito the refinement and improvement of the
Norms and Standards for Educataegport (Department of Education, 1998). To fadiitéhe
reading of this Chapter, a brief overview of thegrammes is presented in tabular form below.
For a full description and analysis of the indivatlprogrammes, the reader is invited to refer to
the various case study reports.

Given the above, the reader is asked to view th@ wah caution at the level of assessing the
philosophy, strategy, or effectiveness of any efphogrammes referred to below.

READING THE DATA

The data are presented in tabular form. Each badetion of the tables represents a summary of
the data items which follow. The data items thereglare extracts from the case study reports,
and are therefore not primary data. Primary datiathe form of quotations from interview
transcripts, are indicated in italics.

In the overview of the case studies below, programare identified by capital letters from A to J
to preserve anonymity. These letters do not cooms$po the numbering of the actual reports
from 1 to 10. In the data tables, the left-handuooi indicates the origin of the data by
programme.
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OVERVIEW OF THE CASE STUDIES

Name

Purpose

Institution

Delivery
mode

NQF Level

Hours

Number of
learners

A

In-service
development
of assessmen
competence

NGO

Contact

None

35

)

Small group
at a time

In-service
development
of primary
science
teachers

NGO

Contact

None

Not
established

Small groups
atatime

In-service
whole school
development
and
department
capacity
building

Consortium

Mixed mode

None

Not
established

500 educators

Pre-service
training (to
HDE) of
maths,
science and
technology
teachers

College

Contact

4800

131

Pre-service
HDE

University

Contact

1200

90

Degree coursg

(B.Prim.Ed.)
for primary
teachers

e University

Distance

1920

1000

In-service
HDE (Junior
Primary)

College

Distance

1280

299

In-service
B.Ed.

University-
college
partnership

Distance

1280

750

In-service
development
of school
managers (to
FDE)

University-
NGO
partnership

Distance

1200

100

In-service
development
of school
managers (to
FDE)

University-
private
provider
partnership

Distance

1200

3500
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TEACHING COMPETENCE

| ntroduction

Summarising key issues related to teacher competerttbeNorms and Standards for Educators
report (Department of Education, 1998), Dawjee @nttig note that:

“According to the Norms and Standards ttaistic approach to competence focuses on the
whole learner, that is their knowledge, skills, understanding,pdisitions, attitudes and
values Integration is central to a holistic approaciptofessional development. The applied
and integrated competence means vertical integraio three inter-connected kinds of
competence, as set out in tN®erms and Standards for Educatamesport (Department of
Education, 1998:111):

o At a basic level learners must demonstratepractical competenceThis is the
demonstrated ability, in an authentic context, eamsider a range of possibilities for
action, make considered decisions about which bihiggito follow, and to perform the
chosen action.

o Butin order to do this thoughtfully, and to beeald adapt actions to different contexts,
learners’ actions should be grounded ifoandational competencdhis refers to the
knowledge and thinking which underpins and inforthg action taken; it is the
knowledge on which practice is grounded.

o Ultimately, though, good educators should demotesteareflexive competenceThis
refers to the ability to connect decision-makingl @erformance (practical competence)
with understanding (foundational competence) and thés to adapt to change or
unforeseen circumstances, to innovate within omei®m practice, and to explain the
reasons behind these innovations and adaptations.

“The report implies that while all these competenosust be to some degree evident in all
qualifications there should be progression as &acproceed from Diploma in Education to
Further Diploma or the B.Ed. So, for instance, wihiie Diploma in Education (as an M+1 to
M+3 qualification) should be high in building preetl and foundational competence, more
advanced qualifications like the B.Ed and Furthépl®@na should concentrate more on
developing students’ reflexive competence.

“The Norms and Standards also suggests that admbaizintegration of the following six
roles is implemented in programmes:

* learning mediator;

» designer of learning programmes;

» leader, administrator and manager;

» scholar, researcher and life long learner;

e community developer with a pastoral role; and

» learning area/subject/phase specialist.

“Central to this integration, though, is that tharigus roles should be applied within the

specialist role. So, for instance, a competenceocised with “learning mediator’ —
understanding how learners learn — is of no uset#acher cannot use this competence to
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find out why a child in her Senior Mathematics sl&sstruggling with a particular concept in
Maths.”

(Dawjee, R. and Gultig, J., 1999)

Vertical integration of competence — programme emphases

Programmes A and B aim to address foundational an@ractical competence, with emphasis on th

U

latter.

A In its balance between foundational and practicahpetence, in this case
developing knowledge about assessment strategiedeareloping stronger
abilities to assess, the programme emphasis tendsds the latter.

B The programme tries to develop an applied anégnated teaching

competence by embedding key aspects of the progearmsunch as activity-

based learning and language in science — within bf@ader subjec
knowledge of science.

—

Programmes C, D, E, F, G, H, | and J aim to addressompetence in an integrated manner.

C

The training programme assesses whether pragiscare able to perfor
competently important actions relating to their kv(practical competence
understand the theoretical basis for these actigfmundational
competence), and reflect on and make changes iopiaetice (reflective
competence).

m

The very structure of [Programme D] creates lgds between subje
knowledge, educational theory relevant to the teacbf that subject at
given level (referred to within [Programme D] asetiagogic conten
knowledge”) and the application of those two foraisknowledge in the
classroom.

—~ D

The level of the minor subjects is the same & jiear university scienc
courses, and the level of the major subjects isstrae as second ye
university science courses. These courses areatdid&0% more time tha
comparable university courses because the eduehtspects of learnin
and teaching the subjects are integrated into ubgsts. So, for example

maths education and maths teaching methodologynaegrated into the

maths courses, physics education into the physigsses, and so on.

ar

PO 5

The outcomes for teaching practice reflect theicad integration of which
the Norms and Standarder Educatorsspeak. Outcomes 1 and 2 addr
practical competence, outcome 3 foundational coemmet and outcome
reflective competence.

eSS

The curriculum draws on educational theory, isteot rich and combine
research and reflection.

The assessment procedures promote applied aegrated competenc

The wide range of activities are designed for #errers to demonstrate

ability to understand, plan, apply and reflect elevant subject, curriculun
and educational studies knowledge in the contextthair classroon
interventions.

The curriculum attempts to develop foundationampetence throug
modules such as curriculum theory, theories of miggdional design, an
the theory of teaching and learning. Practical cetampce is advance

112

=)

mainly through the skills workshops facilitated fijle non-governmen
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organisation]; the skills that are taught includenftict resolution ang
change management, which, according to [a team rmgnabe at the
cutting edge of the South African conteReflexive competences a
developed by the assessment practice of the progearwhich ensure
adequate and comprehensive feedback to learnersavghable to reflec
upon their work.

re

—F

J

... The integration of practical, foundationatl areflexive competences
emphasised in the goals and outcomes of the progeam

S

Of the above, however: Programme C places less engdis on foundational competence;
Programme E emphasises reflexive competence; Prognane H stresses foundational competence;
Programme G focuses on content knowledge aspectsfotindational competence; and Programme

J emphasises foundational and practical competence.

C

[Programme C] places a great deal of emphasimproving practical ang
reflective competence. In an INSET programme, ressonable to assun
that practitioners have some foundational competemcwhich to build.

)
ne

Although the outcomes for assessment for thearekeessay are not
explicitly stated as the teaching practice outcqre@amination of a sma
sample of research essays indicates that reflectivgetence appears to
the main competence being assessed.

AS
[
be

In as much as it is possible to separate outhtte® interconnected kinds
competence, on balance it seems that the programss heavily weighte(
to the assessment and development of reflective petance. This
orientation is reflected in assessment tasks (sméqus section), and in th
qualification purpose. The following relevant cormitgeare relevant:

The bottom line for us and the way we always difféate betweer
ourselves and colleges [is that] we normally sagttive are not abou
teaching students how to teach - we don't teactm thew to teach, we teag
them how to think about teaching.

—t

h

Though the newer module materials deal effegtivéth the integration o
theory and practice, the programme cannot effegtivssess whethe
teachers integrate theory and practice at the viackp or whether teache
have improved their practical competence as a tresfll the Bed
programme. Similarly, a teacher’s reflexive compegcannot be assess
in the school context. What is effectively assedsethis programme is th
improvement in the foundational competence of gaeher.

—

s

ed
e

Most courses ... focus too heavily on conterthatexpense of conceptu

knowledge, and this limits students’ abilities tevdlop the conceptual

tools necessary for reflection ... [and] therevglence that the HDE (JH
attempts to build a limited form of practical cortgrece ... Finally
reflective competence is emphasised, while other compondntsflexive
competence, such as the ability to integrate anden@nnections, ar
absent.

al

')

It appears that the programme does not attempastess reflexiv
competence, or mix of all three competences. This is despite the tfaatt
the integration of practical, foundational and egile competences
emphasised in the goals and outcomes of the progeam

11

An analysis of the types of questions used [ia #ssignments an
examinations] suggests that the emphasis ... isgpily on the assessme
of foundational and practical competence.
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Assumptionsregarding foundational competence

In two of the ten programmes, there is an assumptio that foundational knowledge, or at least
aspects of foundational competence, have alreadydreacquired by other means.

C [Programme C] places a great deal of emphasimproving practical and
reflective competence. In an INSET programme, ressonable to assume
that practitioners have some foundational competemcwhich to build.

E Secondary students on the HDE have mostly all ecothrough
undergraduate degrees where they have between rmheheee years
background in their course specialisations. Thehigd$ courses direct
students to resources to fill in gaps in their subjknowledge and may
offer assistance at an individual level, but depi#lg content knowledge is
not structured into what are already intensive sesir On the primary
courses, students do all the methods courses andude they are
generalists there is not the same expectatiorttiegthave a background |n
all areas.

The Programme B team, who work with primary scienceteachers, noted, however, that many of
their teachers have themselves had limited exposute science as learners, and that confidence and
competence as science teachers are lacking becao$ehis gap in a key aspect of foundationa
competence.

B [The programme] targetisadvantaged teachers, many of whom, due to the
policies of apartheid, lack confidence aodmpetence in science teaching

... No prior learning is required for teachers #otjgipate in the programme.
In fact, most beneficiaries are teachers who lassdence during the early
stages of their secondary education; few of thewh stiience during
PRESET ..handholdingof primary school science teachers is an essential
part of its work, since the majority of teachere acared of teaching
science

Under standings of foundational competence

A common understanding of ‘foundational competencetvas that it entails the linking of ‘subject
knowledge’ and ‘pedagogic knowledge’.

[¢)

B Applied and integrated teaching competence isrgidod by [Programm
B] to mean the integration of theory and practioetlee one hand, and the
integration of subject knowledge and teaching nehmyy on the other.

D The notion of “applied and integrated competénsainderstood by ke
[Programme D] staff as referring to the integratiaha practical level in
the classroom, of academic subject knowledge on aie hand, and
pedagogic knowledge and skills on the other.

Two programme teams added to this the importance gbhase-specific knowledge, particularly, in
the case of Programme B, the need to understand thdevelopmental learning potential of young
learners.

D [Programme D] staff see the acquisition of subjecowledge, genera
pedagogic knowledge and skills, and specific scipbalse knowledge as
being an essential precursor to the three-dimeakiotegration of teaching
competence.

B [Programme B] recognises the idea of a phaseiagtcas an important
concept. [Staff member X] believes thhére needs to be a more thorough
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tackling of how pupils in the intermedigtbase learn.Whilst [Programme

B] is implicitly attempting to do this, she belieéhat there needs to be a

conscious move towards pointing out to teacherstwbaexpect of

intermediate pupils’ potential ability to learn add things. She believes

that teachers underestimate what children can dbthat they need t
know what is possible in terms of children’s cafigbi

O

Two case study researchers argue, on the basis dletr analysis of Programme G, that a ‘deep

underlying knowledge’, including ethical knowledge,of the ‘foundations of subjects’ is what

generates the ability to solve problems in a disdipe, to engage with new content, to understan
what difficulties learners may experience, and to gpreciate why and in what way a topic needs t
be addressed in the curriculum.

A =

G

Teachers are asked to know the law that dealsfraddom of religion, bu
their knowledge is not developed further to underdtwhy this law is
necessary in South Africa or elsewhere. Teacharkldze asked to grapp
with why religious studies are included in the smheurriculum, or with
how different religious needs and freedom of carsoe issues can [
addressed in a multicultural environment. It isstideep, underlying
knowledge — the foundations of subjects — whichbésa teachers t
problem-solve and to flexibly grapple with new camtt or understand wh
learners are having difficulty with particular cepds.

I

e

e

o2

Similarly in Professional Studies students areegi information tha
tobacco causes heart diseases, respiratory infscadad lung cancer.

deeper understanding requires the need to grapfilemy tobacco cause
these diseases, with the meaning of drug dependemcyith social and
other processes that lead to dependency. Foundhtemmpetence als

includes an understanding of why this should b&ughed in the curriculumi

It is a deeper understanding of professionalism, tled ethics ang
‘knowledges’ that underpin professional studiest tisa‘foundational’ to
good teaching. Tobacco, in a sense, is the confemtheme through whic
professionalism is taught. What makes it differfeaim a curriculum being
taught to health workers is the manner in whicld dre reason why, it i
taught; the actual content is of secondary impogdrere.

2]

(@)

)

=5

5

The Pro
depth to

the content knowledge aspects of foundatial competence.

gramme D team argued that the linking of disiplines is necessary to add breadth as well &

S

D

The linking of each major subject to certain m@e such as biology majc
to chemistry minor, or physics major to chemistnd anaths minors — i

intended to ensure that students acquire the bireasltwell as the depth, of

content knowledge required to teach the sciencetheit chosen phas
level.

The Programme E team make a case for the developmteof competence in research convention
and discourse.

[72)

E

The research essay also assesses learners’'y abilit demonstrate

competence in the research conventions and dise@ppropriate to th
discipline. This links to one of the purposes & tfualification ... namely
the development of skills and competences for npvio higher

D

gualification levels.
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K nowledge construction as an aspect of foundational
competence

The Programme C team argues that the construction foknowledge through ‘practice-based

inquiry’, as opposed to the transmission of the kneledge of others, is an important aspect of

foundational competence.

C Practice-based inquiry is a practical process tbquires practitioners tp
actively construct their own knowledge through agess of sharing
inquiry and reflection. Knowledge is not perceivad something thg
belongs to anybody but rather as something gertethteugh a process of
sharing.

—

Under standings of practical and reflexive competence

Two case study researchers argue, on the basis betr analysis of Programme G, that a superficial

approach to the development of practical competencenay marginalise the development of the

ability to assess situations, plan, consider optienand make decisions on the basis of analysis
particular situations.

G There is evidence that the HDE (JP) attemptsuitd ka limited form of
practical competence. The modules provide studeitts opportunitiesto
do things, like implement ideas or examples of lessartheir own class .|.
The limitations of these activities in terms of tNerms and Standards are
significant. First, while it provides ‘practicapg8’ on how todo teaching, n
strategies are provided to monitor whether thehteabas tried any of the
activities and to what degree they have succeedled ... Secondly, an
more seriously, the modules do not ... provide extitgl with the opportunit
to (and develop their competence to be able togsassituations, pla
lessons, and make decisions about how to changedamd these — in other
words, develop a teacher’s ability to consideramiand make decisions.

Again on the basis of their analysis of Programme &he same case study researchers note that
deep reflexive competence is built on good conceptuunderstanding — a thorough foundational
competence’. They also note thakeflectivecompetence is only one aspect méflexive competence.

G A number of problems hinder the programme’s gbith develop reflective
competence. Firstly, the reflection activity is sotbmitted to the lecturey
which this limits the ability of the mediator towadop the sophistication @
the students’ reflective abilities ... Secondlyistkind of reflective activity
is very unevenly used ... Thirdly, a deep reflexbaenpetence is built on
good conceptual understanding — a thorough founidalti competences.
Most courses, however, focus too heavily on contnthe expense (¢
conceptual knowledge, and this limits studentslitds to develop the
conceptual tools necessary for reflection. Finakflective competence is
emphasised, while other componentseffexivecompetence, such as the
ability to integrate and make connections, are rbse

—h

=

Generally, programmes found it difficult to define reflexive competence, and to incorporate its
development formally into their curricula. Programme D, however, is contemplating ‘an optional
extra-credit assignment’ as a means of formalisintheir approach to reflexive competence.

D

D Exactly how and to what extent reflexive competn relevant to th
specialist role are developed within [Programme B] less clear
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Nevertheless, some lecturers did refer to reflectbompetence, which
constitutes an aspect of reflexive competencen.thé meantime, in the
wake of teaching practice, an optional, extra-d¢redsignment has bee¢n
offered to second-year students to help them tefiec their teaching
approaches relative to what they have learnedragfBmme D]. This is :
formal, if tentative, attempt at developing refleetcompetences.

&

Horizontal integration of competence — programme emphases

As one provider put it, [Students] are grappling with how to make connect® | don't think we are
doing enough of that and | think some of that is eted in not enough accountability perhaps, npt
enough talking about courses and not enough ongoiplgnning. This is at the heart of ‘horizontal’

integration envisaged in theNorms and Standards for Educatoneport. How, across the various
modules or courses that make up a programme, and aiss the various educator roles, is thg
‘making of connections’ catered for? Programmes AB, C and F seem to be designed with this kin
of integration in mind, while Programme H builds it into the course materials in a comprehensiv
manner.

Do P

A It was clear that the planning of each progranouoeurs as a joint team
effort in which members collaborate in informal afwimal ways in the
planning of the programme as well as consultindwéachers in the field.
Each module and parts of modules are connectecdb ether by their
position in the cycle of teaching. There is alsoregular movement
backwards and forwards to and from modules thratinghprogramme ...
The programme does not make any direct links witieio courses ang
programmes.

B Whilst [Programme B] has not consciously idegtifia set of roles that afe
expected of its learners, an analysis of its a@tiwiindicates that it align
itself very closely with the roles defined in tNerms and Standardgport.

[2)

C The recurring themes and common critical outcommewide horizonta
linkage across all the modules, and form the bdsis assessment.
Practitioners are assessed in terms of their wabiid integrate the
knowledge and skills delivered through differentdules.

F The teacher-learners are assessed in terms gbetences in five area
learning area and school related knowledge, comeation, classroom an
learner area methodology, classroom managemerdssassment.

oW

—

H There are links in the course materials betwaendifferent dimensions @
competence and the different educator roles enstsag theNorms and
Standards for Educatorgport.

Programme E seems to address several of the eduaatoles in implicit ways in various modules.
Integration across modules is also more implicit tan explicit, though a case study approach is no
contemplated to address integration across the savenodules that make up the course.

<

E Integration of the roles highlighted Morms and Standards for Educatars
does seem to take place in various modules butighi®t done or stated
explicitly in Norms and Standardserms. For example, aspects of the
citizenship and community role would be dealt vaghissues in history ¢
education (Education core). The role of interpreied designer of learning
materials seems to be a strong component of theddstcourses although
the competences may not be expressed as suchdnubses.

=

E Horizontal integration is assessed through teaclpractice, the research
essay and through each Methods course. The proggatmam members
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interviewed acknowledge that horizontal integrati@s not been strong
developed in the past in an explicit way. [A staféember] sums up hi
understanding of this in the following way.

In the past assessment was more discrete to eachilend_ast year we
simply had two exams — the modules were put togétitethe question
were separate... This year they are attempting toehte integration
happen through an integrated assessment task achesseven modules
that make up the course using a case study.

o<

\"2J

One Programme E staff member referred to the infornal level of integration that occurs at the
level of individuals, and in a context of ‘a certai amount of freedom’.

E ... [One team member] feels this integration lesgpat the level
individuals and occurs in a context of a certainoam of freedom t
develop identities in more nuanced ways.

Programme J is typical, among the ten programmes,fdahe extent to which the various educator
roles envisaged in theNorms and Standards for Educatorgport are addressed only partially and
implicitly.

J As far as the overall design of the programme&ascerned, the link
between the different courses may be describedeingy bmplicit or self-
evident, in that such links are not explicitly staeither in terms of learning
outcomes or assessment criteria.

192}

J A review of the course material, as well as asagnts and examinations,
suggests that only some of these contextual ralesaddressed. Cleargst
evidence is of the integration of the communitytizenship and pastoral
role ... qualities and issues such as sensitivnitygrpersonal relationships,
and providing socio-emotional support are dealbhwit

Programme B, in one of its partnership projects whih leads to a FDE qualification, finds that
horizontal integration is hampered when the progranme is provided by different institutions.
Programme |, a partnership comprising two universiy departments and one non-governmental
organisation, encounters the same obstacle, with éhthree institutions complementing each othef
but ‘in a rather desegregated fashion’.

B Horizontal ... integration is limited because [healification programme] i$
provided by different institutions.

o

I The links between the various courses and mogduteserms of coursg
design, context and assessment are very weak.bOadive planning at th
initial stages of the programme was very strongt bas weakene
considerably over the past few years. Whilst theying course content
offered by the three institutions appear to compgleimone another i
respect of the various competences that they hopkevelop in educators
they do so in a rather desegregated fashion. lattEmpt is made to ensu
that the different roles that educators are expetieplay are adequate
dealt with. In fact, the programme has not as pesciously examined thi
issue.

1o S P

U)\<a

In the case of Programmes D and G, with either indiduals or individual departments operating
relatively independently (in assessment and coursgevelopment respectively), it is not clear how
horizontal integration can take place in a consciosior explicit manner.

—_

D With each department largely free to manage it8n oassessmer
procedures, and in the absence of an inter-depataneassessment
committee, it is not clear how systematically theizontal integration o
skills is being assessed.

G Evidence from staff and from the course matesalggests that the many
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various courses and course writers operate indepgilydrom one anothe
in developing and teaching their subjects. Therditie if any team
planning or joint decision-making about:

* The overall purpose of the programme. A tightlyudsed programm
purpose is identified as crucial by the Norms aman&ards. The
HDE (JP) only refers vaguely to “upgrading” andésjalisation” as
a purpose.

« What particular contribution their subject makeghe realisation of
this purpose (and thus to the development of thows teache
roles).

« How the different subjects build on, and refer backorwards to,
other subjects in an attempt to develop an integrataching
competence.

* A coherent and jointly decided assessment strateafycould more
successfully evaluate the programme’s ability teedlgp an applied
and integrated competence within the programmdigsei® purpose.

. Structurally, the horizontal integration andvelepment of whole
competence is limited because subjects do not iumdibgether as a
programme.

D

1%

The case study researchers for Programme J noteddditionally, the absence of attention to the
role of scholar, researcher and lifelong learner @hough the programme leads to a level ¢

o7

qualification.

J TheNorms and Standardsould require substantial attention to the role of
scholar, researcher and lifelong learner in a fjoation at this level. The
review of the programme material yielded no evigen€ teachers being
required to conduct either empirical or literattgsearch.

INTEGRATION OF THEORY AND PRACTICE

The Norms and Standards for Educatoreport suggests that programmes should be
conceptualised and delivered in a manner whichgmates theory and practice, and strengthens
provider-workplace linkages:

o A programme should work closely with schools inesrtb develop learner skills.

o Teaching practice should be linked to the restefgrogramme, and students should be well
prepared for it. Teaching practice, again, showddirtiegral to the programme and not an
‘add-on’.

o Training should be contextually sensitive.

Programmes A, C, D, E, F and I, aided by the variosi types of links they have established wit
educators in their schools, appear to converge moslosely with the recommendations of th&lorms
and Standards for Educatorseport regarding the integration of theory and pradice.

A The programme attempts, although the successisfattempt cannot be
accurately measured because there is no formalssamsat, to assist
participants in interpreting the theory and applyiinto their teaching. The
do this by asking participants questions throughibet programme that
force them to conceptualise and interpret ideas thiedries and mov
towards concretising these in the context of thiissrooms ... Participants

<<

1]
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are frequently required throughout the programmeespond to writter
material and ask questions of that material whidhelucidate the theory,
One of the major skills they aim to develop in m#pants is the ability tq
critigue methodologies and material directly, andiriectly develop their
control over material and methodologies.

C The whole programme is based on linking theoryhwpractice, and
constructing theories which are tested and refingatactice.
D The very structure of [Programme D] creates linlkadgpetween subje

knowledge, educational theory relevant to the teachf that subject at
given level (referred to withifProgramme Dlas “pedagogic conte]
knowledge”) and the application of those two foroisknowledge in th
classroom. As a senior lecturer expressed it:
“Integration of content-knowledge and teaching pdracts central
to all [Programme DYourses”.
A key feature of the pre-service curriculum is tetudents be given the
opportunity to reach a reasonably high level ofvdealge in their specialis
subjects (equivalent to second-year universityll@véheir major courses
while at the same time developing a practical ustdeding of the
processes of learning and teaching science.

—

E The design of assessment tasks on the ProfekStudies and Educatio
courses does not appear to reflect a theory/peadtchotomy and this als
true of assessment of the Methods modules. Thedb&xperience cours
is where applied and integrated competence is @leatly demonstrated
and nowhere is there a theory/practice categavisati courses.

® O >

F There is a clear link between theory and praciisgeacher-learners are
required to apply what they have learnt in eachthef modules to th
classroom situation. During face-to-face sessibestéacher-learners share
the results of their actions in the classroom. Whele program is based an
linking theory with practice through action resédmarc

19%

The course emphasises skilling and theorisinguomqual basis. Theory |s
taught through traditional methods as well as mwbposing strategies |..
The programme does not havéeaching practice componeper se, since
its learners are already school-based. Assessnidaeamers at their site
does occur to some extent via the School Changgit&tmes, although this
is limited to the [non-government organisation] @ument of the
programme and, as noted earlier, severely constidg lack of funding.

n

Programme B has extremely close links with schoolbut evaluation reports suggest that it needs t
give more emphasis to enhancing the theoretical dls of teachers. One report suggests that th
programme should addresssome of the cultural norms and philosophicakliefs about the role o
children in society and the role of learners in tlidassroom.

B The Programme attempts to combine theory andsskil ensuring tha
theory is taught through problem-solving strategiesctivities such as
planning, designing, evaluating, suggesting sohgtio... [However,]
[Programme B] activities tend to focus too heawty science content, and
the teaching and learning of this content, as opghds an approach whigh
enhances the theoretical skills of teachers. Tleel fier [Programme B] to
place greater emphasis on theory rather than siaésalso been raised by
the IEQ Impact Assessment Report. The report stigdeat [Programme
B] training should addressome of the cultural norms and philosophical
beliefs about the role of children in society ahd tole of learners in the
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classroom.lt is apparent, therefore, that [Programme B] setedcreate &
more equitable balance between theory and pratticgign itself more
closely to theNorms and Standardgport.

=

Programme C stresses the importance of educatorsmstructing their own theories, which are then
‘tested and refined in practice’.

C Practice-based inquiry starts with practitiomefiecting on their practice at
the work place. This is followed by a workshop wehesractitioners
collaboratively inquire into their practice, andethby application at the
work place. The whole programme is based on linkimegpry with practice
and constructing theories which are tested andadfin practice.

Programmes H and J use learning materials and casgudies respectively to compensate for th
lack of access to educators in their schools.

H Using the example of the module Gmneating people-centred schoplsis
easy to see how theory and practice are closedgiated. Ideas regarding
the learning organisation are put into the contefkiocal schools and
students are provided with authentic case studiesxamples. Howevey,
the module on assessment is different in that wibilexplores different
assessment models, largely to do with assessingomes in the new
curriculum, in practice the assessment for the rieoduheavily dependent
on a final examination. The lecturer concernedpisroabout this and in fact
the issue is regularly discussed in his class. Bibevihere are parts of the
programme that seem to successfully integrate yhedth practice, there
are problems with the degree to which the progranrmmmlels’ what is
expected of educators.

J The nature and design of the programme is suttttibre is no observatign
of students in the classroom or the school sitnatitowever, an example
of one of the ways in which the programme attentpistegrate theory and
practice is through the use of case studies, ot wia lecturer described as
reconstructing the situation.The programme also draws upon the
experiences of students when formulating assignraedtexam questions,
thus ensuring that the programme is contextualhgisige.

J Although practical competence cannot be fullyeassd except through
observational methods, the programme assessesicptacbmpetence
through written questions as far as possible.

Programme G staff members recognise the lack of arategy to ‘link theory and practice in a
systematic way’, and are ‘open to suggestions as how a practical component can be added to th
programme’.

G The fact that the HDE (JP) programme does nottesehing practice for
either teacher development or assessment sevaretyg the programme’
ability to integrate theory and practice ... Teashendertaking the HDE JP
programme are not observed or worked with in thaiithentic” teachin
contexts or even in staged ‘micro-teaching’ situati during conta
sessions ... [The programme] also lacks any ottemat to link theory an
teaching practice in a systematic way. However @ting to staff and th
Vice Rector (Academic), “[we are] open to suggesticas to how
practical component can be added to the programiftedre is evidenc
that some staff members have already thought abeuand have handed
in a proposal which calls for classroom observation
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ASSESSMENT PRACTICES

TheNorms and Standards for Educatoeport suggests that the assessment practicesEban
programme must be applied and integrated:

o A programme should assess whether learners are tablategrate forizontally) the
knowledge and skills delivered through the différesurses/modules (and roles) which make
up the teacher development programme.

a

A programme should assess whether learners areacainiegrate \(ertically):
the ability, in an authentic context, to consideraage of possibilities for action, make

¢

considered decisions about which possibility téofel and to perform the ¢
(a practical competence);

hosen action

the theoretical basis for and the knowledge whicttewpins and informs the action taken

(foundational competence); and

the ability to connect decision-making and perfanoe (practical competence) with
understanding (foundational competence) and usetthadapt to change or unforeseen

circumstances, to innovate within one’s own pragtend to explain the re
these innovations and adaptations (reflexive coenuet);

asons behind

so that they can be described as achieving aneabalid integrated competence.

The assessment strategy should assess the extehictolearners have the ability teach in
authentic and changing South African contexts

Assessment should leegoing and developmental

Programmes A , B and C do not formally converge wit the recommendations of theNorms and
Standards for Educatorgeport. The particular programmes reviewed by the esearchers did not
contain formalised assessment procedures becauseeyhwere not designed as accredited courses.
Additionally, in the case of Programme B, the progamme team argued that a pass/fail approac
would undermine their close relationship with eductors and the confidence-building element of the
programme. However, the non-formal assessment praces of all three programmes seem to be in

keeping with key principles of theNorms and Standards for Educatorgport.

=)

14

A

The programme does not contain assessment practibich are standat
and formalised. The providers have adopted a cootis assessme
strategy. This continuous assessment, they argueedessarily fluid an
informal and is carried out by the facilitator thghout the programm
because it is s/lhe who needs to be sure wheredtieipants are at, if
order to know whether to continue or not. It iscafgecessary in order {
establish at which points further explanation iguieed, or if the pace 0
the course needs to be changed.

The programme can be seen to converge in annvaomway with the
assessment principles underlying therms and Standards for Educatg

assessment strategy ... There appeared to beng stease of commitmer
to assessment which is integrated and appliedadihdugh this programm
does not contain formal assessment, it is itsatioat moulded by a thres
of feedback which features throughout the course.

report, and ... could be said to have an ongoind davelopmenta|
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While [Programme B] welcomes the approach to ssnent suggested |
the Norms and Standards for Educatomsport, the programme has n
adopted a formal assessment practice for moss girdgjects. Convergend

Dy
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e

41



between its approach to assessment and that prbgmsdhe report ig
therefore not evident.

The classroom support record ... encourages dearto rate themselves
against a set of predetermined criteria. The ratdogrded by the learner jis
then discussed with the facilitator.

The assessment approach adopted by [Programifay@]rs quite strongly
the assessment of practical competence of its éesriut generally dogs
not assess foundational and reflexive competenseadaocated in th
Norms and Standards for Educatamsport ... Subject knowledge is not
used as an assessment criterion.

1%

Assessment is formative and for the purposesmpirdving practitioner
practice ... Assessment for each module requirastifioners to produce
portfolios where they collect pieces of work whitiey think demonstrat
what they have accomplished, how they have growhvamat reflections
have guided them in building their knowledge basd anhancing thei
practice ... The assessment strategy emphasisesextemt to whic
practitioners have the ability to carry out actiplans in authentic an
changing South African contexts.

4%

Programme B, in one of its partnership projects wiih is qualification-bearing, does howeve

converge much more closely with the recommendationsf the Norms and Standards for Educator
report.
B However, the assessment strategy adopted by rid@roge B] in [one of its

—

partnerships] demonstrates a high level of vertictggration. The projec
successfully attempts to assess in an integratetdinenathe three
competences suggested by M@ms and Standards for Educataeport —

14

practical, foundational and reflexive. It does tthisough the assessment |of

learner assignments, learner reports on workshepebaactivities, and

examinations. The classroom visits by field impletees are used to assess

the reflexive competence of learners.

Programme D appears to have the most comprehensivange of assessment strategies, and tk
closest alignment with the recommendations of thé&lorms and Standards for Educatorseport.

Programmes E and F also adopt a range of strategi¢és achieve integrated and applied assessment.
Programme D staff members themselves, however, raid concerns about reliability of assessmer]

results within and across the various departments.

ne

—

D

Various forms of continuous assessment are uiseldding:

o Group assessment by lecturers, the criteria fogsassent having been
provided in advance to students by the lecturers

a Peer assessment (e.g. group members assess omer amothe basis g
criteria provided by lecturers in advance)

o Individual oral assessment by means of discussind®en lecturer and
student

o Individual written assessment by lecturer of studenritten work

0 Review by lecturer of journals of work kept by stats

a Self-assessment by student of own work in termeritdria developed
jointly in advance between student and lecturer

... It therefore appears that the vertical intdgrabf competence is bein

promoted by comprehensive, varied, and innovatsgessment practice

=

ZNTS]

Moreover, many of the staff feel that their appto&x assessment is being

emulated in the classroom, by students from théegel during their
teaching practice sessions and by educators ifnesenho are participatin
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in the INSET project.

All lecturers observe their students in actiontlie classroom during the
teaching practice periods ... Some staff have dmend observing jus
their own students and have undertaken micro-resgarschools in orde
to improve their own understanding of the dynanaitteork in typical local
classrooms.

= —~+

The issue of reliability in assessment ... se@mie an area of weakness

within the [Programme D] course which the lecturkeve identified for
themselves and are seeking to address.

The course co-ordinators feel that formative ss®sent happens most

effectively in methods courses where tutors areemadsle to structure the
demands of assignments over a longer period of time

Students are able to resubmit assignments tanoatpassing grade after

being given feedback.

D

The research essay that students submit as p#nre school experienc
module is planned and drafted in consultation witkors in tutorials
throughout the year. Students are encouraged tmisabafts and discus
assignments prior to submission. There is alsoea editing process priq
to submission of the research essay.

= O

Assessment tasks in the modules seem to requilcation in a specified
or chosen authentic context, usually the studem¢’aching practice
experience.

my

All teacher-learners are required to compile sseasment portfolio whic
contains the following:

1. Portfolio activities including core and learningear journals and
activities which are self and peer assessed.

School visit report.

Profile information for further professional devpinent.
Learning area self audit of knowledge.

Tutor marked assignments.

GEAEN

The assessment is continuous and horizontalkedinacross five area
learning and school related knowledge, communinatidassroom an
learner area methodology, classroom managemeneanter assessment

12}

|-

The assessment focuses on five dimensions ohdedearners’ growth
participation in discourse; support for learnerbarge in attitude an
culture, leadership and attendance, and refleckod research. Th
assessment process entails developing an indexompetence againg
which the competence attained by teacher-learseassessed.

- O OO

Programme | has made innovative inroads into tradibbnal weightings of
examination marks, in pursuit of a developmental aproach to assessment.

assignment ang

155

The programme implements an assessment strategyig ongoing an
developmental, and uses a mixture of formativesamdmative approache
Formative assessment occurs through projects dweertvwo-year period,
whilst summative assessment occurs through theireagent of one
examination at the end of the two-year period. Essignments an
projects have an equal weighting, and the singlamexXwhich is &
requirement of only the university education deparit) is weighted
equally with other assignments by the department.

[®N
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Programmes G, H, | and J, on the other hand, diverg in various ways from the recommendations

of the Norms and Standards for Educatorgport. These relate, among the various programmeso:

o the lack of observation of teaching practice, whiclprevents the programme from assessing th
student’s ability to teach in authentic and changig South African contexts;

o insufficient workplace-based assessment, owing tarfding constraints;

o the use of content recall questions in examinationand assignments, which do not call for &

critical engagement with theory, or application topractice;

the lack of systematic feedback to learners on exanmations and assignments;

lack of variety in assessment instruments, and padularly the absence of assessment

practical competence;

reliance on summative assessment practices to datgéne a final result;

the voluntary nature of certain assignments and cdact sessions;

the lack of opportunities for students to present thft assignments;

the absence of ‘horizontal’ assessment across mods| particularly in instances where learner

assessment is undertaken separately by different pviders of the programme;

difficulties in assessing reflexive competence, thgh elements ofreflective competence are

evident;

o insufficient exploitation of the interactive potenial of learning materials to give in-text

0D

000D

O

feedback to learners, coupled with lack of monitorig of voluntary assignments and self-tests;

and
O expectations that learners will draw upon the knowedge and skills delivered through the othe

D

[4)

Df

courses, though such criteria may not be made expit to learners.

G The assessment practices of the Higher Diplormaid¢d Primary) differ
from the Norms and Standards so significantly thist unlikely to be able
to assess students’ “applied and integrated comeete There is ng
observation of teaching practice. As all the stuslém this programme are
practising teachers they are automatically givexcheng credit once all the
other requirements of the qualifications are metthle words of staff “our
programme is a distance education programme asdlifficult to observe
practice.” Without such observation a programme no&an asses
“‘competence”.

U7

G Examination questions asked in Teaching Scierigelike “Explain the
following terms in your own words: foundation phasaching strategies,
innovative creative” or “How does Kaplan distinguish between ‘innovative
learning’ and maintenance learning?are straightforward content recall
guestions. Neither call for a critical engagemeithwheory, or applicatio

to practice. Religious Education exam questioks, 1Discuss the general
aims of Bible Education in the primary schoadt “Name five differen
teaching methods that the Bible teacher could ssfodly make use of
reflect a similar tendency

G Assessment practices in the HDE (JP) rely heawilytraditional written
assignments and examinations, in which the questiposed can b
answered by referring directly back to the conteftthe course. Th¢
assessment instruments do not begin to assesstutenss ability to
problem-solve, or to integrate general theory wlith teaching of their ow
particular subject.

(4%

1Y%

-

G Both of these courses do attempt a few more patign'open’ and critical
questions, like Why do you think it is necessary for learners tmkh
creatively in the new South Africa@nd ‘The teacher should remember
that together with the learning content of the bjbprayer forms a very
important part of Bible Education. Discuss thistetaent”. A difficulty for
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the researchers lay in our inability to see markrdm scripts or memdgs
which would indicate the kinds of answers (and thasmpetences’
markers were rewarding.

This programme does not provide systematic feddlmn assignments,
which means that even where students do the aetivRuggested, th
answers are not used to teach and develop praclice. nature of
mechanisms currently in place to allow for feedbagportunities are
voluntary assignments andoluntary contact sessions. These two features
provide limited opportunities to work with studerda a continuous and
formative basis.

[¢)

The HDE (JP) assessment practices make use ypfooel of the option:
listed in the Norms and Standards. There is noeewid of other option
such as case studies, learner assessment of owaiterdearners’ practice
development of a portfolio of learning materialthreographic studies @
educational contexts, and so on. The emphasis dtiemrforms of
assessment suggests that the programme is nohttyrable to adequately
assess practical skills in the manner proposelarNibrms and Standards

=

The HDE (JP) relies almost exclusively on sumweatissessment practices
to determine a final result. The assignments atentary and are not paft
of a continuous assessment programme. It is onthenScience Subjects,
Computer Science and Environmental Education thatctigal work
covered in the contact sessions makes up 50% ofotlaé marks. Staf
members are however open to ways of addressingighige ... staff are
grappling with the new policy issues and are wgjlito change present
practices.

Assessment in the BEd programme is still very Imindine with traditional
assessment practices within the university as dewl@n average, 70% of
the final assessment of most modules is in the faram examination and jt
was clear from the discussion that assessment whintegrated across
modules.

Assessment is developmental in places, thougte ttle not appear to he
opportunities for students to present draft assims) even in the newer
modules, where assessment practices are more psogre.. There is an
element of developmental assessment in the seas¢éhthworkbook tasks
develop the student’s abilities and these are ssdedut the assessment
appears to be at the end of the course and natghout the course.

The ‘older’ style of assessment relied heavily @me end-of-year
examination, whereas the newer modules are pregaretiange that. A
‘new’, more progressive module ... has 50% of thgeasment as a fingl
examination or assignment. The workbook counts 38d the single
formative assignment counts 20%.

The BEd effectively does not assess the studeslitity to teach in
authentic and changing South African contexts, esithere is no teaching
practice associated with the BEd programme. éixjgected, however, that
through the coursework teachers will develop thiétalo reflect on their
teaching practice.

The programme does not assess whether learneesdthieved horizonta
integration of assessment as proposed inNbems and Standards fq
Educatorsreport. Learner assessment is undertaken sepabstéhe threg
providers of the programme. There is little evideraurrently of joint

=
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planning by the three institutions to develop appiie holistic and
integrated assessment strategies. It is importambte, however, that th
programme did attempt to implement an integratesessment model i
1994/1995. e model was not sustainable mainly because thee
organisations were based on different sites

Assignments are by and large geared towards singethe foundationg

competence of the learners. Projects are designedgess their practicpl
competence ... [the non-government organisatiomegdrattempts to assess

the practical competence of its learners informdhyough the use o

School Change Facilitators who monitor the prograssle by learners at

the school. Because the use of School Change tatmii has not bee
sustainable within the programme because of fundoanstraints

assessment at this level has not been consistenevident, therefore, that
the programme does not have an equitable balant® iassessment of the
practical, foundational and reflexive competendessdearners. Its focus is
mainly on the assessment of foundational competer to some extent

of practical competence.

The programme does not have a conscious strateggeal with the
assessment of reflexive competence. However, thgeehensive feedbad
that learners obtain from their assignments, tagethith an approac

which encourages learners to redo “poor” assignspedd incorporate

elements ofeflectivecompetence.

Whilst the programme agrees that school-baseésas®ent is an ideal fq
which to strive, it has not been possible for thegpamme to sustain th
because of the vast amount of resources that ayeired. Whilst the
assessment strategy of the programme as a whot& school-based, it i
school-focused by virtue of its practical projects.

The overall assessment design of the programme miot lend itself
to an ongoing developmental approach to the bugldiof
competence. As outlined in thé&tudent Guide, methods of
assessment are written assignments and examinaliioaach of the
five subject courses, learners are formally assebganeans of one
compulsory assignment and one examination. Lesrhewve to
obtain 50% on the assignment for admission to Kaenénation, and
there are opportunities for resubmitting the assigmt. However, it
is the examination mark that is counted for the ppaes of
certification.

=]
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Although across the five subject courses of ipoha there are ten
opportunities for assessment, the fact that therend conscious
integration of the different courses in the progmanmeans that the
students are effectively assessed twice for eadheotourses — by
means of an assignment followed by an examination:
.. it is not that we cannot assess the link betwgmctice and
theory. We can do this, but we don’t have suffioogportunities.
At most we assess ten times in two years. In dojectut is only
twice.

From our review of the course materials, it wWagarcthat though there a
self-tests at the end of each module no in-textldaek is provided
Furthermore, the completion of the self-tests is monitored. Therefore

[€

although opportunity is provided for students t@age with the materia
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they are reading, this is not entirely satisfactoryerms of theNorms and
Standardgroposals because students have no means to agsgber the
answers they have given to the self-tests are atmngght lines.

J Programme staff indicated that when marking assents and exams for|a
particular course, they would expect students swdnpon the knowledg
and skills delivered through the other courses. weéir it is not clear
whether such criteria are made explicit to students

(42

J As far as the notion of authentic context is eoned, the FDE differs wit
regard to theNorms and Standard# that there is no assessment base
observation of learners within their working coritex. It is clear that staf
understand the context of the learners and desiggstipns that ar
authentido that context, but they do not assisthe authentic context.

W —n 2
o
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THE SPECIALIST ROLE

The Norms and Standards for Educataeport suggests that EDS programmes should develop
teachers’ ‘'subject knowledge’ and ‘phase knowledgttie ‘specialist role’:

0 Subject knowledge teaching should be an integral giathe rest of the programme, and
should not be an ‘add-on’. The contextual rolesuthde integrated into the ‘subject
knowledge’ or ‘specialist’ role. Also, teaching ebgation should be integrated with content
knowledge taught.

1%

The programmes with the clearest mission to develop specialism, in the manner proposed in th
Norms and Standards for Educatorgport, are Programmes B (in-service programmes foprimary

science teachers), D (pre-service training for matimatics, science and technology), and | and J (in
service development of school management competehce

B There is much convergence between the mannehichwProgramme B]
deals with the specialist role of the teacher dwad $uggested by tiéorms
and Standardseport. The menu-driven approach ... allows for fteeible
integration of various content topics with otherr@ular issues ... a content
topic (like force) can be used as a vehicle foreaching method or p
curricular issue like language development ... [de&r] there is little
evidence to indicate a similar emphasis on intégmain its assessment
practices.

D [Programme D] staff generally evince a strongssenf the necessity o
develop in their students the practical and fouodat competence
described in theNorms and Standards for Educatorsport for the
specialist role, and the ability to transfer thesmmpetences between
contexts.

)

The specialist role is in a sense an inherentgfathe programme since the
programme itself specialises in the developmenediicators as schop
leaders and managers. Since the FDE programmepsiémimprove the
leadership and management skills of educators,coné& read Subject”
knowledge asrhanagemetritknowledge.

J The FDE programme has as its main purpose deugldpe specialist rolé
of a teacher as educational manager. In the casanofducationa|
management qualification, the specialist role ithatsame time one of the
five other roles — that of leader, administratod amanager. All five subjeq

A%
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courses which constitute the programme are geaedartls the
development of this specialist role.

An absence, manifested in several programmes, of @icit integration of the proposed contextual
roles into the specialist role is exemplified in Regrammes G and |.

1"

G The lack of integration between courses ... ingpaegatively on the
programme’s ability to link generic contextual End competences to the
specific demands of phase and subject. There iscross-referencing
between courses and there are also no joint assatativities.

I Given the fact that the programme is directedntya@t school managers, |it
is not surprising to find that little attentionpgid to roles such as mediator
of learning interpreter and designer of learninggpammes and materials.
The programme also pays no conscious attentionet@évelopment of the
community, citizenship and the pastoral role, andd the Norms and
Standards for Educatonrgport.

Programme H is not concerned with a specialism. |

H The programme does not pretend to develop theia® role of the
teacher as a learning area or phase specialist.

Programme A (an in-service development programme dding with assessment practices
emphasises the phase specialism rather than leargjrarea, as its programme addresses a Cros
curricular competence.

A In terms of the specialist role, the programmeuldosee itself as
developing a necessary general teaching speciatisafassessmer
practices), more patrticularly focused on the phase not located in a
particular learning area.

—

Programmes C, E, F and G do not address specialigibncerns at the level of learning areg
knowledge. Programmes C and E deal with ‘pedagogknowledge’, but assume that learning ared
knowledge, as an element of foundational competendeas been acquired elsewhere. Programmes
and G are focused on phase specialisms, and do oldress learning area issues.

C The Programme C places a great deal of emphasisigroving practica
and reflective competence. In an INSET programrhés reasonable tp
assume that practitioners have some foundatiomapetence on which tp
build.

E In the HDE (Secondary) the overarching ‘spediatide’ is that of subject
specialist in two learning areas. This is taughbtlgh the Methods courses.
The Methods courses, for the most part, assumeegukpowledge has
been developed in undergraduate qualifications dndnot see their
function as being to develop this subject competeBtaff argue that there
is insufficient time on a one-year diploma to deywelfoundationa
competence ... Students are directed to teachswurees in their subject
areas and encouraged to use these where they maedle in specific
content knowledge areas. On some courses, lectuiéset assignments t
develop weak content areas.

O

F The [Programme F] approach is cross-curriculad ancorporates
Foundation Phase and Intermediate Phase Studid3, &@d Multi-level
teaching. There is no separate content.

G The foundation phase ... has as its subject ledyd “specialism’
Numeracy, Literacy and Life Skills. None of thesee eoffered as
compulsory subjects within the HDE (JP), althougfs ipossible to study
one of these as an “elective” ... at a second-y@zel. It is only in the
Teaching Science 11 modules that any referenceageno numeracy and

48



literacy, but then the focus is on how to teachs¢heather than on th
subject knowledge which constitutes these learamegs. Clearly then, th
HDE (JP) does not respond to the Norms and Stasdardgestion tha
teachers be given a deep grounding in their spsicglbject(s)...

—

Programme E does, however, give more attention toedrning area knowle
(primary).

dge in the HDE

E

emphasis is also on teaching methods although thexrestronger focus o
developing content knowledge than with the HDE (®e&ary) methods

content.

On the HDE (Primary) students work with five leag areas. The

5
courses. Primary students may be weak in spe@éiming areas such as
Mathematics and sessions are scheduled specifit@llfhe teaching of

N

The res
offered at sufficient depth, given that the progranme is categorised as a fourth-y

earcher responsible for the study of Programe G argues that the su

bjects may not bg
ear qualification.

G

[Another] problem lies in the depth at which sdt§ are offered. To
many, it seems, are offered at a second-year kegbite the programm
being categorised as a fourth-year qualification.

0
e

A member of the Programme E staff observed that prgramme staff need not feel under pressure
to ‘prove yourself as a mathematician’, but ratheras a ‘maths educator’.

E

[You] are not under pressure being in a Maths dépent to keep provin
yourself as a mathematician — you can develop @&mtity as a math

J

U7

educator with an interest in curriculum.

APPROACHES TO PROGRAMME DESIGN

The Norms and Standards for Educatamsport suggests that an EDS provider should adopt
inductive rather than deductive approaches to arogre design.

For example:

o An EDS programme should be designed on the basiesgfarch, and some or all of this

49

research should be conducted among target lea@ensersely, a programme should not be
designed through a deductive ‘desktop’ exercise.



Most programmes have some means of shaping their ggramme design, and the attunement of th

design, through research which varies in frequencyintensity and rigour. On occasion, ‘gut feeling’,

based on the teaching experience of staff, complenighis research, and in some cases it has been

difficult to distinguish, given the scope of this esearch, between ‘teacher wants’ and a rigorou

analysis of ‘field needs’. Generally, strategies eptoyed include:

o partnerships with government departments which diretly impact on their ability to conduct
in-depth research;

O ensuring that their material is shaped around prodwts of authentic South African classrooms;

o employing trainers who have classroom experience;

o designing the programme in conjunction with classrom practitioners and basing it on
classroom realities;

a working ‘from where the teachers/participants are & and allowing that experience to shape
the material;

O input obtained from needs analysis workshops to delop a relevant programme;

o ‘modelling’ processes that are closest to learningnd teaching in the classroom, before deciding
what is needed at the higher levels, that is, thelsool, the district, the region and the province
to support and sustain improved learning and teachmg in the classroom;

o establishing research working groups to steer theasearch component of the project;

O encouraging staff to attend research workshops ando register for research degrees (and
securing the necessary donor funding to support tk); and

o programme staff obtain information from assignmentsin which students are asked to identify g
problem at their schools.

On the other hand, most programmes are also shapéday policy developments, such as Curriculum

2005, and therefore programme design is at least gy a deductive ‘desktop’ exercise. Strategid

choices at the level of programme purpose may be i#en by a more deductive approach in that

they are closely related to policy developments amatiorities in the transformation of education.

D

()

A Another way in which the providers have strengt their links with the
schools, in terms of programme design and provjsian through
partnerships with government departments whichctyrampact on their
ability to conduct in-depth research. This is pritgabecause their access
to funding is reportedly stronger, and it is ontyaugh being funded that
they can conduct research.

A They [ensure] that their material is shaped adopnoducts of authentic
South African classrooms across the variety ofdgigias well as employing
trainers who have classroom experience.

A The programme was designed in conjunction wisgfoom practitioners
and is based on classroom realities. It is worttingathat the programmge
under review has itself undergone many revisiortsiarstill doing so as a
result of the Northern Cape experience. The appraac design camn
therefore be described as fluid, in that the idéahmnge and revision
appears to be written into the programme. Thereamu to be a strong
desire that no aspect of the programme should be ss fixed. The
providers make full use of target group input iraad feedback on
programme design, though the final construction ahéping of the
programme is managed from within the organisation.

A The providers acknowledged that their materiak waobably not alway
ideal, because they work from where the teachatsfjpants are at an
allow that experience to shape the material. I8 #gain the notions @
common-sense and practical application appear &irbag determinants i
shaping material.

= Pt & . v
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In conclusion it might be said that the desigrprapch and process |s
largely inductive in that it situates the designtloé programme with th
end-user right from the start. However, stratediocices at the level g
programme purpose are driven by a more deductipeoaph in that they
are closely related to policy developments and ripigs in the
transformation of education.

= (D

Learners have an important involvement in thégieand implementatio
of the programme. It is [Programme B] dogma thvatre project/workshoy
series begins with a needs analysis of teach&mgfamme B] staff utilise
the input obtained from the needs analysis workshopevelop a relevant
programme.

=)
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The programme is not designed on the basis ehsgite researchwhere
researchers would spend a year in the classradentifying needs. It i
instead designed on the basis of a gut feelinghafrevteachers arat. The
needs analysis workshop conducted at the starverfygprogramme help
in this process ... [Programme B] thus uses a coatioin of inductive andl
deductive approaches in the design of its prograsnme

\"2J

[

The design of the training programme started witlits to districts. The
project team met with parents, teachers, principal$ other stakeholder
The team conducted a training needs assessmehedrasis of which th
training programme was designed. The programmethers presented t
the Department for approval.

O W m

Systemic elements are important for the sustdityabf the project. The
project takes an ‘inside-out’ approach. The firkpsis to model thos
processes that are closest to learning and teadhitige classroom. Th
second step is to decide what is needed at theehiglels, that is, th
school, the district, the region and the provinoestpport and susta
improved learning and teaching at the classroonelleVhe project is
attempting to develop strategies for improved legyrand teaching at the
classroom level and to develop structures and peasethat support and
sustain that improved learning and teaching at u@gous levels. The
learner and the classroom are at the centre obsahprovement.

S

In practice, the college’s research programrmstiilsat an embryonic stage
and, as it stands, the programme has been desitpuedtively rather than
inductively. To address this issue, a small researarking group has been
established amongst the [Programme D] senior $taffteer the overall
research component of the project. Staff are emgmd to attend research
workshops and register for research degrees, ardiny has been secured
from the Open Society Foundation and the FounddtiorResearch and
Development for further study by staff towards shidher degrees.

The design of the training programme started witheview of relevant
literature and a survey of training needs. Nati@ral international experts
in distance and open learning assisted in the desfgthe programme.
Ongoing monitoring and evaluation is used for paogme review and
refinement.

[The institution in which the programme is loacjtdoes carry out a limited
form of ‘needs analysis’ in order to inform themurse design. Howevey
this focuses only on part of the field — teachef®wnay want to study
further — rather than assessing the needs of glbiitant stakeholders.
Secondly, a methodology that is able to separatehtr wants from field
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needs must be established. Finally, an assessmrntie trends and needs
should form part of the research that occurs.

A positive development ... is that in TeachingeSce 11 questionnaires
have been designed and from this year teachersbwilhble to complet
these at the end of the course. This feedbackr@iogpto the documen
will help to “identify problems and improve the g¢sa”. The programm
has also recently entered into partnership wittoslshin Mamelodi to run
workshops for teachers. Staff believe that teadkedback from this
programme also influences the HDE (JP) curriculum.

4%
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The programme team felt strongly that they hdiédeheavily on their own
teaching experience as well as current researchdesign the BEG
programme.

The programme was originally designed on thesakresearch undertaken
by [one of the programme co-ordinators] in 1993/Bde study framed the
needs analysis of the course. It identified 19 dasimpetency skills that
were needed by school managers and leaders toféaived in schools
Latterly, however, the design of the programme Hk@Eome more
deductive. Currently there is evidence of both oithe and deductive
approaches to the course design. [One of the progeaco-ordinators
suggests that more extensive research needs todeetaken in designing|a
programme of this nature.

=D

Curriculum design for [non-government organisat@mponent] is based
on the needs of its learners, and is fairly flexibBoth [university
departments] have developed their courses accortinghe needs of
potential learners; however, in the last few ydhey have designed their
courses according to the expected outcomes.

There is evidence to suggest that a combinafi@mdactive and deductiv
approaches is used in the design of the programrmiiae forerunner to thi
programme was the mixed-mode programme which igently conducted
from the Hammanskraal campus. The FDE distanceatidncprogramme
is thus informed by this mixed-mode programme.

1%

)

The University has been conducting a researcleqirahe main aim o
which is to identify the changing needs of schobtkscturers pointed ou
that, on the basis of the responses we got, it is cleat aspects of th
modules will have to be changed so that they carelegant to the needs of
students at their schooli the case of the financial management module,
for examplethe course is designed to take into account thetfet 80% of
schools do not have a school-fusctount.

D = 7

In the course of the research project, studemt® vasked to respond to
questions about their current problems, and som&hefneeds emerging
are:

» principals do not know how to tackle redeployment;

» financial management;

* how to involve parents and the community (this erotbf governance i
a new one for most schools - parents and teaarersot sure aboy
how best to effect their new responsibilities);

» how to interpret the new labour relations act.

192}

—

Lecturers also obtain information from the assignts in which student
are asked to identify a problem at their schools affier a solution using
the theory and concepts arising out of the modldssies emerging are:

2]
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human rights, drug abuse, sexual abuse of chil@flgnteachers an
other pupils) is a real problem

the safety of the children has become a major gconce

teacher absenteeism

dealing with teacher resistance

the role of parents.

Programme E stands alone in its admission that, asprogramme located within a higher education
institution, it has not had the freedom to redesigrits programme on any other than a deductive
policy-driven basis.

E ... We've never really had the freedom to desigvhale programme lik

this [by doing a needs analysis or research inteds} and | thin
generally speaking we have been very conservabeatathis ... We hav
never embarked on a total programme redesign becawes thought th
COTEP prevented us from doing that by its spedifioa of what needs to
be included.

Programme D raises the dilemma, as an evolving, invative project, of the nature of research that
it should be conducting.

D There is also the difficult question — not yetalwed within the thinking o
the college — as to what constitutes appropriaseareh for an evolvin
college catering largely to a disadvantaged ancreleloped education
environment.

=

APPROACHES TO QUALITY ASSURANCE

The Norms and Standards for Educatageport suggests that EDS programme providers should
demonstrate characteristics that are likely to nitaken a self-improving, a learning organisation.

For example:

o An EDS provider should have a system of coursestetl review.

0 An EDS provider should keep — and use purposefuicords of learners.
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Most programmes also have some means, informal otleerwise, of assuring programme quality. A
common issue is that there is a lack of systematigan of quality assurance activity, some of which
seems to be innovative and effective but highly infmal. At times, also, it is not certain that
ostensible quality assurance activity always leads programme improvement. As one programme
member put it, there are certain things that crop up again and dgaand | don’t think that we have
always grasped the nettl®On another programme it seemed thatthe various aspects of qualit
assurance are randomly and spontaneously discudsgdieads of Department with the staff and the
left to individual members to implemenfThough there was in some programmes evidence of
predisposition to reshape programmes on the basisf @xperience, there was little evidence @
thorough piloting of new initiatives. Systematic tracking of learners also seems to be rea

Generally, strategies employed include:

o independent evaluations, especially among the normgernment organisations;

o feedback from the field;

o staff reviews and performance appraisals, in someases imminently to be linked to pay
progression;

O programme reviews and course reviews, in some casesmgoing but usually ranging in
frequency from every one to every three years;

o the use of classroom observation to assess the degyto which training has been successful, and
to observe the use of training materials in the cksroom;

o the use of peer review and cross-pollination of idgs among staff;

o the identification of indicators of good practice aong the target audience of the programme;

O to ensure the validity of examination results, obtming advice on learners’ examination scripts
from other institutions to get feedback on the levierelative to university courses;

o the use of external consultants from tertiary instiutions;

o public self-analysis by the presenter on how succdsl a course was, during which the presente
reviews his or her plans with the learners and distsses the extent to which outcomes were
attained;

o feedback, obtained by means of questionnaires, froprincipals of teaching practice schools;

o staff development workshops;

o records of marks and formal assessments may be keph students, along with qualitative
information on problem cases;

o a ‘teaching contract’, in which the balance betweeneaching, research and extension servige

work is specified according to individual productivty and skills

peer assessment of teaching performance;

cross-referencing of marked assignments, portfoliassessment and tutor-monitored assessment

exercises;

external examiners’ reports;

regular school visits, including learner evaluation

openness in the development of courses, with peeefiback;

learner involvement in providing feedback to the ppgramme organisers;

the development of profiles of each learner; and

effective team work.

"o 5=

=
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The organisation which provides the programmdabe characterised as|a
nascent learning organisation. A strong internairéeto develop is eviden
in the way the providers describe themselves at agethe way in whicl
they develop and deliver programmes. The structilv@shave been set up
within the [Programme A] unit itself as well astire wider organisation are
all clearly designed to promote the developmerd tdarning organisation.
However, as strong as that might appear to bepithders acknowledge
that there was a need to have more frequent indepémvaluations.

—

[®X

A In the everyday context of the organisation, étteos of continual feedback
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and incorporation of feedback from the field appean have bee
institutionalised, and it would appear that thedfesck impacts on th
training mechanisms developed by the team.

D

Staff reviews, in the form of performance appaiss take place annually,
and the [Programme A] team conducts an annualweefdts programmes|.
Again, the need to externalise this process mighwe useful and healthy
to the organisation.

The providers use all classroom observationssgess the degree to which
the training has been successful as well as torebgsbe use of training
materials in the classroom.

[Programme B] — perhaps more of late — demorestrsiirong characteristi¢s
of a self-improving and learning organisation. Taeent introduction of it$
performance management system is meant to imphaveftectiveness an
quality of its programme.

o

Peer review is a critical component of qualitgwance in the institution.
[Programme B] promotes the cross-pollination ofaslebetween staff
members, and almost all material that is publishedProgramme B] is
subject to peer review.

One of the mechanisms by which [Programme B] &asured its selft
improvement has been the external evaluations & khadertaken|
[Programme B] has been evaluated regularly by eatezvaluators whos
findings and recommendations have been utilisedherself-improvemen
of [Programme B].

— (D

The identification odemonstrable characteristics of what [Programme| B]
considers to be goastience teachin{Bateson) is an initiative that is likely
to ensure continuous growth amongst staff, and nitakeself-improving
and learning organisation.

(D

Course and training reviews are undertaken oromgoing basis. Th
evaluation of training includes an assessment & tuality of the
facilitation process. Programme review and systemaflection happen
on an ongoing basis. Cluster and school visits aatgitional means fo
systematic review and monitoring of the projecte3d different forms of
review provide the basis for programme redesign.

-

There is no established formal staff review pssce

[Programme D] has from its inception been subjectvaluation of various
kinds. Foremost amongst these to date has beemraralareview by the
Department of Education and funders of [ProgramnjepB&rformance
against predetermined targets. Looking more tofuh&re, [Programme D]
has itself put in place a systematic formative eaabn framework, whicl
will draw upon outside consultants to examine sdeens areas.

To ensure the validity of examination result® #nd-of-year examinations
for Year 2 students are sent to advisers from othstitutions to get
feedback on the level relative to university coarse

Fairly extensive use has been made of externasutants from tertiary
institutions as a means of quality assuring thetad curriculum.

Within departments, ber less formal processes exist to promote qua
According to senior lecturers, each section of eamlrse should conclud
with a public self-analysis by the presenter on llo&t section went, durin
which the presenter reviews his/her objectives ksdon plan with the
students and discusses the extent to which theg agrieved. Apparently

A (@) CD
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this is happening to a limited extent.

Principals of [teaching practice] schools are esskto complete
guestionnaires giving feedback on the programme amndking
recommendations.

Although there have been no formal staff perfarogaappraisals as yet,
staff of the INSET project are in the process dfdducing performanc
reviews using an instrument derived from Leeds ©rsity’s school of
education.

1%

Every Wednesday, 15h00-17h00, there is a stafeldpment workshop
featuring curriculum development, research repioo staff or outsiders,
presentations by departments, etc, which furthentriutes towards
improving the quality of the programme.

=

Records of marks and formal assessments areokeptudents, along wit
gualitative information on problem cases.

The system of [academic and administrative stadffiew is current
undergoing changes ... A major change is likelyb® the linking of
remuneration and salary scales to performance,tlaegl way in which
performance is assessed is currently the subjetisofission. A university
wide teaching contract is also going to be intradljdn which the balanc
between teaching and research and extension seveitewill be specified
according to individual productivity and skills fhe three areas reviewed —
teaching, research and extension work. Part of dhange involves
developing a new mechanism for peer judgementawhiag performance.
This may take the form of a committee.

D

The HDE staff ... go through an annual interrmirse review and course
planning process ... The development of a systeroofse review along
the lines suggested Byorms and Standards for Educatoray contribute
to greater communication across modules and mésetefe use of existing
feedback on courses. [A staff member] comments:
This kind of model that we are trying to developehior the Education
course] requires a fair amount of communicatiorMy own experience i
that we go through student feedback every yeartlagigk are certain thing
that crop up again and again, and | don't think thae have alway
grasped the nettle.

O

For the time they are registered students andhftaw years afterward
there are detailed records of student assessmeoh \ahe accessible arn
well kept. However, there is no systematic trackafgstudents althoug
individual lecturers may do so as part of their aesearch.

jo_"

There is regular evaluation of courses by learmard tutors. The course
materials are also assessed by national and ititenabexperts, approved
by external experts in the field and evaluateddayriers and tutors. Support
systems, including tutoring, are systematically itwoed by a central team
and evaluated by learners. There is ongoing tuaimihg.

The quality of learner-assessed work is assuhedugh a variety of

mechanisms which include:

1. sampling of marked assignments

2. tutor training in moderation

3. central course team guidelines

4. cross-referencing of marked assignments, portfalssessment and
tutor-monitored assessment exercises
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5. external examiner’s report
6. regular programme of school visits

Teacher and school improvement are monitoredutfirrincipal surveys
regular school visits, and learner evaluation.

The HDE (JP) staff and [institutional] managememicognise the

importance of a systematic quality assurance systamhalso recognise th
lack of such a system at [the institution] in tlasip At present a number
relevant but fragmented actions take place whicmtrdute to an
assessment of programme quality ... This is aneésgive array of qualit)
assurance activities. A missing feature is theesgatic structuring an
integration of these activities.

O <<

There are no formal structures for self-review ao procedures to ensu
that different kinds of feedback are assessed aed tised for cours
change, and there is no evidence of a set of ieritegainst which thg
programme is evaluated. Instead, it seems, th@wsraspects of qualit
assurance are randomly and spontaneously discubgedHeads of
Department with the staff and then left to indivatlumembers tg
implement. Staff also acknowledge that discussiogeisveen the variou

departments in the HDE (JP) are limited and asalrehanges take pla¢

in anad hocmanner rather than uniformly across the varioymdenents.

<O

[2)

An important gap in quality assurance [is] thatrses are not pilotec
According to staff the reason for this is that ehier simply “no time” to dg
this.

[The institution] however is in the process oftisg up formal structure
according to the Norms and Standards document.eTWwikinclude self-
review procedures, student evaluation of coursed,caurse review. [Th
institution] also hopes to write its own policy Quality Assurance. If theg
innovations, as well as the fragmented practiceined above, werg
integrated into a system and complemented by arwédee of activities, &
quality assurance system geared at ongoing irstitit self-improvemen
could be established. However, at the momentathdénocand fragmente
nature of these activities prevents us from debggiljthe institution’s]
guality assurance system as convergent with thposeads of the Norm
and Standards.

192}
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With the move towards a more materials-based rarome, there is
resulting openness in the development of courshereTis peer feedbag
from other staff members, and although some lerguremarked that th
process was ‘scary’ it was also felt to be wortHe/hsince learning
materials were improved continuously.

D

k

D

To a large extent, the programme demonstratesactaistics of a selft

improving and learning organisation, as proposedtha Norms and
Standards for Educatoneport. Both outsiders and learners are involve
evaluating and monitoring the programme at variderels. Externa
agencies commissioned by [the non-government asgtan partner] hav
undertaken regular evaluations of the programmd, [re two university
departments] obtain feedback from external modesatorespect of learne

assessment. Learners are also involved in provideepback to the

programme organisers, either through questionnairesia the Schoo
Change Facilitators.

din

19}

Records of learners that are maintained by tlgnamme basically consi
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of sets of marks. No complex analysis of these sm@lundertaken by the
programme. The original application form [designéy the non-
government organisation partner] provides a usafofile of each learner.
[A team member] suggests that they are currentheldping a cluster
profile of learners that they are finding quite fuse

J It is clear that programme members are engagadtivities that are likely
to make them a self-improving and learning orgaiona
J Programme team members seem to work togethertesmg and a

great deal of collaboration and discussion takeselalthough one
programme member commented that such collaboratiah team
work isoften informa) and thaive should structure that more.

J The notions of self-improvement and being a legrorganization
are not yet systematic features of the programmbat\Vis needed
perhaps is the formulation of procedures and mashenthat will
ensure that the characteristicsseff-improvemenandlearning built
into the design of the programme.

PROVIDER-WORKPLACE LINKS

The Norms and Standards for Educatoreport suggests that programmes should be
conceptualised and delivered in a manner whichgmates theory and practice, and strengthens
provider-workplace linkages:

o A programme should work closely with schools inertb develop learner skills.

o Teaching practice should be linked to the reshefrogramme, and students should be well
prepared for it. Teaching practice, again, showddirtiegral to the programme and not an
‘add-on’.

o Training should be contextually sensitive.
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Most programmes have provider-workplace links, whit vary in intensity and depth. Modes of
relating to schools include:

a

[ W ]

O

Several programmes noted, however, that the ethog many schools is still inimical to progressive
teaching practice. For example, as one programme @awdinator observed: Approximately 30
second-year students voluntarily spent two weekshefr July vacation teaching winter school to lok;
matric pupils. In observing their teaching, | wasugprised and disappointed to see that most of th
had reverted to ‘talk and chalk’lt is beyond the scope of this research to invegtite the causes o
this failed expectation. However, in another prograanme, the lack of co-operation from school staf
to implement management changes at the school seetosbe ‘an indicator that the links between
the programme and the school are not unproblematic’

teacher forums, established and supported by the pwider;

classroom support for learners;

sequences of key programme activities which begimd end at the workplace;

micro-research in schools in order to improve stafunderstanding of the dynamics at work in
typical local classrooms;

rotating students through a variety of schools (forteaching practice) — some well-resourced
others severely disadvantaged — to expose them toariety of authentic contexts;
in the case of one PRESET programme, drawing upomsights and experienced gained fron
the INSET programme which is run from the college;

in the case of one PRESET programme, the appointmef a PRESET/INSET Advisor, who
sits at the point of intersection between the tworpgrammes, and is therefore able to facilitate
the cross-pollination of the two curricula;

in the case of one PRESET programme, in-service asroom educators are invited to give inpu
to curriculum development and to run staff developnent workshops for lecturers, to keep them
in close touch with the reality of the classroom;
in the case of one PRESET programme, in-service ecators are asked to help assess studen
and give input on developing the assessment critarused by programme lecturers;

in the case of one PRESET programme, teachers frothe teaching practice schools come int
the institution each week to exchange perceptionsitly the students and their lecturers, and
develop a shared understanding of the reality of # classroom situation;

pre-service students teach in schools where the g@amme, through in-service projects under
its umbrella, is already making interventions to inprove the quality of teaching;

teacher and school improvement are monitored throulg principal surveys, regular school visits,
and learner evaluation;

strong links between the work sites and the programe are maintained by ‘school change

facilitators’, who play an important mentoring role for learners; and

students are recruited from a cluster of schools aspposed to individual or school-basec
recruitment, which enables the programme to develotrong links with departmental district
officials.

A

The provider and school links are increasinglingeestablished on a more
formalised basis. The providers, in setting up heacforums on a
provincial basis, are remaining in contact with thehools after thg
programme, as well as initiating contact with sdlorior to the
programme. The providers, in working in close parship with
departments of education, have managed to gairromgstr and more
credible foothold in their relationship with scheol

A"

[Programme B] describes itself as ianservice — in-serviceprganisation
as opposed to anut of service — in-serviceorganisation, which takgs
teachers to workshops out of their school contef@ogramme B]
conducts INSET in conditions in which teachers lbeac The classroom
support provided by [Programme B] field implemeatés key to the
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INSET approach adopted by [Programme B]. The abassr support
activity brings the workshop to the classroand is used to strengthen
provider-workplace linkages ... Although there iscartain degree of
communication between [Programme B] and school cjpéais,
[Programme B] does not have strong linkages withgthool as a whole.
Its linkages occur mainly through the teachers ig@pgting in its
programmes.

The first [aspect of Programme C] is on-the-jadining and support fo
provincial and regional education officials. Thaiming and support i
related to the daily tasks of these officials. Theus of the on-the-jol
training and support is on policy development, plag, budgeting
implementation, community involvement, monitoringdaevaluation and
management. Training is needs-based and focuséueataily tasks of thg
education officials.

O U=

3%

At the school and district levels, the trainimggramme includes up to four
key teachers per school, principals, school gowgriiodies and distrig
officials. Programme experience focuses on asgidtie target group i
managing change as well as becoming independditatrinquirers and
solvers of problems in work or school situationer Ehe target group [0
teachers], a sequence of key activity types takeeplwhich begins an
ends at the workplace: ... During the first phésegractitioners undertake
number of structured activities at the workplacat tare geared toward
raising their consciousness on the module. In ¢oersd phase practitioners
meet in a selected school for a two day workshopthen module. The
workshop is organised around collaborative learnifige practitioners
identify an issue of concern and draw up an acstpategy to address the
issue when they go back to their work place. At therkplace they
implement their action strategy and observe theltgsvhich they may usg
to revise the strategy. In the third phase, thetfiianers gather together in
a cluster meeting at a selected school to sharereftett on their action
strategies. They report on their action strategied the facilitators assegs
the portfolios that show what the practitionerséndene. The assessment is
formative and meant to improve practitioner praetim the fourth phasg
facilitators visit practitioners at the work sifEhe purpose of the visit far
facilitators to understand the context in which thractitioners operate,
observe and assist the practitioners in settingalqwol-based structures o
support improvement. In addition, facilitators alassess the extent fo
which the training programme is having an impadhatschool level.

- -

n o
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Some staff have gone beyond observing just thwin students and have
undertaken micro-research in schools in order terawve their own
understanding of the dynamics at work in typicabloclassrooms.

By rotating students through a variety of schalsing that time — som
well-resourced, others severely disadvantaged egl@mme D] hopes t
expose them to a variety of authentic contextsiwitthich they may apply
their knowledge and practice their new-found skills

O D

(@)

The designers of the PRESET curriculum are astiiate in being able t
draw upon insights and experienced gained fromIN&ET programme
which is run from the college. The INSET programimeuses primarily or
teaching practice (e.g. through workshops presetatéa-service educatots
on how to present a particular topic in maths oe @i the sciences),
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although a certain amount of content-knowledgeaitumally also covered

during the workshops. The basic approach, theto, gever content throug
methodology rather than methodology through conterfhe
PRESET/INSET Advisor, who sits at the point of istction between th

two programmes, is therefore able to facilitate ¢hess-pollination of the

two curricula.

From time to time, in-service classroom educasoesinvited to give input
to curriculum development and to run staff develepmworkshops for

[Programme D] lecturers. This is seen as a meakedp [Programme D

in close touch with the reality of the classroom.skrvice educators are
also asked to help assess students and give inpudeweloping the

assessment criteria used by [Programme D] lecturers

Two-way feedback is seen as a useful mechanisnddweeloping insigh
and understanding amongst students and lecturées. d&or example
during the first week of teaching practice, studespend alternate day
observing lessons at a school and discussing tblegervations an
impressions with lecturers. On the Friday of thael, the teachers fro
the schools come into [Programme D] and exchangeeptons with the
students and their lecturers. Thus, it is hopddpetispectives can be airé
and examined, and a shared understanding of thieyrefithe classroom
situation be developed.

[Programme D] staff are still not entirely satsf with the programme g
teaching practice. In interviews with the researclae number of then
commented that they would like to have been abfedos more closely o
issues surrounding the school experience, sucWasit should student
really get out of teaching practice? How can theyhblped to get it? Wha
do in-service educators get from the students? Vyakergy can bg
developed between the college and the schools?

Programme staff noted, too, that the ethos ofynsmmools is still inimica
to progressive teaching practice. The Academic ¥Reetor’s report of 3
September 1998 relates that:
“Approximately 30 second-year students voluntarpgns two weeks @
their July vacation teaching winter school to locadatric pupils. In
observing their teaching, | was surprised and dsapted to see that mo
of them had reverted to ‘talk and chalk’.”

In the case of the Maths students, the studeatsraolved with the Math
Education Project (MEP) and are attached to MEPRash This means tha
they teach in schools that are ‘typical’ of schablt are not well resource

and where the project is attempting to make intetieas to improve the

quality of Maths teaching ... The HDE programme foasal and informa
links with the Teaching and Learning Resources @e(ILRC) and itg
contact schools.

=
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School visits are organised by Academic co-otdisato assess and ass
the teacher-learners with the implementation oftfeelules ... Teacher ar
school improvement are monitored through princigalveys, regula
school visits, and learner evaluation.

ist
d

The strong links between the work sites and tlog@amme are maintaine
by the School Change Facilitators, who play an irtgyt mentoring role tg
the learners. Since students are recruited fromiuater of schoolsas

d

opposed to individual or school-based recruitméh& programme ha

(2]
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developed strong links with departmental distri¢ficials. School and
cluster sites become involved in the programmeutiincthe recruitment of
individual learners who have applied to do the seu6chools are informegd
of the involvement of learners in the programmethg School Chang
Facilitators. The comments made by learners in [tien-governmen
organisation] Evaluation Report of 1995, in whibkyt indicated the lack @
co-operation from school staff to implement manageihchanges at the
school, are an indicator that the links between ghegramme and th
school are not unproblematic.

4%

=

D

Programmes G, H and J appear to have the weakeshlks with schools, although Programme J ha
maintained its relationship with teachers in Hammaiskraal, where the programme originated,
which helps to keep staff in touch with what is hapening in schools.

G Most of the lecturers in the programme have B&pee of teaching in
schools, but there is no systemic effort within giregramme to develop
ongoing links with schools.

H While the course is designed to be delivereddistance mode, 24 hours pf
contact time is provided through tutoring. The tegh time is three ful
Saturdays for each core module. The contact sessie full-day sessions
to cut down on travelling and accommodation costs.

J There is no assessment based on observationaofefe within thei
working contexts. The links and contact that staé@mbers have with
schools are through their learners ... They a kgt up to date with wha
is happening at schools through their contact wigachers at th
Hammanskraal campus.

—*

11

PROFESSIONALISM

The Norms and Standards for Educatorsport suggests that EDS programmes — and the
programme ethos — should develop teachers as edgndfessionals and lifelong learners.

o Learners, for example, might be involved in progmandesign and implementation, either
formally (for example through decision-making stures) or informally (for example, by
making decisions regarding the nature of theirgasaints).

o Student-initiated activity (like involving themsels in tutoring schemes) might be recognised
towards the qualification.

o A programme should offer possibilities for ongoipgpfessional development. To this end,
delivery should be flexible enough to allow praicigsteachers to attend.

o Assignments should be designed to encourage presdéring within authentic contexts.

o A programme should prioritisand teachcritical engagement, reasoning and reflective
thinking.

o A programme should ground teaching in a wider $pe@nomic and political understanding
and awareness.
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a

a

Programme staff might be involved in policy-makiagd/or other social development
activity outside of their mainstream activity.

A programme should develop an ethos which activarigourages lifelong learning and
ongoing professional development. How does theititisin handle recognition of prior
learning (RPL)? Does the institution actively recmservice learners?

All of the programmes address the enhancement of pfessionalism. Strategies employed include:

a
a

a

O

0O000D

making use of both past and future participants’ irput in designing programmes;

training educators for a mentoring or training role, for example as ‘lead teachers’, who arg¢
encouraged to create support structures and stimuta professional activity at district level;

the establishment of ‘teacher forums’, in which fomer programme participants involve
themselves in self- and peer-tutoring;

in the case of one PRESET programme, students ard@ved some input into the development
and application of assessment criteria for their ow work;

in the case of one PRESET programme, students ar@@uraged to participate in voluntary
community-service schemes such as teaching at wintschools for matriculants, and an
optional, extra-credit assignment helps them to rééct upon this experience and relate it tg
what they are learning;

in the case of one PRESET programme, students aré/gn opportunities to provide feedback to
the lecturers on their professional ethos and perfonance;

the involvement of teachers and former students ithe marking and assessment of assignments;
learners are encouraged to pursue higher qualificéns;

learners are trained in action research;

one programme views teachers aagents of change rather thaabjects to be changed

the aim of one programme is to restore the confidexe and professional status of the primary
school teacher as an equal intellectual counterpatb teachers at other levels in the education
system; and

programme staff members may be involved in policy-raking bodies as well as working with
other organisations and participating in broader deelopment programmmes — in one
programme the annual staff review recognises and qglires this involvement.

D

The providers make full use of both past and reitparticipants’ input ir
designing programmes.

o

One can see clear evidence of developing thendear as extende
professionals, in that participants are frequetiljned to take the trainin
back to the field.

(@]

In the Teacher Forums, which the organisationsédting up, forme
participants will be enabled to involve themselireself-and-peer tutorin
of a sort. The degree to which this will be awar@delditional credit is a
yet unclear. However, it would seem that the pressdwould encourag
teachers to use this as a contribution to the phlaosted concerning th
number of hours which professional teachers wiltdxguired to perform ir
order to retain their registration.

(‘D(‘Dulu

=

The [Programme A] staff members are involved arying degrees, o
policy-making bodies as well as working closelyhwirganisations, bot
governmental and independent, on various other eeldted socia
development programmes.

= 2D

This material [partly developed by the particitsgnnot only provides
support while the participant teacher is introdgcinew assessment
methods into her classroom, but also acts as aulstanfor ongoing self
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development.

The [Programme B] principle oeémpowerment of teachers for se
development and professiorggowth ... highlights the programme ethos
developing teachers as extended professional &idng learners. In ling
with the idea of lifelong learning, [Programme Blieves that in-service i
an extension of pre-service.

of

174

L

(2]

Learners have an important involvement in thagiheand implementatio
of the programme.

=)

Teacher participation in programme delivery anahagement is reflecte
in the collaborative engagement model of the programme. This
underpinned by [Programme B] ideology which seeshiers asgents of
change rather thawbjects to be changed Hence courses are run at tim
that suit the needs of practising teachers. Codases are arrived at aft
consultation with students at the needs analysi&shop.

es

1%
—_

Lead teachers in particular, are encouraged terpaesentations at variol
levels, particularly on policy matters. Lead teash&re also encouraged
create support structures at district level. Trergctures facilitate ongoin

professional activities such as the hosting of reme exhibitions, the

organisation of common examinations, the manageraadt sharing o
material resources, and peer review. In this wag principle ofthe
institutionalisation of sustainable teaching, leBrm and management
realised.

S
to

g
[

Informal reflective action and thinking is ...ogpnoted by encouragin
teachers to report to their peers on what they h@as in the classrooms.

[Programme B] staff are actively involved in pgtimaking at both nationa
and provincial levels. They have contributed to hbdanguage an
curriculum policies that are currently being pupiace in the “new” Soutl
Africa. Staff members are encouraged to share jdatend workshops an
conferences, undertake presentations and pargcipat broader
developmental programmes.

o - =

[The programme has adopted] a problem-solvingagmh that encourage
educators to share richer understandings of priofegsconcepts, skills an
values.

2S

o

The critical outcomes promoted by the modulesluthe increasec
competence of practitioners as:

» critical inquirers;

e creative thinkers;

e communicators;

« team workers;

* responsible professionals; and

» change agents.

)

Recurring themes in all modules are:

» policy development and implementation;

* managing change;

» transforming teaching and learning processes;

» developing and managing resources in under-resg@egronments;
» facilitator skills and processes; and

e quality assurance.

The total programme experience for the praciifienis based on an tk

ne

—h

practice-based inquiry approach which is an exp&akprocess, a cycle ¢
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inquiry where practitioners:

* identify an element of the vision they want to &efai, something they
want to change or improve, collect information abthat element in
order to understand it more clearly;

e generate as many ideas for action (strategiespssitge and make an
action plan with the action strategy that seemstmaeeful in their
context at this time;

* act by carrying out the plan and systematicallylectl information
about what happened;

« think about what happened, reflect together orrékalts;

e draw conclusions, evaluate what happened; and

« plan the next action based on their reflectionsvbat is needed tp
achieve the vision.

A variety of strategies are employed to developsiudents the desired
professional ethos. For instance, students arevetlossome input into th
development and application of assessment criferidneir own work.

4%

Students are encouraged, but not compelled, ttcipate in voluntary,
community-service schemes such as teaching at wisthools for
matriculants. An optional, extra-credit assignméetps them to reflect
upon this experience and relate it to what theyleaming.

—F
QD

It is made clear to college students that theiturers are expected to se
professional example, and students are given oppitds to provide
feedback to the lecturers on their professionabsthnd performance.
Lecturers report that written feedback has occadlipitbeen solicited from
students, with eye-opening results, e.g. “Lectéeras unprofessional i
that she ...”. Unflattering cartoons of “Departmahin Action” have been
used to generate discussion amongst lecturers tanérds of what they
consider to be professional conduct. Newspapertepoe frequently use
to stimulate debate on professional and ethicaleiss(e.g. students are
asked to comment on reports of misconduct or mail@dtration from local
schools). Lecturers seem agreed that this “operidigmlicy has improveg
their own professional standards:

“At first we lecturers found this frightening — somere furious! —

but we have learned to accept criticism nowLecturer)

—

o~

Ongoing professional development for practisimgchers is possible
through the other courses that the School of Edutaitfers (see Part One
and the times the various courses are offeredthagénto account.

The HDE is also seen as a path for fast-traclstugients to a Masters
degree and students who show potential are idedtdind encouraged to
reqister.

Program staff are involved in a range of reseapcticy and educationa
initiatives outside the school of education andirtteanual staff review
recognises and requires this involvement.

O

The Professional Studies and Education courgepatticular, attempt t
ground teaching in the wider social, economic aglitipal arenas.

The [Programme F] approach promotes lifelongrieay. Teacher-learners
are introduced to action research and this provides a richer
understanding of professional concepts, skills amldes. Practitioners af
encouraged to develop their own materials and desigir own workshop
at the workplace. [Programme F] also prepares &arfor postgraduat

<'D \*2J m
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studies.

One of the objectives of [Programme F] is to arstthe confidence an
professional status of the primary school teacleam equal intellectug
counterpart to teachers at other levels in the ailut system.

1

At a structural level the HDE (JP) does open ppootunities for teacher
to continue with their studies. Successful HDE (Stfaplents have access
both a B.Ed. programme — with a stronger academitd — and othe
Further Diploma programmes.

= ~+ O
o

It was felt that this was a difficult phenomenorassess. The hope was t
students of the B.Ed. programme were indeed eqdifpbecome extende
professionals; however, it was recognised thatptmgramme could ng
substantiate this.

hat
d

The provider offers significant possibilities foongoing professiong
development in two ways. Firstly, it promotes tlaeilitation of cluster
meetings that encourage peers to engage in sedfafenent, and second
it offers a formal opportunity for learners who pake FDE course to d
the Bachelor of Education Degree, which many leareould not have
had the opportunity to do otherwise.

The programme is grounded in a wider social, ecun, and political
understanding and awareness. The team members tddetieve that
schools function in isolation from the broader eariment. The course 0
Contextual Problems in South Afripmovides a particular emphasis in t
area.

Staff members of both [the non-government orgatios] and [the
university] are actively involved in national andopincial committeeg
working on education policy development.

Lecturers indicated that the fact that a proportof the students wh
complete the FDE in Education Management go on BoEal. gives somg
indication that the programme does instil a ddsirdurther learning.

Programme staff are intent on encouraging stuidégrtaction, the sharin
of knowledge and ideas and learning from each othavhich are all
essential components of professionalism ... Furimgications of how the
programme develops the idea of a teacher as andedeprofessional an
lifelong learner, albeit indirectly, are evidenceg the involvement o
teachers and ex-FDE students in the marking andesssgent of
assignments. In addition, one staff member mendotha&t in terms of
assessment practices and design, one option migta vite students t
sit on a panel which explored aspects related égptbgramme design ar

—
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assessment.

As Welch and van Voore (1999) point out, ‘one of & functions of theNorms and Standardsvith
regard to extended professionalism is to ensure thaarticulation across institutions is possible
through the standardisation of the level of equivant qualifications’. They note, however,
anomalous articulation difficulties at one universiy between the FDE and the B.Ed.

The University’s current requirement that non-degréDE students should comple
Education 2 and 3 before entering a B.Ed. impltest the FDE is not a level
qualification, which its REQV allocation would impl

pte
6

One college-based programme has experienced studeasistance to the introduction of innovative

and varied examination practices.

D

At the beginning of 1999, students refused taevsupplementary exan
scheduled for 19 January because they objectduetintlusion of an org
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exam in addition to tests and assignments. Theyedarandidates who had
scored over 40% to be treated differently from ¢éhado had scored less
than 40%. As a result, the supplementary exams wletayed till 25
January. The knock-on effect of this disruptedlibginning of classes and
the teaching practice.

The case study researchers for Programme | noted & while the non-government organisation
partner in the consortium was able to be highly reeptive to learner input into course design, the
university environment is more constrained in thisregard.

Through the School Change Facilitators, who ftt#¢ feedback to th
programme organisers, learners are able to cotgribubstantially to th
design of the [non-government organisation] compon& the course|
Since the University environment is mocenstricted, it cannot be as
flexible to learner input on course design and enpntation. Howevet
learner inputs are considered by [one of the twigarsity departments]. It
is interesting to note, though, that learner inpas not facilitated when
[one of the two university departments] changed ohé&s courses from
non-exam status to exam status. Many of the as&gtsrare not open to
student choice. The exceptions are the practicajepts that student
undertake for [one of the two university departrsgand in some instances
where the nature of the assignment topic includase cstudies and
scenarios.

WD

[72)

One programme, in contrast, is experiencing some fliiculty with:

a
a
a

the building of a new ethos of collaboration, reseah and informal study;
building structures for peer support;

the development of a curious and critical attitudeto learning and to teaching as a profession;
and

teacher influence on curriculum development.

olo

Extended professionalism also refers to buildimgew “ethos” or “culture’
which encourages collaboration, ongoing researdio ipractice, and
ongoing formal and informal study ... The programdaes not actively
develop a new attitude.

The idea of working with other teachers in thesachool or other schoo|s
— on joint research projects, or peer evaluatiforsexample — is not buil
into the programme. Instead, teachers are simphcderaged” to form
study groups, and then these are geared directhgdisting each other to
pass the course.

—

The HDE (JP) ... tends to construct learners wanch as curriculum
receivers, rather than as curriculum developersesearchers. Generally,
very little attention is paid to developing the d&iof environment which
builds a culture of “extended professionalism”.

To a certain extent [a critical and interactigarhing style] is attempted
the Teaching Science 11 module, where teachemnaauraged to think g
their own stories, games and drama activities te wuhen teaching
numeracy and literacy. However, while urging atyisiy learners, none d
these activities encourages the development ofiausuand critical attitude
to learning and to teaching as a profession.

-+ 3
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Student involvement is limited to participatiam initial ‘needs analyses
before courses are written, and recently some qmstse evaluations.
Aside from these two activities, the programme dumismake provision fof
teachers to influence the curriculum in a formal atructured way. In fact,
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the very confusing structure of the programme -hwérminology for
different ‘booklets’ and ‘courses’ being used icte@ngeably, and wit
little guidance as to what constitutes a full pagka makes it difficult for
students to enter a discussion ... The staff rdseghis limitation and ar
willing to set up formal structures through whictudents can begin t

—

O

influence curriculum development.
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CHAPTER SIX
FINDINGSOF THE CONVERGENCE ANALYSIS

Chapter Five has presented a cross-case analytsis fonvergence analyses’ which constituted
Part Four of each case study. The eight categofiasalysis employed are closely based on key
issues which underpin tidorms and Standards for Educataeport (Department of Education,
1998). This Chapter presents findings regardingetktent to which EDS programme providers
are already implementing the recommendations oRttrens and Standards for Educataeport.
First, specific findings are presented with resgectach of these eight categories. At the end of
the Chapter, a range of general findings are alssemted.

TEACHER COMPETENCE

Vertical integration of competence — programme emphases

1 Programmes A and B aim to address foundationalpaadtical competence, with emphasis
on the latter.

2 Programmes C, D, E, F, G, H, I and J aim to addresgpetence in an integrated manner.

3 Of the above, however. Programme C places less asigplon foundational competence;
Programme E emphasises reflexive competence; Pnogea H stresses foundational
competence; Programme G focuses on content knowlealgpects of foundational
competence; and Programme J emphasises foundagiothg@ractical competence.

Assumptionsregarding foundational competence

4 In two of the ten programmes, there is an assumjltiat foundational knowledge, or at least
aspects of foundational competence, have alreagly dequired by other means.

5 The Programme B team, who work with primary scieleeehers, noted, however, that many
of their teachers have themselves had limited axgo$o science as learners, and that
confidence and competence as science teacheraciineg because of this gap in a key aspect
of foundational competence.

Under standings of foundational competence

6 A common understanding of ‘foundational competengas that it entails the linking of
‘subject knowledge’ and ‘pedagogic knowledge’.

7 Two programme teams added to this the importancepludse-specific knowledge,
particularly, in the case of Programme B, the nieednderstand the developmental learning
potential of young learners.

8 Two case study researchers argue, on the basiseofanalysis of Programme G, that a
‘deep, underlying knowledge’, including ethical kviedge, of the ‘foundations of subjects’
is what generates the ability to solve problema discipline, to engage with new content, to
understand what difficulties learners may expemerand to appreciate why and in what way
a topic needs to be addressed in the curriculum.

9 The Programme D team argued that the linking dfiplimes is necessary to add breadth as
well as depth to the content knowledge aspectswidational competence.
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10 The Programme E team make a case for the develdpofenompetence in research
conventions and discourse.

K nowledge construction as an aspect of foundational
competence

11 The Programme C team argues that the construcfikmawledge through ‘practice-based
inquiry’, as opposed to the transmission of thevidedge of others, is an important aspect of
foundational competence.

Under standings of practical and reflexive competence

12 Two case study researchers argue, on the basiseofdnalysis of Programme G, that a
superficial approach to the development of prattmampetence may marginalise the
development of the ability to assess situatiorsn ptonsider options and make decisions on
the basis of analysis of particular situations.

13 Again on the basis of their analysis of Programmeh® same case study researchers note
that ‘a deep reflexive competence is built on geodceptual understanding — a thorough
foundational competence’. They also note that céfle competence is only one aspect of
reflexive competence.

14 Generally, programmes found it difficult to defineflexive competence, and to incorporate
its development formally into their curricula. Pragpme D, however, is contemplating ‘an
optional, extra-credit assignment’ as a means oim&tising their approach to reflexive
competence.

Horizontal integration of competence — programme emphases

15 As one provider put it, [Students] are grapplinghwiow to make connections. | don’t think
we are doing enough of that and | think some of ihawooted in not enough accountability
perhaps, not enough talking about courses andmaigh ongoing planning. This is at the
heart of ‘horizontal’ integration envisaged in tNerms and Standards for Educators report.
How, across the various modules or courses thatermgik a programme, and across the
various educator roles, is the ‘making of conneicatered for? Programmes A, B, C and F
seem to be designed with this kind of integratiomind, while Programme H builds it into
the course materials in a comprehensive manner.

16 Programme E seems to address several of the educéds in implicit ways in various
modules. Integration across modules is also mopiginthan explicit, though a case study
approach is now contemplated to address integraionoss the seven modules that make up
the course.

17 One Programme E staff member referred to the irdibtavel of integration that occurs at the
level of individuals, and in a context of ‘a cent@mount of freedom’.

18 Programme J is typical, among the ten programmgghe extent to which the various
educator roles envisaged in the Norms and Standardsducators report are addressed only
partially and implicitly.

19 Programme B, in one of its partnership projectscwhéads to a FDE qualification, finds that
horizontal integration is hampered when the prognanns provided by different institutions.
Programme 1, a partnership comprising two universitepartments and one non-
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20

21

governmental organisation, encounters the sameadbstwith the three institutions
complementing each other but ‘in a rather desegeddgashion’.

In the case of Programmes D and G, with eitherviddals or individual departments
operating relatively independently (in assessmadt@urse development respectively), it is
not clear how horizontal integration can take pliaca conscious or explicit manner.

The case study researchers for Programme J natddioaally, the absence of attention to
the role of scholar, researcher and lifelong leaatiough the programme leads to a level 6
qualification.

INTEGRATION OF THEORY AND PRACTICE

22

23

24

25

26

Programmes A, C, D, E, F and I, aided by the varitypes of links they have established
with educators in their schools, appear to convengst closely with the recommendations of
the Norms and Standards for Educators report regarthe integration of theory and
practice.

Programme B has extremely close links with schdulg,evaluation reports suggest that it
needs to give more emphasis to enhancing the thearekills of teachers. One report
suggests that the programme should address sonie afultural norms and philosophical
beliefs about the role of children in society ahe tole of learners in the classroom.
Programme C stresses the importance of educatossraoting their own theories, which are
then ‘tested and refined in practice’.

Programmes H and J use learning materials andstadis respectively to compensate for
the lack of access to educators in their schools.

Programme G staff members recognise the lack thtegy to ‘link theory and practice in a
systematic way’, and are ‘open to suggestions dmto a practical component can be added
to the programme’.

ASSESSMENT PRACTICES

27

28

29

30

31

Programmes A , B and C do not formally convergélite recommendations of the Norms
and Standards for Educators report. The partiquiagrammes reviewed by the researchers
did not contain formalised assessment proceduresulse they were not designed as
accredited courses. Additionally, in the case afgPamme B, the programme team argued
that a pass/fail approach would undermine theiseleelationship with educators and the
confidence-building element of the programme. Haosvevthe non-formal assessment
practices of all three programmes seem to be ipikgeawith key principles of the Norms and
Standards for Educators report.

Programme B, in one of its partnership projectsciwhs qualification-bearing, does however
converge much more closely with the recommendatiminghe Norms and Standards for
Educators report.

Programme D appears to have the most compreherasige of assessment strategies, and
the closest alignment with the recommendationshefNorms and Standards for Educators
report. Programmes E and F also adopt a rangeatégies to achieve integrated and applied
assessment. Programme D staff members themselesgevar, raised concerns about
reliability of assessment results within and actbgsvarious departments.

Programme | has made innovative inroads into fi@wit weightings of assignment and
examination marks, in pursuit of a developmentarapch to assessment.

Programmes G, H, | and J, on the other hand, dévarg various ways from the
recommendations of the Norms and Standards for &digreport. These relate, among the
various programmes, to:
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o the lack of observation of teaching practice, whigtevents the programme from
assessing the student’s ability to teach in auib@mid changing South African contexts;

o insufficient workplace-based assessment, owingndihg constraints;

o the use of content recall questions in examinatesassignments, which do not call for

a critical engagement with theory, or applicatiomptactice;

the lack of systematic feedback to learners on @ations and assignments;

lack of variety in assessment instruments, andqudaitly the absence of assessment of

practical competence;

reliance on summative assessment practices toeta final result;

the voluntary nature of certain assignments andaocbisessions;

the lack of opportunities for students to preseattdissignments;

the absence of ‘horizontal’ assessment across resdphrticularly in instances where

learner assessment is undertaken separately leyafiffproviders of the programme;

difficulties in assessing reflexive competence utfto elements of reflective competence
are evident;

0 insufficient exploitation of the interactive pot@&itof learning materials to give in-text
feedback to learners, coupled with lack of monitgrof voluntary assignments and self-
tests; and

O expectations that learners will draw upon the kmolgk and skills delivered through the
other courses, though such criteria may not be reagkcit to learners.

[
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THE SPECIALIST ROLE

32

33
34
35

36

37

38

39

The programmes with the clearest mission to devalspecialism, in the manner proposed in
the Norms and Standards for Educators report, mmgr&@nmes B (in-service programmes for
primary science teachers), D (pre-service trairigrgnathematics, science and technology),
and | and J (in-service development of school mamemt competence).

An absence, manifested in several programmes, pficéxintegration of the proposed
contextual roles into the specialist role is exefigal in Programmes G and |.

Programme H is not concerned with a specialism.

Programme A (an in-service development programnairde with assessment practices)
emphasises the phase specialism rather than lgaeme®a, as its programme addresses a
cross-curricular competence.

Programmes C, E, F and G do not address speaalisterns at the level of learning area
knowledge. Programmes C and E deal with ‘pedagagieviedge’, but assume that learning
area knowledge, as an element of foundational ctenpe, has been acquired elsewhere.
Programmes F and G are focused on phase speciabsimsdo not address learning area
issues.

Programme E does, however, give more attentioreaoning area knowledge in the HDE
(primary).

The researcher responsible for the study of Progmau@ argues that the subjects may not be
offered at sufficient depth, given that the progmenis categorised as a fourth-year
qualification.

A member of the Programme E staff observed thagmarmome staff need not feel under
pressure to ‘prove yourself as a mathematiciart rétlher as a ‘maths educator’.

APPROACHES TO PROGRAMME DESIGN

40

Most programmes have some means of shaping thegramme design, and the attunement
of the design, through research which varies igdescy, intensity and rigour. On occasion,
‘gut feeling’, based on the teaching experiencestaff, complement this research, and in
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some cases it has been difficult to distinguisivegithe scope of this research, between

‘teacher wants’ and a rigorous analysis of ‘fieldeds’. Generally, strategies employed

include:

o partnerships with government departments whichctireimpact on their ability to
conduct in-depth research;

Q ensuring that their material is shaped around pmiedwf authentic South African
classrooms;

o employing trainers who have classroom experience;

o designing the programme in conjunction with clasaropractitioners and basing it on
classroom realities;

a working ‘from where the teachers/participants areaad allowing that experience to
shape the material,

O input obtained from needs analysis workshops teldgva relevant programme;

o ‘modelling’ processes that are closest to learrdnd teaching in the classroom, before
deciding what is needed at the higher levels,ithdhe school, the district, the region and
the province, to support and sustain improved iegrand teaching in the classroom;

o establishing research working groups to steergbearch component of the project;

O encouraging staff to attend research workshopst@amegister for research degrees (and
securing the necessary donor funding to suppc};tand

o programme staff obtain information from assignmentswhich students are asked to
identify a problem at their schools.

On the other hand, most programmes are also shipegblicy developments, such as

Curriculum 2005, and therefore programme desigatiteast partly a deductive ‘desktop’

exercise. Strategic choices at the level of prognanpurpose may be driven by a more

deductive approach in that they are closely relétepolicy developments and priorities in
the transformation of education.

Programme E stands alone in its admission thag peogramme located within a higher

education institution, it has not had the freedometdesign its programme on any other than

a deductive, policy-driven basis.

42 Programme D raises the dilemma, as an evolvingmvative project, of the nature of research
that it should be conducting.

QUALITY ASSURANCE

43 Most programmes also have some means, informaltterwise, of assuring programme

quality. A common issue is that there is a lacksgétematisation of quality assurance
activity, some of which seems to be innovative affdctive but highly informal. At times,
also, it is not certain that ostensible qualityuaaece activity always leads to programme
improvement. As one programme member puhiére are certain things that crop up again
and again, and | don’t think that we have alwayssped the nettléHewlett, 1999). On
another programme it seemed that the various aspécjuality assurance are randomly and
spontaneously discussed by Heads of Department théthstaff and then left to individual
members to implement. Though there was in someranoages evidence of a predisposition
to reshape programmes on the basis of experieheeg twas little evidence of thorough
piloting of new initiatives. Systematic tracking lefirners also seems to be rare. Generally,
strategies employed include:
o independent evaluations, especially among the meergment organisations;
o feedback from the field,;
o staff reviews and performance appraisals, in soasesimminently to be linked to pay
progression;
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programme reviews and course reviews, in some aasgsing but usually ranging in
frequency from every one to every three years;

the use of classroom observation to assess theeadgr which training has been
successful, and to observe the use of trainingniaégen the classroom;

the use of peer review and cross-pollination caglamong staff;

the identification of indicators of good practiceneng the target audience of the
programme;

to ensure the validity of examination results, obtey advice on learners’ examination
scripts from other institutions to get feedbacklom level relative to university courses;
the use of external consultants from tertiary tnstins;

public self-analysis by the presenter on how swsfaés course was, during which the
presenter reviews his or her plans with the learaerd discusses the extent to which
outcomes were attained;

feedback, obtained by means of questionnaires, fpoimcipals of teaching practice
schools;

staff development workshops;

records of marks and formal assessments may beokeftuidents, along with qualitative
information on problem cases;

a ‘teaching contract’, in which the balance betwéeaching, research and extension
service work is specified according to individuedguctivity and skills

peer assessment of teaching performance;

cross-referencing of marked assignments, portf@lgsessment and tutor-monitored
assessment exercises;

external examiners’ reports;

regular school visits, including learner evaluagion

openness in the development of courses, with peetifack;

learner involvement in providing feedback to theggamme organisers;

the development of profiles of each learner; and

effective team work.

PROVIDER-WORKPLACE LINKS

44 Most programmes have provider-workplace links, Wwhiary in intensity and depth. Modes
of relating to schools include:

a

0O0Oo

O

teacher forums, established and supported by thadar;

classroom support for learners;

sequences of key programme activities which begthemnd at the workplace;
micro-research in schools in order to improve stafflerstanding of the dynamics at
work in typical local classrooms;

rotating students through a variety of schools (f®aching practice) — some well-
resourced, others severely disadvantaged — to exfiumsm to a variety of authentic
contexts;

in the case of one PRESET programme, drawing upsiglits and experienced gained
from the INSET programme which is run from the eg#;

in the case of one PRESET programme, the appointofean PRESET/INSET Advisor,
who sits at the point of intersection between tixe programmes, and is therefore able to
facilitate the cross-pollination of the two curriau

in the case of one PRESET programme, in-servicesidam educators are invited to
give input to curriculum development and to runffstéevelopment workshops for
lecturers, to keep them in close touch with thditseaf the classroom;
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o in the case of one PRESET programme, in-serviceadrs are asked to help assess
students and give input on developing the assedseri#rria used by programme
lecturers;

a in the case of one PRESET programme, teacherstfrerteaching practice schools come
into the institution each week to exchange peroegtiwith the students and their
lecturers, and develop a shared understandingeaktility of the classroom situation;

Q pre-service students teach in schools where thgrammme, through in-service projects
under its umbrella, is already making interventioménprove the quality of teaching;

o teacher and school improvement are monitored thrquincipal surveys, regular school
visits, and learner evaluation;

o strong links between the work sites and the prograrare maintained by ‘school change
facilitators’, who play an important mentoring rd¢e learners; and

o students are recruited from a cluster of schoolgpg®sed to individual or school-based
recruitment, which enables the programme to devetopng links with departmental
district officials.

Several programmes noted, however, that the ethamamy schools is still inimical to

progressive teaching practice. For example, as mmogramme co-ordinator observed:

Approximately 30 second-year students voluntarpgrg two weeks of their July vacation

teaching winter school to local matric pupils. lserving their teaching, | was surprised and

disappointed to see that most of them had reveotaalk and chalk'. It is beyond the scope
of this research to investigate the causes of fdiled expectation. However, in another
programme, the lack of co-operation from schodf $taimplement management changes at
the school seems to be ‘an indicator that the llmdsveen the programme and the school are
not unproblematic’.

45 Programmes G, H and J appear to have the weakkstith schools, although Programme J
has maintained its relationship with teachers inmhenskraal, where the programme
originated, which helps to keep staff in touch withat is happening in schools.

PROFESSIONALISM

46 All of the programmes address the enhancement afegsionalism. Strategies employed
include:

o making use of both past and future participantsutrin designing programmes;

a training educators for a mentoring or training rdte example as ‘lead teachers’, who
are encouraged to create support structures amdlate professional activity at district
level;

o the establishment of ‘teacher forums’, in whichnfier programme participants involve
themselves in self- and peer-tutoring;

o in the case of one PRESET programme, students |lkoeed some input into the
development and application of assessment criteritheir own work;

O in the case of one PRESET programme, students rmceumged to participate in
voluntary community-service schemes such as tegcham winter schools for
matriculants, and an optional, extra-credit assigmimhelps them to reflect upon this
experience and relate it to what they are learning;

o in the case of one PRESET programme, students ige® @pportunities to provide
feedback to the lecturers on their professionadetnd performance;

o the involvement of teachers and former studentghan marking and assessment of
assignments;

o learners are encouraged to pursue higher qualditst

o learners are trained in action research;

O one programme views teachers as agents of chatige than objects to be changed;
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the aim of one programme is to restore the contidemnd professional status of the
primary school teacher as an equal intellectuahtapart to teachers at other levels in
the education system; and

programme staff members may be involved in poligkimg bodies as well as working
with other organisations and participating in beradevelopment programmmes — in one
programme the annual staff review recognises againes this involvement.

47 As Welch and van Voore (1999) point out, ‘one af fbinctions of the Norms and Standards
with regard to extended professionalism is to emgbat articulation across institutions is
possible through the standardisation of the leveéaquivalent qualifications’. They note,
however, anomalous articulation difficulties at amaversity between the FDE and the B.Ed.

48 One college-based programme has experienced studsistance to the introduction of
innovative and varied examination practices.

49 The case study researchers for Programme | notetl uhile the non-government
organisation partner in the consortium was ableddighly receptive to learner input into
course design, the university environment is moirestrained in this regard.

50 One programme, in contrast, is experiencing sorfiieuty with:

a
a
a

a

the building of a new ethos of collaboration, reskand informal study;

building structures for peer support;

the development of a curious and critical attitudelearning and to teaching as a
profession; and

teacher influence on curriculum development.

GENERAL FINDINGS OF THE CONVERGENCE ANALYSIS

General findings: teacher competence

C1

The ten programmes display a wide variety in thepleses they place on different

aspects of competence. Most of the programmes @idevelop competence in an applied and
vertically integrated manner (Department of Edwatil998:111), but in practice do not. This is
sometimes deliberate: for example, one higher datcgrogramme assumes learning area
knowledge to be in place and therefore does nateaddhis aspect of foundational competence.

C2

This leads to a second general finding, namely thdy two programmes address

learning area knowledge as a matter of course:

a

a
a

C3

One of these (B) deals with primary science (thoufgimegrounding teaching
methodology), while the other (D) addresses mathiemacience and technology.

Two programmes (I and J) deal with a different kiiédpecialism, school management.
Another (A) addresses assessment practices withaaeprather than a learning area
focus.

Two programmes (C and F) address general phasesissuthout addressing phase
specialisms.

Two programmes (E and G) address general phaskeamdng area issues, but deal as a
matter of course with ‘pedagogic knowledge’ rattiian learning area knowledge.

Finally, one programme (H) addresses generic esucessues.

Complementing the above finding, two programme 4@ and E) explained their

assumption that foundational learning area knovdeulas already been acquired by other means,
and is therefore only addressed in terms of indi@idneeds. This assumption may be more
widely shared at an implicit level among providdrscounterpoint to this is the observation of
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Programme B that many primary science teachers hawvstudied science themselves since the
early years of secondary school.

C4

The understanding of foundational competence seerdgfer widely across providers,

and also with respect to what is set out in M@ms and Standards for Educatorsport
(Department of Education, 1998). The differencémteeto issues such as:

a
a
a

C5

the nature and degree of phase-specific knowldugectducators need;

how ‘subject knowledge’ relates to ‘pedagogic knedge’;

the role of ‘generative’ and ‘ethical’ knowledgdsat provide the ‘deep structure’ of
knowledge in a discipline;

the linking of disciplines to add breadth as wslidepth to the ‘subject knowledge’ of an
educator;

the need to recognise, as an aspect of foundaticmalpetence, the construction of
knowledge through inquiry into practice; and

the need for educator competence in research, dimguresearch conventions and
discourse.

Understandings of practical and reflexive compegealso differ across providers, and

with respect to what is set out in tNerms and Standards for Educataeport (Department of
Education, 1998). The differences relate to issueb as:

a

a

a

a

C6

the danger of overly superficial approaches to taralc competence which may
marginalise the development of an educator’s ghititassess situations, plan, consider
options and make decisions on the basis of anadygarticular situations;

the need to build a deep reflexive competence souad basis of conceptual knowledge
as an aspect of foundational competence;

the need to vieweflectivecompetence as only one aspecateffexivecompetence, which
encompasses ‘the ability to connect decision-makargl performance (practical
competence) with understanding (foundational coempmt) and use this to adapt to
change or unforeseen circumstances, to innovateinvibne’s own practice, and to
explain the reasons behind these innovations aaptations’ (Department of Education,
1998:111); and

the need to formalise programme approaches to #isesament and recognition of
reflexive competence through, for example, credissignments.

A number of phenomena underpin the general lack ‘hafrizontal integration’

(Department of Education, 1998:112) within and asrthe six proposed educator roles. These
difficulties are set out below:

a

a

a

a

the design, implementation and assessment of these® or modules that constitute a
programme are sometimes carried out in a discest@dn by different departments, units
or individuals within an institution, each with aegtee of ‘design freedom’ or
professional autonomy;

the design, implementation and assessment of these® or modules that constitute a
programme are sometimes carried out in a discraskidn by different institutions
operating in a partnership or consortium, each wittistinct tradition of delivery, an
idiosyncratic philosophy and a particular definetkrin the programme;

horizontal integration is often not made expliait planning terms, and sometimes
happens informally or spontaneously, rather thaamptanned or systematic way; and

the role of ‘scholar, researcher and lifelong leariDepartment of Education, 1998:69)
suffers the extremes of being prized and formatigdited by some programmes and
neglected by others, in one case by a level 6 fipation.
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General findings: integration of theory and practice

Cc7 Convergence in terms of the integration of theanyl practice seems to hinge on the
closeness of the provider’s relationships with sthioThree of the distance education providers
(G, H and J), for example, appear to struggle tiese this integration, with Programme G in
particular difficulties in the absence of a pra@ticomponent in its programme. On the other
hand, two of the distance education providers (Rmges F and I), one of which (Programme
F) has a thousand learners enrolled, seem to fewadaped effective strategies for integration. It
should be noted, however, that Programme | had@en able to sustain its historical levels of
interaction with educators in their schools becaokdack of funding. The five face-to-face
providers (A, B, C, D and E), some of which work @wery intensive basis in schools, seem to
find integration easier.

General findings: assessment practices

C8 Assessment practices seem to be an area of partimencern when matched with the
recommendations regarding applied and integratestsament set out in thdorms and
Standards for Educatoneport (Department of Education, 1998). Paradokic#the assessment
practices of three of the programmes (A, B and €)ns to converge in principle with key
recommendations, although they are not accreditedrammes. None of these programmes has
therefore formalised its assessment procedures.dfdbe qualification-bearing programmes (D,
E, F and I) have made innovative inroads into trawial approaches to assessment, and have
adopted a range of strategies to achieve integratial application. Three qualification-bearing
programmes (G, H and J), all of which are relajivatge distance education programmes, do not
seem to satisfy the recommended requirements snrdgard, variously (and among other more
detailed reasons) because of:
o the lack of close relationships with schools, amel toncomitant lack of observational
assessment;
o insufficient learner support systems;
O excessive reliance on summative assessment, aregtadjdsck of variety in assessment
instruments; and
o insufficient exploitation of the interactive poteitof learning materials to give in-text
feedback to learners.

General findings: the specialist role

C9 Four programmes (B, D, | and J) have a clearlyettgped specialism, and one (A) has a
clearly developed phase specialism. The five reimgiprogrammes either do not address a
specialist role, or address a phase specialisnoutitaddressing learning area knowledge within
that specialism. Generally, learning area and phelsgant teaching methodology seems to be
prized above learning area knowledge. Programmeetbei clearest exception in this regard.

General findings: research design

C10 Providers employ a wide range of strategies tigdesnd attune their programmes, to the
extent that there are rich opportunities for leagniacross programmes in this regard. Most
programmes are shaped by some form of researdeast in the origins of the programme,
though in some cases the research could be céabsifs highly informal. Sometimes, for
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example, teacher preferences are analysed at femsx of researching, in a more encompassing
way, the needs of the field. On the other hand tmposyrammes are informed by a combination
of inductive field research approaches and dedectesktop’ work. In most cases, external
drivers such as Curriculum 2005 or the work of @mmmittee on Teacher Education Policy have
exercised considerable influence on programme dpwant.

C11 The weakest links between research and progranevelapment and redesign are to be
found among some of the higher education providarene case, Programme |, the research of a
non-government organisation has provided the bé&sisa higher education qualification.
Similarly, among non-government providers therensedo be a stronger tradition of needs
analysis in the field to inform programme developméne provider questioned the extent to
which higher education providers are wholly free, the current regulatory framework, to
redesign their programmes.

General findings: quality assurance

C12 Providers employ a wide range of formal and infakrstrategies for quality assurance
purposes, to the extent that, as with programméuldssues, there are rich opportunities for
learning across programmes. A common issue isttieaé is a lack of systematisation of quality
assurance activity, some of which seems to be @y and effective but highly informal. At
times, also, it is not certain that ostensible dyalssurance activity always leads to programme
improvement. Though there was in some programmateree of a predisposition to reshape
programmes on the basis of experience, there \tses évidence of thorough piloting of new
initiatives. Systematic tracking of learners alserss to be rare.

General findings: provider-workplace links

C13 Close provider-workplace links have already beemtioned as an important factor in
the integration of theory and practice. Once agaiwjde range of formal and informal provider
strategies for establishing such links providebl dpportunities for learning across programmes.
The providers generally seem to have close andfdtuielationships with schools. However,
three of the qualification-bearing programmes (Gamt J), all of which are relatively large
distance education programmes, seem to be particldaking in terms of contact with schools.

C14 A number of providers referred to the ‘inimicahveronment in schools with regard to
transformation of both management and teachingtipesc This low level of receptivity to
change was cited as a factor which minimises progra success, to the extent that learners may
be unable to apply competences acquired or dewlibpeugh the programmes.

General findings: extended professionalism

C15 Providers employ wide range of strategies to dgvédxtended professionalism’ among
learners. Again, there are rich opportunities Herdearning across programmes. The providers
generally seem to attach importance to professemalwhich is often ‘modelled’ rather than
‘taught’. The most innovative approaches are artyuéd be found in Programme D, while
university providers referred to difficulties attlevel of incorporating learner input into course
design owing to internal institutional constraiimisthis regard. Conversely, the non-government
providers appear to be more flexible. Another diffiy in the higher education sector was
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encountered in terms of articulation between higédcation programmes such as the Further
Diploma in Education (ostensibly level 6 on the iNiaal Qualification Framework) and the
Bachelor of Education (a level 7 qualification).lpone programme (G), a qualification-bearing
programme which is a relatively large distance atioo programme, is experiencing some
difficulty with incorporating professional developmt into its programme.
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CHAPTER SEVEN
A CROSS-CASE CRITIQUE OF THE NORMS AND
STANDARDS FOR EDUCATORS REPORT

INTRODUCTION

Chapters Seven and Eight set out the implicatidrihe research for thorms and Standards
for Educatorsreport. Chapter Seven comprises a cross-case @nalythe various strands of
critigue of Norms and Standards for Educatottsat emerged in the case studies, and which
constituted Part Five of each case study. In Chdfigght, findings emanating from this analysis
are presented.

READING THE DATA

The data are presented in tabular form. Each badetlon of the tables represents a summary of
the data items which follow. The data items theresglare extracts from the case study reports,
and are therefore not primary data. Primary datathe form of quotations from interview
transcripts, are indicated in italics.

In the overview of the case studies below, prograsare identified by capital letters from A to J
to preserve anonymity. These letters do not cooms$do the numbering of the actual reports
from 1 to 10. In the data tables, the left-handunui indicates the origin of the data by
programme.

GENERAL POLICY ISSUES

Programme A explicitly welcomed theNorms and Standards for Educatorgport, as it provides a
‘model which can be followed’ in terms of roles andcompetences. The integration of theory ang
practice, and the proposed strengthening of linkage between providers and schools, wer
‘viewed as an extremely positive feature of the pigly’. Programme F also ‘found the conceptual
shifts underlying the assessment practices in thdorms and Standards for Educatonrgport easy
to understand, useful and desirable’.

[©)

A | The policy document has assisted [the prograngam} in their development of
the programme curriculum, especially with referet@especialisation and the
core competences and roles of educators. It hafiecthe degree to which the
programmes need to focus on these and it is proyidi model which can be
followed ... The shift towards a stronger integratof theory and practice as
well as the concomitant strengthening of linkagetwieen the provider af
programmes and the school was viewed as an extyeposltive feature of the

policy.

F | The academic co-ordinators ... found the conedpshifts underlying the
assessment practices in therms and Standards for Educataeport easy tq
understand, useful and desirable. The principlefiarizontal and vertical
integration are in line with the assessment prastaf [Programme F]. a‘
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By and large, programme providers engaged in a pdsie way with the recommendations of
Norms and Standards for EducatorsA number of general criticisms emerged in this pocess
regarding the process and style of policy formulatn. Programme C felt that ‘policy making is
increasingly top down, and heavily reliant on expeas who are removed from the coalface’, and
criticised the language of the report as ‘inaccedslie’. Programme E argued that the document ig
‘written for the Department of Education’ and expressed a need for ‘better implementation
documents pitched at course developers and adminiators’. Programme | pointed out that
pointed out that ‘the conceptual shifts on which tis study is based are not laid out as such in the
Norms and Standards for Educatorgport’.

C | The programme team believes that policy makingdeeasingly top down, and
heavily reliant on experts who are removed from ¢belface. The result is |a
lack of resonance with reality and conditions o& ghound.

C | The language seems inaccessible to most of tbplgpavho are supposed to
implement policy.

E | [The programme co-ordinators offered] a more gaEneritique of confusior
about the audience pitch of therms and Standards for Educatatecument.
It is not felt to be an implementation document awtocument written for th
Department of Education. The co-ordinators expkssmncern that withou
better implementation documents pitched at courseveldpers ang
administratorsNorms and Standards for Educatargy run into some of th
same implementation problems as Curriculum 2005.

O =~ 0

I | [One staff member] pointed out that the concelpshiEits on which this study is
based are not laid out as such inwems and Standards for Educatoeport.

Other general criticisms related to substantive fe@res of theNorms and Standards for Educators

report:

o Programme E suggested that there are ‘implicationsfor flexible admission and RPL
[recognition of prior learning] that Norms and Standards for Educatordoes not address’
and that the report ‘doesn’t deal with the whole sociological story @hassifying higher
education — increasing diversityfor which ‘lecture rooms are not prepared’.

o Programme | suggested that the concept of notion&arning hours might be ‘abused both by
learners and providers’, especially in the absenaaf ETQAS.

Programme E mentioned the difficulty of ensuring ‘representivity of the course team in relation

to race, gender, geographic location and experiencegiven the current freezing of posts and

budget cuts. They suggested that providers might benonitored against a five- or ten-year
institutional plan, on the basis of current staff pofiles and projections.

E | There are, [a staff member] argues, implicatitorsflexible admission
and RPL thaNorms and Standards for Educatatses not address:

Norms and Standards deals with the expected cuancuy- it doesn’t deal with
the whole sociological story of massifying highatueation — increasing
diversity ... and lecture rooms are not preparedito

I Programme members have expressed a concern #i@abncept of notional
learning hours. It is suggested that this concepexamined more thoroughly
and should be subject to further debate, sinceettsea fear that the system |of
notional hours will be abused both by learners aodiders. Given the fact that
ETQAs have not yet been established, and givesttbag possibility that they
will not be able to deal timeously with applicatiofor accreditation, there |s
concern that fly-by-night providers will take advage of the system.

E | ... Norms and Standards for Educatoedso raised issues concerning the
representivity of the course team in relation tweragender, geographic location
and experience. Part 4 raised some of the constramshort-term changes |in
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relation to staff representivity, namely, post fieg and budget cutting. [One
staff member] suggest a strategy based on thenfioigp

You have to take a longer term view. You couldiastitutions for a five- of
ten-year plan — ask them to look at their stafffiigcand retirement profile and
then assess on the basis of what staff profile wi#yhave longer term... thep
you can monitor that and hold people to their potigns.

Programme D, by developing close links between iia- and pre-service programmes, seems {
have found a model for the integrated developmentfa@ompetence, and for the development q
‘extended professionalism’.

—- O

D | In bringing these two strands - PRESET and INSES0 close together in the
same schools, [Programme D] provides a useful aadtipal model of both
horizontal and vertical integration of teaching qmtences, as well as
application in authentic contexts. This is one lod strongest features of the
programme and constitutes a powerful argument lier feasibility of such
integration, as envisaged by thiorms and Standardseport, within a single
EDS programme ... [Programme D also] demonstraeseasibility of many o
the recommendations [regarding ‘extended professism’] of the Norms and
Standardgeport.

CONTEXT AND SYSTEM ISSUES

Several programmes alluded to the difficulty of woking in a system which is ‘inimical to

change’

o Programme D argued against asteady stateapproach and in favour of a‘transitional period
wherein the historical realities of inequality anddisadvantage are recognised and
accommodated’

o Programme | argued that ‘guidelines [are needed] omow to deal with the current reality of
teachers who have the same formal qualifications,ub widely disparate competences’.

Programme D argued that‘too much [evidence of progress] is being expected soon’ with

respect to innovative programmes.

D | [Programme D] staff felt that the extent to whitie education system |s
inimical to change, at both macro and micro leveiegeds to be bette
understood and managed.

=

D | “Norms and Standards seems ... to have been wfitesome sort of ‘stead
state’ in the future when everyone comes intoagrteducation with a soun
basic education of much the same standard. Right mee need some sort pf
transitional period wherein the historical realitie of inequality ang
disadvantage are recognised and accommodated.”

o<

I The reality is that whilst teachers may have shene qualification levels (far
example, M+3), these are highly disparate in maaysy The programme team
members suggest that theorms and Standards for Educataesport provide
guidelines on how to deal with the current readityeachers who have the same
formal qualifications, but widely disparate competes.

D | “Too much is being expected too soon. After one, yearevaluators appear
demanding evidence of progress. In education sygstérat is unrealistic.”
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Programme | highlighted the emphasis which theNorms and Standards for Educatorseport

places on individual competence ‘while ignoring thequestion of systems change’. Staff argue
that ‘whilst the thrust of the country’s education management development policy is aboy
changing both individuals and organisations, the N®, SAQA and Norms and Standards fo
Educatorsare concerned only about changing individuals’. Thg cautioned against a ‘greater
paper chase (albeit a more relevant one), than esssin the country presently’. They specifically
argued that the modularisation of qualifications, hough useful for learners, ‘does not promote

—~ O

much-needed links between educator development aisg¢hool change and transformation’.

I Modularisation, whilst useful for learners in thia helps to build up thei
qualifications over time, has inherent dangershat it may not allow learners
sufficient time to interact with their contextuadatity, reflect upon thei
learning and change existing practices. Thus modakioon does not promote
much-needed links between educator development sehdol change and
transformation. ThéNorms and Standards for Educatarsport is seen to be
limited to the issue of individuals having accesd gaining knowledge, while
ignoring the question of systems change. The progra members believe that
whilst the thrust of the country’s education mamaget development policy i
about changing both individuals and organisatitims NQF, SAQA andNorms
and Standards for Educatoese concerned only about changing individua
Moreover, whilst the FDE course has attempted torynandividuals and
institutions, theNorms and Standards for Educatorsport has ignored th
examination of systems change, and it is suspehtgdhis will create a greater
paper chase (albeit a more relevant one), thamsarishe country presently.

()

S.

D

I ... The assessment of learners that have beeredras individuals, coupled
with the expectation that they demonstrate practoampetence at a systems
level, is problematic. The question posed is tleeefvhether it is possible to
provide skills training to learners asdividuals and then observe them
systemgo demonstrate practical competence? [One progeateam member]
suggests that more research is needed in this area.

COLLABORATION AMONG EDS PROVIDERS

Two programmes made, explicitly and implicitly, rerence to issues of collaboration which ar

absent in theNorms and Standards for Educatorgport:

o Programme E referred to the ‘greater regional dialgue and planning’ which is encouraged
by the Higher Education Bill.

Programme J made the point that ‘the report is writen from the perspective of the employer

whereas the university needs to look at the academtraining needs of the teacher’, cautioning

that ‘... we must be very careful not to expect the satmal of results as the in-service trainer whig

112

has the hands-on requirements and opportunities. ¥&&not get the same results.’

E | [Norms and Standards for Educatbrsoes not contain references to course
review being done in conjunction with other regiometitutions. The Higher
Education Bill requires planning in relation to theorities of a region, and the
course co-ordinators note that future developmentthe HDE are likely to be
influenced by decisions arising from greater reglatialogue and planning.

J | The report [programme staff argued] is writteanfrthe perspective of the
employer, whereas the university needs to loolhatacademic training needs
of the teacher:
I think you can say that the main outcome is, gblback to that
teacher’s school and ask the principal is this te&rcnow a better
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manager, then we want the answer to be yes. Thaeatnd of the
day is our main outcome.

But you see it is very difficult for this [NormsdaBtandards] type
of assessment which is done from the viewpoinhefemployer.
We are from the viewpoint of the academic trainirggeds of the
teacher, so we must be very careful not to expecsame kind of
results as the in-service trainer which has the dson
requirements and opportunities. We cannot get émeesresults.

EQUIVALENCE AMONG EDS PROGRAMMES

Two programmes referred, explicitly and implicitly, to the problem of equivalence in the

accreditation of educator development.

a Programme D, which is currently negotiating for its mathematics, science and technolog
courses to be recognised as credits towards degreesgued that ‘universities tend to be
rather jealous of their statutory power to confer degrees and are sometimes reluctant t
accredit other providers’ courses towards a whole egree offered by the university’.

Programme C, which as an in-service programme hasdapted a strategy of formative multi-

mode assessment, suggested that ‘the assessmentiicas in theNorms and Standardseem to be

<

geared to PRESET programmes and for qualification prposes’.

D | Universities tend to be rather jealous of théatitory power to confer degrees
and are sometimes reluctant to accredit other gersi courses towards |a
whole degree offered by the university. Giving fieit consideration to the
equivalence of courses to a wider range of degregsaddress the universities’
legitimate concerns about standards and quality aathe same time encourage
other EDS providers to improve the breadth and ldeptsubject knowledge

covered by their courses.

C | The assessment practices in the Norms and Stand@el® to be geared o
PRESET programmes and for qualification purposesgfamme C [however
is an INSET programme with a focus on improvingcpt@ner practice. The
programme is not qualification awarding. Assessmefor formative purposes
and is embedded in a practice-based approach, whicAn action research
strategy for improving practice. Self, peer and ilfetor assessment @
demonstrated competence are the main assessmeas mod

-
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COMPETENCE

A number of conceptual difficulties were raised wih respect to general notions of competeng
and knowledge:

a

a

In contrast to Programme |, Programme E (which doesot define exit level outcomes for the

Programme C ‘argued that TheNorms and Standardseport seems silent on the process (
knowledge generation ... through a process of shag, inquiry and reflection’.

Programme | staff questioned whether ‘there existsa notion of partial competence, and
whether it is possible, for example, for an individal to have ‘half a competence’. According
to [a programme team member] somebody is either competent or naetnd there are no
fractional measures.’

Programme | expressed concern about the concept ahodularisation, and ‘whether
assessment based on individual modules could effeely measure competences identifie
across a course as a whole.” Programme | argued thamodularisation does not really
achieve what it sets out to do because it restrictae horizontal integration of assessment’.
Programme | staff also argued that horizontally inegrated assessment across educator rol
would be ‘extremely complex’ if a student ‘could bgin a course, drop it in the middle (after
receiving several credits), then pick it up again féer several years'.

qualification as a whole) argued that outcomes caonly be effectively defined at the level o
modules. They expressed concern about ‘expressingth outcomes and assessment criteria ...

too high a level of abstraction ... In general, sthconsulted felt it is appropriate to assess an
stipulate outcomes at module level or at course lel for the teaching practice component o
School Experience where there are concrete skillbadt can be assessed'.

C

The Norms and Standardeeport seems silent on the process of knowlgdge
generation ... [Programme C] requires practitiortersctively construct their
own knowledge through a process of sharing, inqaing reflection.

The problem hinges on the question of whetheretlexists a notion of partia
competence, and whether it is possible, for exanfptean individual to have
‘half a competence’. According to [a programme te@ember] somebody i$
either competent or noand there are no fractional measures.

[Another] concern is about the concept of modsktion, and whether
assessment based on individual modules could efé¢égtmeasure competences
identified across a course as a whole. Programmenbees feel that
modularisation does not really achieve what it seitsto do because it restrigts
the horizontal integration of assessment. In thisse, therefore, thdorms and
Standards for Educatoreeport appears to provide contradictory signal#<a
readers. On the one hand, it promotes the idea adutarisation and th
organisation of learning programmes in ‘bits’ (ustiandards), and on the other
hand it strongly advocates the integration of thé#s’. Team members fee
that the problem with modularisation is the incotrassumption that little bit
can make a whole, and that a skills and knowledgge bhcan be built up
systematically over time. A further implication ddwbe that a student coul|d
begin a course, drop it in the middle (after reicej\several credits), then pickli
up again after several years. The implicationshimiizontal assessment in this
context would, according to the team members, lr@mmely complex.

19}
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[Programme E] does not have exit level outcomesresjavhich students ar
assessed at qualification level and there is soomeern about expressing both
outcomes and assessment criteria at too high d (@vetructural terms) and af
too high a level of abstraction ... In general,f6taonsulted felt it is appropriat

WD

to assess and stipulate outcomes at module levelt arourse level for th
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teaching practice component of School Experienceravtthere are concrete
skills that can be assessed. [A staff member] éxpla
You can stipulate outcomes at qualification levat gou can’t assess the
students on them — it would become empty. It wbeldo broad and abstrac
as to become empty — you have to assess outcorteslavel of concrete skills
and cannot assess at too high a level of abstractidt doesn’t mean anything.
... This issue also raises challenges to notioriatefjration across courses. At
present there are no assessment criteria acrossespuior example, Methods
courses, Professional Studies or Education, ands#ime reservations wefe
expressed as the above relating to qualificatidhg. course co-ordinators and
HOD feel it is possible to assess this integra@brihe level of the research
essay or in teaching practice but not across thduiae, for example, across
Professional Studies. Integration may take placesscmodules as a result of
lecturer and student comments and through assessastndesign but it may
not be possible to explicitly assess this.

A number of difficulties were raised with respect ¢ the feasibility of the approach to integrated

competence which is outlined in th&lorms and Standards for Educatorgport:

a Programme D staff referred to difficulties with the development of reflexive competence
arguing that ‘it is extremely difficult to develop such higher-order cognitive skills in studentg
upon whom so much time must be spent in providingantent input and developing practical
and foundational competences'’.

a Programme D staff point to ‘evidence that the progessive classroom practice which mos
students are able to demonstrate during observatiofessons may not be sustained over tim
or when the students do not feel that their performnce is being assessed’.

Programme J staff refer to the learning paradigm ttat students are accustomed to:We found in

the beginning that students are not familiar witlis way of work; they would simply read the bo

and want to [regurgitate] what they’'ve read and thaould mean that | can now pass the exam, [
when it comes to applying that knowledge they fouitdvery difficult to master ...’ This is
interpreted by the case study researchers as a caon that a major shift towards the

ut

development of applied and integrated competence eds to be introduced gradually.

D | Reflexive competences are considered by progranstaéf to be morg
problematic, although several lecturers said thaly tdo attempt to develgp
them in their students and to exemplify them inirtkosvn teaching practice.
Two senior lecturers expressed the opinion thas iextremely difficult to
develop such higher-order cognitive skills in studaupon whom so much time
must be spent in providing content input and develp practical and
foundational competences ... The amount of timeedfadt which both college
lecturer and student must devote to remedying #ieidncies of the student
basic and further education inevitably means tHaments of the highe
education curriculum suffer.

=0

D | All of this should make for strong links betwetbie theoretical and the practiqgal
components of the courses, and between the colledethe workplace as |a
whole. Yet there is evidence that the progressiasscoom practice which most
[Programme D] students are able to demonstratenglusbservation lessons
may nhot be sustained over time or when the studdotsot feel that their
performance is being assessed.

J | Staff ... commented [on applied competence] ksis:

We found in the beginning that students are nofli@nwith this

way of work; they would simply read the book andntwto

[regurgitate] what they’ve read and that would metat | can
now pass the exam, but when it comes to applyiagkiowledge
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they found it very difficult to master ... At thedeof the day they
find this approach more useful because they wileht implement
what they’ve learnt into their situations at theghools
The implication for theNorms and Standards that it is important to
introduce changes slowly, because learners ta@egtime to adjust.

Two programme providers raise contrasting problemsrelating to the notion of foundational
competence:
o Programme B argues for a more focused approach thard core science teaching support

suggesting that roles other than the specialist relmay be desirable but ‘not feasible in the

current context owing mainly to time and financialconstraints’.
Programme E, conversely, assumes that the learnirgyea specialism has been adequately dead
with through undergraduate disciplinary study, and argues that Norms and Standards fo
Educators seems to focus more on INSET when it stresses thewvelopment of adequate
foundational competence [but] ... does not speak the issues that arise in ‘capping’ diplomas ...’

B | [Programme B] feels that it is desirable to expeachers to be involved in
community, citizenship and pastoral roles. It bedie however, that this is npt
feasible in the current context owing mainly to @irand financial constraint
[One staff member] believes that this role may beangeresting diversion, by
that the priority should bleard core science teaching support

—~ I

E | Norms and Standards for Educatasems to focus more on INSET when it
stresses the development of adequate foundationabetence; the report does
not speak to the issues that arise in ‘cappinglodijas where programme
designers have to assume that certain foundati&nalvledge has bee
developed in undergraduate disciplinary areas.

=]

EDUCATOR ROLES

Various programme providers raised difficulties with the conceptualisation of educator roles:

o Programme A made a strong case for the incorporatio of the ‘assessment specialisation as
necessary component of all educator development ggrammes’.

a Programme B staff argued that ‘the concept of phasepecialist is of vital importance’,
adding that EDS programmes need to ‘address what igossible, in terms of children’s ability
to learn, in each of the different school phases’.

a Programme B is highly critical of the ‘designer’ rde, suggesting that this ‘could lead to 3
misplaced notion that teachers should become textbk writers’, which is ‘neither feasible
nor appropriate’.

o With respect to the ‘lifelong learning’ role, Programme B suggested that ‘the concept of
scholarly approachmay be more appropriate, since the intention is nato change the vocation
of teachers to that ofscholars’

a Programme |, a management development programme, gued that ‘the Norms and

Standards... appears to understand the specialist role moras a subject or phase specialism,

than as a career path within one of the other rolés
Programme | staff requested clarity regarding ‘howthe other roles are to be integrated with the

lt

a

A

specialist management role in the case of Educatidanagement qualifications’.

A | The providers agreed that the shift to an empshasi the specialisation of the

teacher was important, but they were critical & Worms and Standards for
Educatorsreport because it did not incorporate assessnpmtiaisation as a
necessary component of all educator developmergranumes. The providers
argued that all teacher education programmes shmuldeveloping, especially
in the light of the new curriculum, teachers whe anhancing their skills ds
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assessors and who develop abilities to assess niptdifferently but more
effectively.

[Programme B] believes that the concept of phapecialist is of vita

importance. It believes, however, that there ideliunderstanding currently
about the potential for children’s learning in tiéerent phases of school lif¢.

[Programme staff] suggest, therefore, that EDS nqanmgnes need to address

what is possible, in terms of children’s ability learn, in each of the different

school phases.

There is concern that the quest for learner weolent in programme desig
and implementation could lead to a misplaced notioat teachers shou
become textbook writers. [Programme B] feels thas ineither feasible ng
appropriate for teachers to play a role in designtheir own learning
programmes. [Programme B] also feels that whilsicliers should b
encouraged to involve themselves in life-long l@agn EDS providers shoul
not convert teachers into “scholars”, as suggelsyetheNorms and Standard
for Educatorsreport. [A staff member] suggests that the conoé@tscholarly

approachmay be more appropriate, since the intention istoothange the

vocation of teachers to that s¢holars.

TheNorms and Standards. appears to understand the specialist role o

subject or phase specialism, than as a careempttim one of the other roles |..

|oNNe)

[

[Also,] the Norms and Standardseeds to be clearer about how the other rples

are to be integrated with the specialist managemwatin the case of Educatid
Management qualifications.

n

Also with respect to the conceptualisation of edut¢ar roles, Programme E ‘expressed
reservations about the foregrounding of roles ...rad some confusion about how they are expects
to work with them in practice’. Programme E staff:
o did not feel that hours could be attached to the agtator roles in the form of credits; and

requested an indication of what kinds of courses,ontent areas, and modes of delivery ca

a

help to achieve these [educator] roles.

=)

E

The course co-ordinators expressed reservatibostahe foregrounding @
roles inNorms and Standards for Educatoasad some confusion about hg
they are expected to work with them in practiceeydid not feel that is wa
possible or desirable to attach hours to them editsrand were not clear hg
the concept of credits linked up with these rolies éxample, on page 87
Norms and Standards for Educatprs. The programme co-ordinators ... f¢
that an indication should be given of what kindsofirses, content areas, a
modes of delivery can help to achieve these [edufcailes.
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ASSESSMENT ISSUES

Doubts and concerns regarding the feasibility of gglied and integrated assessment were raisgd
by several providers:

a

a

Finally, Programme B, like Programme A, is able totailor its programmes to different
requirements and contexts, but finds the ‘implemerdtion of a commonly applied assessment
practice very difficult, since each of its projectshas its own priorities, time frames and levels of

Programmes A and B refer to ‘financial and human reource constraints’ with regard to
classroom-based assessment.

Programme D staff argued that assessment in an awhtic school context creates difficulties
at the level of reliability and comparability, and that ‘most colleges and schools do not have
the management infrastructure to sustain a sufficietly high degree of internal
communication to achieve reliability across individial staff and departments responsible for
assessment’.
Programme A staff argued that ‘problem-solving asginments constitute a sound approach
which could be implemented, [but] ... argued thatdcilitators would have to have access tp
the classroom in order to assess the degree to whithe problem had actually been solved.’
Programme | argued that the observation of practichcompetence is ‘very subjective’, ang
that such competence is therefore ‘extremely diffidt to measure’.
Programme | argued that ‘successful completion of aourse is crucial to accessing a range of
opportunities which are not otherwise available’, ad that therefore ‘... there is a tendency
for South African learners to get through the assesnent process at all costs. Henge
implementing assessment in an authentic context irips that there has to be a strong
element of trust in the relationship between the krners and the “system”. Programme team
members believe that the element of trust is missin...’

Programme E suggested that applied and integratedsaessment is possible ‘at the level of the
research essay or in teaching practice but not acss the modules ... Integration may take
place across modules as a result of lecturer andustent comments and through assessment
task design, but it may not be possible to explidit assess this.’

complexity’.

A

Programme staff agreed that both vertical andizbatal integration of
competence are necessary ... They expressed caagarding the difficulties
of ensuring the assessment of this competencecialipen programmes which
do not have an institutional base or are not ablmbse of financial or human
resource constraints to assess educators in thsratan.

The provider believes that the policy shift todsrapplied and integrated
assessment practices is desirable and useful. Howévbelieves that thi
policy shift is feasible only if it is able to acsemore funds.

192}

Meaningful and reliable assessment through autkemtisignments in an
authentic context is almost impossible becausecam@ot reproduce the same
situation for every student. Assessments drawn fddferent situations fo
every student are not fair, reliable or comparable.

Some staff cited their own experience to arguw thost colleges and schogls
do not have the management infrastructure to sustaufficiently high degre
of internal communication to achieve reliabilityrags individual staff ang
departments responsible for assessment. This isfitiat valid and reliabl
integrated assessment in authentic contexts mayuriatainable in suc

institutions.
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While the providers agreed that problem-solvisgignments constitute a sound
approach which could be implemented, they arguatftrilitators would have
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to have access to the classroom in order to asbesslegree to which the
problem had actually been solved. This would rexjairtotal shift away from
traditional norms in the assessment of assignmétdsgtfolio assessment, in
their view, would be a minimum requirement in a#ather education
programmes.

The programme members believe that whilst [vattiotegration in] assessment
is a good idea, it is very difficult to implemenfThe non-government
organisation] is, for instance, still grappling kwiproblems related to the
assessment of practical competence. Since oneeodiths of the FDE is tp
improve management practice, the practical assegsofig¢his has been found
to be very subjective. It is thus very difficult tmnclude a “pass” or “fail
based on subjectively observed behaviour. [Ond staimber] suggests th
competence should be measured both as outputsuoontes. Outputs coul
refer to things like written documents, whilst cages could refer t¢
behavioural changes. The latter, which are in sesequivalent to practicq
competence, are extremely difficult to measure.

RS A Oy

Given the fact that in South Africa we come fr@rcontext where successful
completion of a course is crucial to accessinghgeaf opportunities which af
not otherwise available, there is a tendency fantlSd\frican learners to g€
through the assessment process at all costs. Hiepdementing assessment (in
an authentic context implies that there has to b&#ang element of trust in the
relationship between the learners and the “syst&rmgramme team members
believe that the element of trust is missing in tedationship between
programme providers and learners, and hence itiffcult to creatively
combine summative assessment and formative develapapproaches in an
authentic context.

— D

At present there are no assessment criteriasacmsgses, for example, Methods
courses, Professional Studies or Education ... dhwase co-ordinators and
HOD feel it is possible to assess this integra@brihe level of the research
essay or in teaching practice but not across thduiae ... Integration may take
place across modules as a result of lecturer armest comments and through
assessment task design, but it may not be pogsilebeplicitly assess this.

The different components of [Programme B] make timplementation of a
commonly applied assessment practice very diffiaitice each of its projects
has its own priorities, time frames and levelsahplexity ... [Programme B] is
involved in many different projects, and the speaiéquirements of a particular
project (particularly in terms of time and resounmmnstraints) may impede |a
holistic approach to programme practice.
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Programme A, which itself deals with the developménof competence in assessment, made
various points about theNorms and Standardsecommendations regarding assessment policy

EDS programmes. They argued that:

o The report has missed an opportunity to ‘spearheadhe transformation of assessment
strategies’ by not giving a ‘clearer explication’ & various approaches to assessment, and |n
particular by not paying ‘sufficient attention to the nature of a sound continuous assessment

Portfolio assessment should be a ‘minimum requirenrd in all teacher education programmes’.

policy’.
The report may not have made ‘adequate provision fothe very real problem

appearing on the surface to meet policy requiremest [though they] fundamentally do not’.

The report needs a ‘stronger emphasis on criticaluicomes’.

The report needs to address ‘the means whereby irtgttions would be enabled to comply
with its requirements. They suggested, for examplehat every education institution should

have access to a trained assessor.’

=]

of programmes

A

[Programme A] ... felt that a clearer explicatioithe various approaches to and

the different forms of assessment is required. Tiéy suggested would ass
in the implementation of the policy on the groundrhe providers felt that th
policy document has largely failed to give suffiti@ttention to the nature of
sound continuous assessment policy. The policy @gpgroviders to follow
such a policy, but it does not give this adequénton in the document an
the providers felt that it is missing an opportynito spearhead th
transformation of assessment strategies ... Thigyreel to the way in whicl
continuous assessment practices have been deschibdtlie policy and
suggested that this approach has largely ignoredlghrner, although it i
described as learner-centred practice. They questiothe absence ¢
performance indicators and argued that the polmytained no guidelines g
implementation.

The providers questioned whether the policy haslenadequate provision f
the very real problem of programmes appearing enstirface to meet polic
requirements, but which fundamentally do not. Isvagreed that the review
assessment practices would counter this problemthguproviders were ng
convinced that this would suffice.

The providers suggested that the policy documweotld be enhanced by
stronger emphasis on critical outcomes. They agtteese had been address
but felt that these outcomes needed to have bede mare explicit.
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The providers suggested that the policy needethke account of the mea
whereby institutions would be enabled to complyhwits requirements. The
suggested, for example, that every education utigtit should have access ta
trained assessor, and that policy makers need ¢tude this aspect @
implementation in the policy generation phase.

NS

While the providers agreed that problem-solvisgignments constitute a sou
approach which could be implemented, they arguatfttilitators would have
to have access to the classroom in order to agbesslegree to which th
problem had actually been solved. This would remjairtotal shift away fron
traditional norms in the assessment of assignmétugtfolio assessment,

their view, would be a minimum requirement in a#father educatio

programmes.
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PROVIDER-WORKPLACE LINKS

Various programme providers referred to the difficulty of maintaining intense provider-

workplace relationships, and the concomitant difficlty of integrating theory and practice:

o Programme B, which has very close contact with schbts, referred to ‘resource constraints’
as ‘barriers to extensive and in-depth integratiorof theory and practice’.

o Two programmes mentioned logistical issues, such asrkload distribution among staff and
timetabling difficulties, as barriers in terms of the integration of content knowledge with
teaching practice (Programme E), the programme’s gaacity to offer teaching practice in a
range of contexts (Programme E), and greater flexibity in the timing of teaching practice
(Programme D).

B | Although “teaching practice” as understood by eems and Standardeport
is not a component of the programme, the classreapport provided to
teachers is a reflection of [Programme B’s] comneititnto this ideal. However,
the resource constraints ... are barriers to exerand in-depth integration ¢
theory and practice.

-

E | The expectation that teaching observation berated with content knowledge

raises difficulties for the HDE because Methodduesrs would carry the bulk
of the load for teaching practice supervision. Leets teaching Methods
courses that are particularly popular, or targébedncreased recruitment, could
end up having to see large numbers of students shoat space of time. In
contexts where the recruitment of additional pianet or contract staff i$
becoming less possible, it is questionable whetheh a strategy is workable.

E | The programme ... raises questions about thentetdewhich teachers can be
assessed on their ability to teach in authenticcrashging contexts and what| it
meant by it. In their context, the programme contatbrs interpreted this tp
mean teaching in a range of contexts and raisedstiue of whether teachers
can or should be made to teach in different teacliontexts (geographical
racial, class and linguistic) when it involves eling expenses. Other aspects
of assessment, for example, case studies setfaratit contexts, and materigls
development tasks requiring the target group ofnkxa to be specified, are
ways of assessing for this competence.

D | While theNorms and Standardgport does not stipulate any minimum time to
be spent by aspirant educators in the workplacemphasises the need for the
student to be given sufficient time and guided opputies to develop the
competences required of educators. Implicit indbservation that different
students may develop those competences at diffeed@s is the notion that
EDS programmes should allow for flexible periodste&ching practice and
other site-based activities. [Programme D] staff rdui consider this to b
feasible under the present circumstances ... §instbst schools do not have the
managerial expertise or administrative infrastreetto accommodate flexible
periods of teaching practice ... Secondly, théegel itself commits virtually all
its teaching staff to supporting the students m ¢lassroom during periods pf
teaching practice. Arranging alternative programifedirected study for some
students who have been excused from teaching peastbuld present serious
logistical problems.
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Various programme providers raised issues relatedot the provider-workplace relationship,
sometimes with explicit implications for policy deelopment:

a

Programme J argued that‘... some of the in-service training providers atlof times lack the
theoretical parts, and the challenge is to get #itee together. | believe that our point of deparéu
must be to get all three components [professioralademic and occupational] in one course.’

Programme E argued that the report ‘does not reallyaddress the issue of the quality of
relationships with schools’, and that ‘the degreefoschools’ involvement with students varies
as does the quality of their teaching experienceThey also recommend ‘assessing the extent
to which teaching practice is not an add-on’ in edcator development programmes.
Programme A staff requested ‘stronger and clearer gidelines for teaching practice which
higher education institutions should be required tafollow’, and argued for the incorporation
of a ‘structured internship’ as a policy requiremert for entry into the profession. They
extend this argument forin situ assessment to in-service programmes.

Programme A propose that ‘teacher educators ... theselves need to retain their roles as
practitioners’ and argued that ‘teacher educators bBould be located in the workplace ... [to]
ensure that teaching practice is a much more integt part of the learning undertaken by
student teachers’.

E

Norms and Standards for Educatadses not really address the issue of the
quality of relationships with schools. The prograenoo-ordinator pointed out
that the degree of schools’ involvement with studesries, as does the qualjty
of their teaching experience.

As Norms and Standards for Educatasslooking towards quality assurance|in
teacher education it may be worth noting that assgsthe extent to which
teaching practice is not an add-on may require rebiens in addition to the
types of documentary evidence required for thigystu

The respondents believe that the new policy ghpubvide stronger and clearer
guidelines for teaching practice which higher ediocainstitutions should be
required to follow ... Staff felt that the policpcument should be more specific
on the ways in which teacher educators should geimaintain and improve
their workplace linkages. They felt strongly thatpaocess of structured
internship should be incorporated into the polaxythat the teaching professipn
would only recognise an educator in future aftpedod of internship.

The providers agreed that the focus on applied amegrated assessment
practices is sound, and stressed that any assesseducators should be
triangulated, with some degree of formalised assesns taking place in the
educator’s classroom, the day-to-day situationhef teacher. Programme staff
argued that if teacher education programmes didnomrporate assessment
situ, [their] value ... would be questionable. They uflot that this should
become a requirement of all teacher education progres.

If the pre-service / in-service continuum is ®thken seriously, then the notipn
of teaching practice needs further interrogatione® a qualified teacher npt
need ‘teaching practice’? Should a teacher upggatia or her qualification
also expect to be assessed in the classroom?Nbh@as and Standards fq
Educators report does not answer these questions clearly iffeservice
programmes such as the UNP/SACTE B.Ed. programme.

U7
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It was suggested that teacher educators be linkesthools in an overt and
interactive way and that they themselves need tairretheir roles as
practitioners ... Programme staff argued that teadtducators should he
connected in a developmental and participatory widly the school curriculu

and the needs of the workplace. It was strongly hasised that teacher
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educators should be located in the workplace. Thitheir view, would ensur
that teaching practice is a much more integral pitthe learning undertaken by
student teachers.

[1°)

Other staff [asserted] the importance of intégnadf theory and practice:
Some of the in-service training providers a lottiofies lack the
theoretical parts, and the challenge is to getthliee together. |
believe that our point of departure must be to gét three
components [professional, academic and occupatjoinal one
course.

A conclusion that could be drawn from this is thhé Norms and

Standardss expecting the academic provider to do too much.

PROGRAMME DESIGN ISSUES

Three programme providers referred to the difficulty of designing programmes inductively,
based on research conducted among target learners:

a

Programme E notes theNorms and Standards for Educatorpreference for a ‘design-down
approach to programme design (proceeding from purpse to units)’, and the rationale for it.
They argue, however, that ‘... in practice it is pssible that ... [a design-up approach] is likely tg
occur in established programmes’. They attribute tlis to ‘a context of shrinking numbers of
tenured posts [and] budget cuts’ which requires prgrammes such as theirs to be ‘shape
around the existing core of staff expertise’.

Programme B referred to the resources required to @nduct ‘intensive medium-term
research ... amongst relevant stakeholders to dewg a programme built from ‘the particular
to the general”

Programme B argued that its curriculum is ‘framed by the requirements of existing schoo
syllabi and the specific outcomes stated for the fiérent grades in Curriculum 2005’ and that
it is difficult to ‘avoid imperatives that guide it towards developing a programme based o
the immediate and direct needs of teachers’.

Programme D staff, though a research unit has beesstablished, is ‘sceptical about the

capacity of colleges of education to undertake muchesearch’ because of ‘shortage g
suitably qualified staff, coupled with a heavy loadof teaching and administrative duties for
staff best qualified to conduct research.’

154

—

B

Whilst [Programme B] attempts to design its pemgmes based on reseatch
conducted among target learners, it is not feadibteits programme to be
developed purely on an inductive basis. The reasayested by [one staff
member] is that [Programme Bbpes not have the time and resources to spend a
year in different classroomislentifying the needs of its potential learnelts
believes that a “purely inductive” approach wouttply that intensive medium-
term research has to be conducted amongst reletakegholders to develop|a
programme built fronthe particular to the general

[Programme B] is framed by the requirements ateng school syllabi and the
specific outcomes stated for the different grage€iurriculum 2005. Since the
aim is to support teachers who are currently temglscience in schools, it |s
difficult to avoid imperatives that guide it towardleveloping a programme
based on the immediate and direct needs of teadhé ot therefore possible
for [Programme B] to adopt a purely inductive agmioto programme design.

Inductive programme design is ... seen as arl tdeahich to aspire. Howevef,
in the prevailing economic climate, many [Programbiestaff are sceptical

about the capacity of colleges of education to wiale much research. They
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cite their own experience in support of their view®r reasons which most
EDS institutions could relate to — namely, shortagsuitably qualified staff
coupled with a heavy load of teaching and admiaiiste duties for staff best
qualified to conduct research — [Programme D] hat yet been able tp
implement such a research programme ...

E | TheNorms and Standards for Educatgneference for a design-down approach
to programme design (proceeding from purpose ttsuid an attempt to avoid
problems with coherence and depth that the Tech@oamittee envisages
happening with a design-up approach. In practice giossible that an approach
that is more design-up than design-down is likaedy accur in established
programmes because of a number of constraints. Wiloeking with existing
long-standing programmes in institutions, an issueprogramme design is the
existing expertise within an institution. In a cexit of shrinking numbers qf
tenured posts, budget cuts and struggles to kegfs ppen when staff members
retire or leave, programmes such as the HDE arpesharound the existing
core of staff expertise.

Programme D raised the issue of formulae for the dermination of staff complements at
colleges, which has explicit implications for polig development. Staff argued that research is ng
‘recognised — and therefore funded — by the Departent of Education as a legitimate major-time
activity for college lecturers’, and that researchcapacity can only be strengthened if staffing

formulae are reviewed.

D | For reasons which most EDS institutions coul@teeko — namely, shortage pf
suitably qualified staff, coupled with a heavy loaof teaching and
administrative duties for staff best qualified twnduct research — [Programme
D] has not yet been able to implement such a reBeprogramme ... This
highlights a need for national and provincial edigra authorities to review
formulae for the determination of staff complemers colleges. Seniar
[Programme D] staff do not see research being mised — and therefore
funded — by the Department of Education as a legit# major-time activity fof
college lecturers.

PROFESSIONALISM

Programme E referred to opposing views of professimlism internationally. The ‘highly
internalised [notion of a] vocation of teaching'which incorporates the notion of a‘professional
conscience’ stands in contrast to the more legalisticcivil service’ approach, which is‘about
being much more externally measurable and accour&blt was argued that, although‘you can't
simply graft on a little bit of [another] traditioh, different ‘ethical takes on Norms and Standard
should be possible.

\*2)

=

E | In some places there is a highly internalised vioraiof teaching. Teache
training is teacher education and aims to intergala vocational conscience 5o
that a person is highly driven to do the right thin you can appeal to the
professional conscience. In other places there ¢va service form of teache
professionalism — teachers see themselves asatdficimore of a legalistic 9-
mentality ... We are a mixed system [in South AfricWe [the School o
Education] see ourselves as trying to inculcateititernalised one. Outcomes
are a civil service tool — it is about being mucbhrmexternally measurable and
accountable. That is why from the English systeis #till greeted with som
outrage because it appears to doubt the very tehtteir professionalism. Yo
can’t simply graft on a little bit of that otheradition ... Although we support

=~ 0T = =S
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the outcomes-based trend (because it is a waynaiing people down) you can
have different ethical takes on Norms and Standardand they should have
different ways of doing the same thing and measinieh different ways work
well

Several programme providers commented, from a polic perspective, on issues related t
‘extended professionalism’:

a

Programme C argued in favour of a greater emphasis1 the Norms and Standards for Educator
on ‘collaborative learning’.

Programme A staff noted that ‘involving the target group in programme curriculum

development makes good design sense, not only iraping the content and mode of delivery
but also in reinforcing ownership and professionaBm’. They suggested, however, thg
‘important paradigm shifts need to happen among thearget group before this can become ¢
requirement’.

Programme A argued that for student-initiated activity (such as involvement in tutoring
programmes) ‘to have any value for the students andthers, it [needs] to contribute to the
awarding of a qualification’.

-

A

The interviewees believe that involving the tdrggroup in programme
curriculum development makes good design sense,onigt in shaping the
content and mode of delivery, but also in reinfogci ownership and
professionalism ... [However,] staff agreed thasipossible to implement the
use of learners in the design of programmes, butiarzed that important
paradigm shifts need to happen among the targepdvefore this can becomg a
requirement. It was suggested that pilot groupsldcdake on the task qf
developing this in phases so that familiarity witie issues and related tasks
could develop over time.

The providers believe that student-initiatedatti(in tutoring programmes, for
example) is desirable; it is already being utilifgdhem in their teacher forums
and proving worthwhile. They felt that this ougbtlte factored in as part of all
learning programmes and cautioned against it meseing added on. They
argued that for it to have any value for the stislemd others, it needed o
contribute to the awarding of a qualification.

Collaborative learning is an important aspedifstbgramme C] which does npt
seem to have the same emphasis i\ibiens and Standards
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RECOGNITION OF PRIOR LEARNING

Various opinions were offered with respect to theognition of prior learning:

a

Programme A argued that flexible opportunities dagoing professional development will ‘on
work effectively once the formal recognition of @riearning, and the structures to enable thi
happen, are in place’.

Programme D has designed a means to assess studergsmtry purposes which replac
matriculation results, but has ‘not yet been ableake the recognition of prior learning worka
within courses’.

Programme A cautioned that ‘RPL should not become m access issue only’. Staff argued thg
the Norms and Standards for Educatorseport should ‘provide much clearer procedural
guidelines for the effective implementation of theecognition of prior learning’. They argue in
favour of giving ‘more than academic credits’ and noving ‘towards the certification of learners
perhaps solely on what they have achieved, both atemically and non-academically, outside o
an institution’.

Programme E admits students on alternative criteria but says that‘we still haven't been
radical in what we term prior learning.. we multiply the admission routes [but] we don't lga
recognise prior learning in any logically accountébway’.

Programme E suggests thafNorms and Standardsfan expect institutions to be flexible abo

entry and be accountable about what they are doibgt people will have a different profile .|.

they have equivalent competence but they havent t@ same competence and the cours
need to be sensitive to it.’

ly
s to
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it
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1

A

offer practising teachers opportunities for ongoprgfessional development.
They believed, though, that this would only workeefively once the form
recognition of prior learning, and the structureshable this to happen, are|in
place.

Staff agreed that teacher education programmesldibe flexible enough 3}
I

[Programme D has been able to] recognise pramniag and with it, suitability
for admission into the course, more effectivelynthieaditional matric result
through the use of well-researched selection instnts ... [However,]
programme staff have not yet been able to makerdéaegnition of prior|
learning workablavithin courses ...

12}

RPL also raises issues thidbrms and Standards for Educatodoes not
directly address. The HDE, like many other prograsmadmits students on
alternative criteria, but:

we still haven't been radical in what we term priearning...

and

we multiply the admission routes; we don't reallgcagnise prior

learning in any logically accountable way ...
In practice, [a staff member] argues, instituti@ms paying lip service to the
notion of RPL. They are not assessing in termdtefrative routes to the same
generic competence. Instead, they are focussingalternative entry and
multiplying the entry routes. His advice dorms and Standards for Educatqrs
is not to be overambitious:
[Norms and Standardsan expect institutions to be flexible about eratng be
accountable about what they are doing, but peoplehave a different profile
and they will come in and they will be different they have equivalent
competence but they haven't got the same compegarttéhe courses need o
be sensitive to it.

[The programme staff] believe that RPL will belalio assist in decisions
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regarding access, as well as in deciding on planem&hin a programme.
They cautioned that RPL should not become an adssss only. ThéNorms
and Standards for Educatorsport, they believe, needs to provide much clegrer
procedural guidelines for the effective implemeotatof the recognition o
prior learning. They suggest, for the process teethective, that it requires
one-on-one assessment approach. They suggestoimes and Standards for
Educatorsreport should move towards giving more than acacemedits an
should move towards the certification of learneeshpps solely on what they
have achieved, both academically and non-acaddgicautside of a
institution. They also suggested that therms and Standards for Educatars
policy document should guide providers on ways mclv generic portfolio
can be developed so that all work conducted byndividual teacher, even i
occasional workshops, could be assessed and lgastingnised.

QUALITY ASSURANCE

The Programme G case study generated the argumeritdt a conceptual flaw in theNorms and
Standards for Educatorsreport is that ‘its focus is on inputs, in the form of systems and
structures, rather than on outputs, in the form ofwhat the programme ultimately produces in
the form of learning in the classroom’. Staff argud that ‘evaluators of EDS programmes should
not neglect schools and their learners in their seeh for evidence of quality’.

D | One lecturer argued that the examples of critemiaquality teacher educatign
offered by theNorms and Standardeport (1998:pp149-159) provide a useful
breakdown of aspects and standards which an EDButien or programme
could consider as it attempts to develop a highiyuaarning environment fof
its students. Yet its focus is on inputs, in thenfof systems and structures,
rather than on outputs, in the form of what thegpgonme ultimately produces
in the form of learning in the classroom ... Evétwa of EDS programme
should not neglect schools and their learners @ir teearch for evidence of
quality.

n

DISTANCE EDUCATION ISSUES

The issue of delivery mode, and particularly the ééct of delivery mode on assessment strategigs,

was raised by several distance education providers:

o Programme G staff felt that the classroom-based olsvation of teachers is an ‘enormoug
undertaking’ in a large-scale national distance edcation programme.

a Programme | staff , also a national though smallescale programme, believes that ‘it can
undertake classroom-based assessment only on a sampasis’. The team members
suggested that ‘assessment in an authentic contesan occur through other means — for
example [through] case study reports, peer assessmglearner portfolios and diaries’.

a Programme J staff referred to logistical difficulties presented by the challenge of markin
over 7000 assignments and examinations, as well ‘dse expense of additional assessment
and providing feedback'.

Programme J staff argued that frequent course revisn is also difficult in a distance education

programme, because’... changes can only be done once a year — any entnan this will

disadvantage the student ... [because] we nevenkidere the student is in terms of the course

)

G | [Programme G] staff believed the observation e&chers in their own
classrooms — a stronglorms and Standardsecommendation — was an
“enormous undertaking”. Staff said that “we haveudshts doing the
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programme throughout the country and to organisseming them on a
continuous basis implies additional financial anonlan resources”. However,
staff are open to this concept and are in the good thinking how practice
should be assessed ... Staff also “felt thatNlbems and Standardeeport is
written in the context of face-to-face provision tacher educators. In |a
distance education context classroom observativarisdaunting”.

I | Whilst the programme team agrees that assessimeah authentic context

(namely school-based assessment) is desirablesafidl uthey believe that such
a practice cannot be sustainable in the long teéFhe experience of the
programme has been that classroom-based assesseesid a great deal of
resources in order to be sustained. The Wits FD¥admaan average about 140
students enrolled annually, from all over the coprftnany of them in rural
areas), and the University believes that it caneuadte classroom-based
assessment only on a sample basis. The team membgers, though, that
assessment in an authentic context can occur throtger means — for example
[through] case study reports, peer assessmentgleportfolios and diaries.

J | The staff made repeated comments about theHacthe [large-scale distance
education] delivery mode constrains the implemémtatof applied and
integrated assessment ... Staff mentioned logisfiaetors like the shee
pressure of large student numbers (close on 7 O€€igraments an
examinations to be marked annually across thediteses in the programme
the fact that learners are full-time teaching stiépersed all over the countr
and, generally, staff workload. Staff also comméntn the expense 0
additional assessment and providing feedback.

< o =
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J | With regard to cycles of course review, the paiogne staff expressed the
opinion that frequent revisions could not be doneai distance educatign
context. As one staff member put it:
Changes can only be done once a year — any more ttiia will
disadvantage the student. The point at which chsuage instituted
is crucial - We never know where the student iteirms of the
course, so timing is crucial

Reflecting in their case study report on the difficlties of the distance education providers
particularly in terms of applied and integrated asg@ssment, Welch and van Voore (1999) sugge
that ‘the academic provider and the employer [shouw] collaborate in the delivery of a
qualification’, and that ‘an obvious point of collaboration would be on assessment d

performance in the workplace through the developmetal appraisal system’.

... To expect the academic provider to providedathensions of a qualification +
including assessment in the workplace - might b&rdele, but not feasible. What
would perhaps be feasible is to expect the acadenoizider and the employer to
collaborate in the delivery of a qualification. Avbvious point of collaboration
would be on assessment of performance in the wackpihrough the developmental
appraisal system. The district would organize pcattdevelopmental appraisal pf
management competence, and the provider would ibatdr the dimension of
academic recording of applied competence througigasents and examinations.
The teacher would then have a portfolio contairemglence of both the workplage
and academic dimensions of his competence.
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CHAPTER EIGHT
FINDINGS OF THE CROSS-CASE CRITIQUE OF THE
NORMS AND STANDARDS FOR EDUCATORS REPORT

INTRODUCTION

This Chapter sets out the findings of the crose-@amlysis of the various strands of critique of
Norms and Standards for Educatdiat emerged in the case studies.

GENERAL POLICY ISSUES

N1 Generally, programme providers engaged in a pesitigy with the recommendations of
Norms and Standards for EducatorBrogramme A explicitly welcomed thBorms and
Standards for Educatoneport, as it provides a ‘model which can be fold’ in terms of roles
and competences. The integration of theory andtipeacand the proposed strengthening of
linkages between providers and schools, were ‘vikag an extremely positive feature of the
policy’. Programme F also ‘found the conceptuaftshinderlying the assessment practices in the
Norms and Standards for Educataeport easy to understand, useful and desirable’.

N2 A number of general criticisms emerged in this pescregarding the process and style of
policy formulation. Programme C felt that ‘policyaking is increasingly top down, and heavily
reliant on experts who are removed from the coalfaand criticised the language of the report as
‘inaccessible Programme E argued that the document is ‘writfen the Department of
Education’ and expressed a need for ‘better impigaton documents pitched at course
developers and administrators’. Programme | poiotgdhat ‘the conceptual shifts on which this
study is based are not laid out as such ifNtlens and Standards for Educatoeport’.

N3 Other general criticisms related to substantivéuies of theNorms and Standards for

Educatorsreport:

a Programme E suggested that there are ‘implicatifimrs flexible admission and RPL
[recognition of prior learning] thdtiorms and Standards for Educatalses not address’, and
that the reportdoesn’t deal with the whole sociological story assifying higher education
— increasing diversityfor which ‘lecture rooms are not prepared

o Programme | suggested that the concept of notieaahing hours might be ‘abused both by
learners and providers’, especially in the absefi¢ET QAS.

o Programme E mentioned the difficulty of ensuringpiresentivity of the course team in
relation to race, gender, geographic location axgkeeence’, given the current freezing of
posts and budget cuts. They suggested that previdagght be monitored against a five- or
ten-year institutional plan, on the basis of cursgaff profiles and projections.

N4 Programme D, by developing close links betweerinitsand pre-service programmes,

seems to have found a model for the integrated ldpweent of competence, and for the
development of ‘extended professionalism’.

CONTEXT AND SYSTEM ISSUES

N5 Several programmes alluded to the difficulty of ling in a system which is ‘inimical to
change’:
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o Programme D argued againststeady stateapproach and in favour of a ‘transitional period
wherein the historical realities of inequality ardisadvantage are recognised and
accommodated’.

o Programme | argued that ‘guidelines [are neededj@m to deal with the current reality of
teachers who have the same formal qualificationsylidely disparate competences’.

o Programme D argued thdabb much [evidence of progress] is being expeatedsbon with
respect to innovative programmes.

N6 Programme | highlighted the emphasis which Hems and Standards for Educators
report places on individual competence ‘while igngrthe question of systems change’. Staff
argued that ‘whilst the thrust of the country’s ealion management development policy is about
changing both individuals and organisations, theFNQAQA andNorms and Standards for
Educatorsare concerned only about changing individuals’eyf ltautioned against a ‘greater
paper chase (albeit a more relevant one), tharnsexigthe country presently’. They specifically
argued that the modularisation of qualificatiofgugh useful for learners, ‘does not promote
much-needed links between educator developmense@mubl change and transformation’.

COLLABORATION AMONG EDS PROVIDERS

N7 Two programmes made, explicitly and implicitly, esfnce to issues of collaboration

which are absent in théorms and Standards for Educateeport:

a Programme E referred to the ‘greater regional diadoand planning’ which is encouraged by
the Higher Education Bill.

o Programme J made the point thide’ report is written from the perspective of tinepéoyer,
whereas the university needs to look at the acaddmsiining needs of the teacher
cautioning that ‘..we must be very careful not to expect the same ddimdsults as the in-
service trainer which has the hands-on requirememd opportunities. We cannot get the
same results.

EQUIVALENCE AMONG EDS PROGRAMMES

N8 Two programmes referred, explicitly and implicitlp, the problem of equivalence in the

accreditation of educator development.

o Programme D, which is currently negotiating for itmthematics, science and technology
courses to be recognised as credits towards degmegsed that ‘universities tend to be rather
jealous of their statutory power to confer degrapd are sometimes reluctant to accredit
other providers’ courses towards a whole degrezredf by the university’.

a Programme C, which as an in-service programme tiapted a strategy of formative multi-
mode assessment, suggested that ‘the assessmeitgzrin theNorms and Standardseem
to be geared to PRESET programmes and for qudidicpurposes’.

COMPETENCE

N9 A number of conceptual difficulties were raised hwitespect to general notions of

competence and knowledge:

o Programme C ‘argued that TiNorms and Standardseport seems silent on the process of
knowledge generation ... through a process of sgaimquiry and reflection’.

o Programme | staff questioned whether ‘there existsotion of partial competence, and
whether it is possible, for example, for an induatito have half a competenc¢eAccording
to [a programme team member], somebody is eithempetent or not, and there are no
fractional measures.’
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o Programme | expressed concern about the concepmadularisation, and ‘whether
assessment based on individual modules could eféégctmeasure competences identified
across a course as a whole.” Programme | arguédhtbdularisation does not really achieve
what it sets out to do because it restricts thézbotal integration of assessment’.

o Programme | staff also argued that horizontallggnated assessment across educator roles
would be extremely compléxf a student tould begin a course, drop it in the middle (after
receiving several credits), then pick it up agafteaseveral years

o In contrast to Programme |, Programme E (which dmesdefine exit level outcomes for the
qualification as a whole) argued that outcomesardy be effectively defined at the level of
modules. They expressed concern about ‘expressittydutcomes and assessment criteria ...
attoo high a level of abstraction. In general, staff consulted felt it is appiliafg to assess
and stipulate outcomes at module level or at colengs for the teaching practice component
of School Experience where there are concretesgkifit can be assessed'.

N10 A number of difficulties were raised with respeatthe feasibility of the approach to

integrated competence which is outlined inteems and Standards for Educataeport:

o Programme D staff referred to difficulties with tdevelopment of reflexive competence,
arguing that ‘it is extremely difficult to develguch higher-order cognitive skills in students
upon whom so much time must be spent in providimgtent input and developing practical
and foundational competences'.

a Programme D staff point to ‘evidence that the pesgive classroom practice which most
students are able to demonstrate during observigssons may not be sustained over time or
when the students do not feel that their perforraasdeing assessed’'.

o Programme J staff refer to the learning paradigat sfudents are accustomed M¥e found
in the beginning that students are not familiarhwtihis way of work; they would simply read
the book and want to [regurgitate] what they’'ve deand that would mean that | can now
pass the exam, but when it comes to applying thaivledge they found it very difficult to
master...". This is interpreted by the case study redesns as a caution that a major shift
towards the development of applied and integratechpetence needs to be introduced
gradually.

N11 Two programme providers raise contrasting problerakting to the notion of

foundational competence:

o Programme B argues for a more focused approachata ‘core science teaching support
suggesting that roles other than the specialigt nohy be desirable but ‘not feasible in the
current context owing mainly to time and finan@ahstraints’.

o Programme E, conversely, assumes that the leaarieg specialism has been adequately
dealt with through undergraduate disciplinary stualyd argues thatNorms and Standards
for Educatorsseems to focus more on INSET when it stressesleélielopment of adequate
foundational competence [but] ... does not spedkeaadssues that arise in ‘capping’ diplomas

EDUCATOR ROLES

N12 Various programme providers raised difficultiestwthe conceptualisation of educator

roles:

o Programme A made a strong case for the incorporatiadhe ‘assessment specialisation as a
necessary component of all educator developmegtranmes’.

o Programme B staff argued that ‘the concept of plspseialist is of vital importance’, adding
that EDS programmes need to ‘address what is gdessibterms of children’s ability to
learn, in each of the different school phases’.
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a Programme B is highly critical of the ‘designerlegpsuggesting that thicould lead to a
misplaced notion that teachers should become tektlvariters, which is ‘neither feasible
nor appropriate.

o With respect to the ‘lifelong learning’ role, Pragnme B suggested that ‘the concept of a
scholarly approachmay be more appropriate, since the intention issmohange the vocation
of teachers to that of scholars.’

o Programme I, a management development programignaecithat ‘theNorms and Standards
... appears to understand the specialist role rasra subject or phase specialism, than as a
career path within one of the other roles’.

o Programme | staff requested clarity regarding ‘Hibe other roles are to be integrated with
the specialist management role in the case of Educklanagement qualifications’.

N13 Also with respect to the conceptualisation of etlicaoles, Programme E ‘expressed

reservations about the foregrounding of rolesnd. some confusion about how they are expected

to work with them in practice’. Programme E staff:

a did not feel that hours could be attached to thecatbr roles in the form of credits; and

O requested an indication of what kinds of coursestent areas, and modes of delivery can
help to achieve these [educator] roles.

ASSESSMENT ISSUES

N14 Doubts and concerns regarding the feasibility gfliap and integrated assessment were

raised by several providers:

o Programmes A and B refer to ‘financial and humasouece constraints’ with regard to
classroom-based assessment.

o Programme D staff argued that assessment in aerdigrschool context creates difficulties
at the level of reliability and comparability, atitht ‘most colleges and schools do not have
the management infrastructure to sustain a suffilyidiigh degree of internal communication
to achieve reliability across individual staff atepartments responsible for assessment’.

o Programme A staff argued that ‘problem-solving gissients constitute a sound approach
which could be implemented, [but] ... argued tlaailftators would have to have access to the
classroom in order to assess the degree to whicprtéblem had actually been solved.’

o Programme | argued that the observation of pradcticenpetence is ‘very subjective’, and
that such competence is therefore ‘extremely diffito measure’.

o Programme | argued that ‘successful completion @urse is crucial to accessing a range of
opportunities which are not otherwise availabled éhat therefore ‘... there is a tendency for
South African learners to get through the assesspreness at all costs. Hence implementing
assessment in an authentic context implies tha¢ thas to be a strong element of trust in the
relationship between the learners and the “systétndgramme team members believe that
the element of trust is missing ...’

o Programme E suggested that applied and integrasssament is possible ‘at the level of the
research essay or in teaching practice but notsadtee modules ... Integration may take
place across modules as a result of lecturer armdkest comments and through assessment
task design, but it may not be possible to expfieissess this.’

o Finally, Programme B, like Programme A, is abletador its programmes to different
requirements and contexts, but finds the ‘impleraton of a commonly-applied assessment
practice very difficult, since each of its projebtss its own priorities, time frames and levels
of complexity’.
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N15 Programme A, which itself deals with the developmehcompetence in assessment,
made various points about ttdorms and Standardeecommendations regarding assessment
policy in EDS programmes. They argued that:

o The report has missed an opportunity to ‘spearhiad transformation of assessment
strategies’ by not giving a ‘clearer explicatiorf \v@arious approaches to assessment, and in
particular by not paying ‘sufficient attention toet nature of a sound continuous assessment
policy’.

a The report may not have made ‘adequate provisiothi® very real problem of programmes
appearing on the surface to meet policy requiresétitough they] fundamentally do not'.

a The report needs a ‘stronger emphasis on criticelames’.

o The report needs to address ‘the means wherebiutitsts would be enabled to comply with
its requirements. They suggested, for example, ékaty education institution should have
access to a trained assessor.’

o Portfolio assessment should be a ‘minimum requirdmi all teacher education
programmes’.

PROVIDER-WORKPLACE LINKS

N16 Various programme providers referred to the ditticwf maintaining intense provider-

workplace relationships, and the concomitant ditfic of integrating theory and practice:

o Programme B, which has very close contact with stshaoeferred to ‘resource constraints’ as
‘barriers to extensive and in-depth integrationhefory and practice’.

o Two programmes mentioned logistical issues, sucwakload distribution among staff and
timetabling difficulties, as barriers in terms dfetintegration of content knowledge with
teaching practice (Programme E), the programmebaaity to offer teaching practice in a
range of contexts (Programme E), and greater filéyitin the timing of teaching practice
(Programme D).

N17 Various programme providers raised issues related thite provider-workplace

relationship, sometimes with explicit implicatiofos policy development:

a Programme E argued that the report ‘does not remdigress the issue of the quality of
relationships with schools’, and that ‘the degrésahools’ involvement with students varies,
as does the quality of their teaching experientkey also recommend ‘assessing the extent
to which teaching practice is not an add-on’ ineadar development programmes.

o Programme A staff requested ‘stronger and cleavédedjnes for teaching practice which
higher education institutions should be requiredottow’, and argued for the incorporation
of a ‘structured internship’ as a policy requiremnfar entry into the profession. They extend
this argument for in situ assessment to in-sempiogrammes.

o Programme A propose that ‘teacher educators .mgblves need to retain their roles as
practitioners’ and argued that ‘teacher educatbmulsl be located in the workplace ... [to]
ensure that teaching practice is a much more iakggart of the learning undertaken by
student teachers’.

o Programme J argued that ‘some of the in-service training providers a lottioies
lack the theoretical parts, and the challenge ig& all three together. | believe that
our point of departure must be to get all three poments [professional, academic and
occupational] in one course

PROGRAMME DESIGN ISSUES

N18 Three programme providers referred to the difficubf designing programmes
inductively, based on research conducted amongttégrners:
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o Programme B referred to the resources requirednolwect ‘intensive medium-term research
.. amongst relevant stakeholders to develop argnege built from ‘the particular to the
general’.’

o Programme B argued that its curriculum is ‘framedthe requirements of existing school
syllabi and the specific outcomes stated for tlfedint grades in Curriculum 2005’ and that
it is difficult to ‘avoid imperatives that guidetibwards developing a programme based on the
immediate and direct needs of teachers’.

o Programme D staff, though a research unit has lestéablished, is ‘sceptical about the
capacity of colleges of education to undertake mue$earch’ because of ‘shortage of
suitably qualified staff, coupled with a heavy loafdteaching and administrative duties for
staff best qualified to conduct research.’

o Programme E notes tidéorms and Standards for Educatqueeference for a ‘design-down
approach to programme design (proceeding from @erpo units)’, and the rationale for it.
They argue, however, that ‘... in practice it isgible that ... [a design-up approach] is likely
to occur in established programmes’. They attrilthi®to ‘a context of shrinking numbers of
tenured posts [and] budget cuts’ which requireggmmes such as theirs to be ‘shaped
around the existing core of staff expertise’.

N19 Programme D raised the issue of formulae for therdenation of staff complements at
colleges, which has explicit implications for pglidevelopment. Staff argued that research is not
‘recognised — and therefore funded — by the Departrof Education as a legitimate major-time
activity for college lecturers’, and that researdpacity can only be strengthened if staffing
formulae are reviewed.

PROFESSIONALISM

N20 Programme E referred to opposing views of profesgdiem internationally. The ‘highly
internalised [notion of a] vocation of teaching’hish incorporates the notion of professional
conscience stands in contrast to the more legalisthivil service approach, which isdbout
being much more externally measurable and accolgitdbwas argued that, althougidu can’t
simply graft on a little bit of [another] traditidn different ‘ethical takes on Norms and
Standardsshould be possible.

N21 Several programme providers commented, from a yp@l&spective, on issues related to

‘extended professionalism’:

a Programme A staff noted that ‘involving the targgtoup in programme curriculum
development makes good design sense, not onlyajpirstp the content and mode of delivery,
but also in reinforcing ownership and professi@mali They suggested, however, that
‘important paradigm shifts need to happen amongdhget group before this can become a
requirement’.

a Programme A argued that for student-initiated dgtiysuch as involvement in tutoring
programmes) ‘to have any value for the studentsathdrs, it [needs] to contribute to the
awarding of a qualification’.

a Programme C argued in favour of a greater emphasihie Norms and Standards for
Educatorson ‘collaborative learning’.

RECOGNITION OF PRIOR LEARNING

N22 Various opinions were offered with respect to theognition of prior learning:
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o Programme A argued that flexible opportunities émgoing professional development will
‘only work effectively once the formal recognitiof grior learning, and the structures to
enable this to happen, are in place

o Programme D has designed a means to assess studerdgatry purposes which replaces
matriculation results, but hamot yet been able to make the recognition of pigarning
workable within coursés

o Programme E admits students on alternative crjtdmia says thatwe still haven't been
radical in what we term prior learning ... we mpliy the admission routes [but] we don’t
really recognise prior learning in any logically esuntable way

o Programme E suggests thfiNlorms and Standards] can expect institutions toflesible
about entry and be accountable about what theydaiag, but people will have a different
profile ... they have equivalent competence but Haen’t got the same competence and the
courses need to be sensitive to it.

o Programme A cautioned that ‘RPL should not becomaczess issue only’. Staff argued that
the Norms and Standards for Educatorgport should ‘provide much clearer procedural
guidelines for the effective implementation of tleeognition of prior learning’. They argue
in favour of giving ‘more than academic credits'damoving ‘towards the certification of
learners perhaps solely on what they have achidatl,academically and non-academically,
outside of an institution’.

QUALITY ASSURANCE

N23 The Programme G case study generated the arguhare conceptual flaw in tiéorms
and Standards for Educatorgport is that ‘its focus is on inputs, in therfoof systems and
structures, rather than on outputs, in the forrwbét the programme ultimately produces in the
form of learning in the classroom’. Staff arguedtttevaluators of EDS programmes should not
neglect schools and their learners in their semchvidence of quality’.

DISTANCE EDUCATION ISSUES

N24 The issue of delivery mode, and particularly thieafof delivery mode on assessment

strategies, was raised by several distance edudatividers:

o Programme G staff felt that the classroom-baseerobson of teachers is aeriormous
undertakingin a large-scale national distance education gogne.

a Programme | staff , also a national though smatale programme, believes that ‘it can
undertake classroom-based assessment only on deshasis’. The team members suggested
that ‘assessment in an authentic context can ottmaugh other means — for example
[through] case study reports, peer assessmemgleportfolios and diaries’.

o Programme J staff referred to logistical difficeftipresented by the challenge of marking
over 7000 assignments and examinations, as wethasxpense of additional assessment
and providing feedback’.

o Programme J staff argued that frequent courseioevis also difficult in a distance education
programme, because ‘changes can only be done once a year — any more tthia will
disadvantage the student ... [because] we nevewkmwbere the student is in terms of the
course’

N25 Reflecting in their case study report on the diffies of the distance education
providers, particularly in terms of applied andeigrated assessment, Welch and van Voore
(1999) suggest that ‘the academic provider ancethployer [should] collaborate in the delivery
of a qualification’, and that ‘an obvious point obllaboration would be on assessment of
performance in the workplace through the developgai@ppraisal system’.
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CHAPTER NINE
RECOMMENDATIONS
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INTRODUCTION

This Chapter analyses issues that have emergedtheriterature review (see Chapter Three),
and the description and analysis of the ten casdiest (see Chapters Four to Eight, and
particularly the analyses presented in ChaptersaB8ik Eight). Discussions which have taken
place in various research team workshops and RrBjeference Group meetings are also taken
into account. This approach enables the formulatbrsome overarching perceptions of the
strengths and weaknesses of M@ms and Standards for EducatqidSE) report (Department
of Education, September 1998). It also enables salvservations regarding current provision in
South Africa of educator development and suppdBtSE

The analysis begins with some observations arisomg the research methodology, and proceeds
by looking at some of the key issues and concexgarding the strengths and weaknesses of the
NSE report that arose in a number of the case esudind which were further discussed at a
Technical Support Team meeting on 15 March 1999vetidthe Project Reference Group on 29
March 1999. This leads to the tentative explicatiérkey strategic ‘policy and implementation
issues’, and the presentation of recommendatibias,eimerge from the findings of Chapters Six
and Eight.

The case studies are descriptions of existing E@§rpmmes. They exist in a context of policy
transformation, in which the National Qualificatidframework (NQF), the South African
Qualification Authority (SAQA), the Education, Tremg and Development Practices (ETDP)
Project, the work of the Committee on Teacher EtloigaPolicy (COTEP) and the NSE report
are key structures and processes. If the procesaradformation is to be taken forward, then the
‘implementation issues’ set out later in this Cleaptill have to be addressed.

THE RESEARCH METHODOLOGY

The sample of ten EDS providers included a rangmsiftutions, organisations and modes of
delivery:

o A University/College of Education (part-time, inrgige, distance education) Bachelor of
Education (NQF level 7)

o A University (part-time, in-service, distance edima) Bachelor of Primary Education (NQF
Level 7)

o A University/private provider (part-time, in-sereic Further Diploma in Education (NQF
Level 6)

a A University/NGO (part-time, in-service) Further@ama in Education (NQF Level 6)

o A University (full-time, pre-service) Higher Diplaarin Education (NQF Level 6)

o A College of Education (full-time, pre-service) Higr Diploma in Education (NQF Level 6)
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O

A College of Education (part-time, in-service, diste education) Higher Diploma in
Education (NQF Level 6)

o A non-governmental (non-accredited, in-servicelgpamme in assessment practices

o A non-governmental (non-accredited, in-servicegpponme in science teaching

o A provincial intergovernmental (non-accredited, segrvice) educator development
programme

The fieldwork generated a rich description of thésy diverse range of programmes. In their
descriptions of the programmes, the researchergleevaluative judgements as a necessary
methodological procedure, as few providers wouldehlaeen willing to engage in an evaluative
exercise without a longer timeline and a greateestment of resources. The decision to adopt a
descriptive rather than an evaluative approachalstsa means to achieve a sharper focus on the
NSE report. This precluded the gathering of anedibjely verifiable information on the quality

of the programmes reviewed. Instead, the analydiseoprogrammes was closely based on seven
key conceptual shifts in the NSE report (see Chiapt), which were identified by the research
team on the basis of the literature review (Ot&9)%nd subsequent discussions. It is around
these seven shifts that the researchers mappeergmmees and divergences in the programmes
with respect to the NSE proposals. This sharp fecuthe policy process as the prime subject (or,
in a way, the central ‘case study’) generated h range of analysed issues which relate to
conceptual difficulties and NSE implementation tdages. It also enabled a strongly focussed
account of providers’ responses to the NSE refitrése issues and responses will be a valuable
input into the policy process.

It should be noted, however, that this approach agapted at the expense of a more organic
approach to the case studies, which might havevatlofor a more formative and evaluative

exercise, as well as a more objective focus on RidSider strategies. As it stands, the ten case
studies tell us more about the NSE report than tth@yabout the providers or programmes.

However, it is possible to use information from teese studies, interpreted through the prism
provided by the analysis of cross-cutting issuescohvergence and divergence, to make
conjectures about key implementation strategies wwaild promote convergence and thereby
nurture the implementation and evolution of the N8gort. Broadly, the case studies show that
these providers would not object to the implemémabf the NSE report, provided that key

barriers set out under ‘policy and implementatssues’ below are addressed.

GENERAL REACTIONS TO THE NSE REPORT

Though the diversity of EDS programmes in the sanafilected the relevance of the NSE report
for any specific provider, certain general obseoret are possible. For example, the NSE report
was seen by some programme teams as emphasisisgrpiee, full-time whole qualifications
and being most relevant to Higher Education pragd&his perception notwithstanding, there
was a generally positive approach to the NSE reponditional on certain key issues being
addressed. Of particular concern is the lack afitglavith regard to the status of the NSE report
in terms of EDS policy. A related concern is theseice of fully functional National Standards
Bodies (NSBs), Standards Generating Bodies (SGBs) Bducation and Training Quality
Assurers (ETQAS). The legislation and implementatdd new norms and standards for teacher
education qualifications is an urgent necessitiigfy are to be taken seriously by providers.

It should be noted, however, that while there sektoebe a general awareness of the impact of
an outcomes-based NQF and the importance of nemsand standards for educators, only a
few programme teams were thoroughly familiar witle twvhole of the NSE report, as well as
related documents such as the Education, Trainimh Revelopment Practices (ETDP) final

109



report, the Department of Education (DoE) job digsions and the Education Labour Relations
Council (ELRC) developmental appraisal criteriaefiéhis an awareness of the NQF, SAQA and
Curriculum 2005 debates relating to outcomes-bagedation, and there is a tentative familiarity
with the language contained in the relevant documehlowever, interviewees generally
expressed a lack of detailed and concrete knowlefigéhat was expected of them by the NSE
report. The language of the report, though it isadiy the language of SAQA and the NQF, is
seen as technical, complex, difficult to understaanmtt subject to differing interpretations. The
different understandings of what is meant by coepet are of particular importance, as they are
directly linked to the kinds of assessment prastiesed by EDS providers. This confirmed the
need, articulated in the report, for a follow-umtibook for providers which makes accessible the
technical terms, the definitions and the concepitaahework contained in the report.

However, amongst those who were acquainted wittNBE report, important criticisms are to be
found among the generally favourable reactions.example, the policy process was criticised as
being conducted at several steps removed from exgitbund practice. From a more substantive
perspective, the lack of clear implementation glinds for key aspects of the report, such as
assessment and teaching practice, is noted byagwewiders. The ‘civil service’ approach to
‘outcomes-based professionalism’ is raised as smeidor debate by a programme which has
adopted a more ‘conscientising’ approach to pradess development. The perceived looseness
of the concept of notional hours of study, linkeithvthe absence of ETQASs to monitor abuse of
notional time allocations, was also mentioned. Om@gramme voiced concerns that
representivity (in terms of gender and race, fanegle) among EDS programme staff should be
a staged, long-term expectation.

Linked to this notion of staged transformation, @mber of programme teams referred to
important contextual and systemic factors whichitaig¢ against effective EDS provision. One
programme team argued that the NSE report shoutiboge transitional strategies for
transformation, rather than adopting a ‘steadyest@pproach. Another fundamental critique of
the report is that it addresses individual compsgeat the expense of systems change, or at least
some attention to the difficulties an individualuedtor may face in a sometimes ‘inimical’
school environment. One programme team highlighésdanother contextual factor requiring
transitional strategies, the widely differing cornggees of educators who have the same
qualification levels.

At the structural heart of the NSE report is thefework of educator roles and competences, and
the notions of applied, vertical and horizontakegration of competence. A broadly favourable
reaction to this framework among providers is ainsgribed by a concern that there is a tendency
towards ‘generic’ outcomes for teacher educatidme Ppoint was made that generic outcomes
which operate at the level of a whole qualificaticannot provide the specialised and
contextualised outcomes associated with a modugewalfiole qualification, or a unit standard. It
is these more specialised and contextualised owsaimat can be ‘mapped onto’ assessment
criteria or performance indicators, as opposedht rhore generic outcomes associated with
whole qualifications which cannot be ‘translatetbirassessment criteria. The inherent danger of
a ‘generic’ tendency is that it may lead to a ladkdepth in a specialised learning area, or
discipline. Conversely, another programme team edghat the modularisation of programmes
militates against integration of competences amdszceducator roles.

Several providers referred to the lack of detaiedscriptions or guidelines within the NSE
report. This was less a matter of choice and maensequence of new legislation and emerging
practices within the national and provincial depaamts of education and within other sectors of
the Education, Training and Development field. TR8E report sits uncomfortably on the
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borders between the Department of Education and#partment of Labour, and between the
state and other roleplayers — especially statubodies such as SAQA, the ELRC, SACE, CHE
and the National Skills Authority (NSA). The NSEpost is focussed primarily on norms for
qualifications for state-employed educators — thespiirements, prescribed by the Department
of Education, which all qualifications wishing te becognised and evaluated for employment in
public education must meet. In the NSE report tlggsdification norms are described using roles
and competences. The NSE also suggests to SAQAit&aNEBs, SGBs and ETQAS), the CHE
and its Higher Education Quality Committee (HEQ&)¢d the NSA (and its Sector Education and
Training Authorities (SETAS)) that the qualificatiéramework described for normative purposes
by the Department of Education may well resemblatdeast link to the standards proposed by
other stakeholders for the registration and evalnabf programmes (Unit Standards, Unit
Standards Based Qualifications and Whole Qualifica) and providers. The possibility of such
a systemic approach to the education of educatormade possible by ‘common usages’ or
‘family resemblances’ in the ways in which roleslaompetences can used to describe criteria,
or indicators, for job descriptions and performamanagement, for codes of conduct, for
standards for quality assurance, for exit levecontes of qualifications and assessment criteria
for learning programmes. This approach is madelenohtic by the diverse, often conflicting,
interpretations given to roles and competences,namie generally, to the purposes of the NQF.
Roles and competences can used for occupationalingraor performance management;
developmental appraisal; the development and régnlaf professional conduct through a code;
the design, development, delivery and evaluatiorieafning programmes; the assessment of
learners and the quality assurance of qualificatiand as guidelines for research.

These and other difficulties will be referred toamg below under ‘implementation issues’.

Generally, providers feel that the NSE report, tbgewith other Department of Education and
SAQA documents, satisfies the symbolic and legig#gbrocedural purposes of policy, but does
not address sufficiently the practical challengésmplementation. Hence the strong focus on
implementation strategies which emerges from therjtay of convergences and divergences
between the ten case studies and the NSE. Thecehseg interrogating the alignment of present
practices with the NSE report, shows what kindpraictical problems would arise if the report,

or some evolved version thereof, were implemented.

POLICY AND IMPLEMENTATION ISSUES

Challenges in Conceptualisation and | mplementation

The data show clearly that convergence and divemyevith the NSE report do not translate
simply or directly into ‘good’ or ‘bad’ teacher ethtion. Rather, responses in the interviews
show that providers are critically self-reflectiamd, in the main, offer sensible, empirically
grounded, explanations for what they are doing. ®ben practices differ from the NSE

proposals, one can usually find, within the cagéist, a reason why implementation of the NSE
report poses challenges. This opens up the pdssibil looking at the case studies more
generally as sources of information about the pralcbarriers in EDS which most concern the
providers, and as a basis for recommendationsdoeas these barriers.

Barriers aside, the strategic objectives impliethimn NSE report’s seven conceptual shifts appear
to be broadly affirmed by the providers interviewiadthe case studies. There are, however, a
number of cross-cutting issues and concerns thiaé drom the studies. Broadly, there is a
concern that these ‘strategic objectives’ or ‘ideatlill be difficult to achieve in practice. Major
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challenges of policy and implementation which heweerged through the research are presented
below, together with recommendations for EDS polieywd guidelines. The eighteen
recommendations are presented in bold, but shooticbe read in isolation from the argument
which precedes them. The arguments themselvesared from the findings set out in Chapters
Six and Eight. To facilitate cross-referencingevelnt findings are referred to (for example, 8N1
is finding N1 in Chapter 8) at the end of each necendation. [If you are working with the
hyperlinked version of this report, you can leftklon the reference number to visit the relevant
section of the findings. To return, left-click thmack’ arrow on your web toolbar.]

Educator Roles and Competences

R1 Providers experience difficulties in designing asmhstructing learning programmes
which integrate and apply all three competencesctimal, foundational and reflexive (vertical
integration). Within each of the proposed educedtes, the applied competence to be developed
and assessed is described as consisting of thesekimds of competence (by SAQA, the ETDP
report and the NSE report). While generally seera gsotentially useful distinction, there is
concern about an epistemological gap in the cormmepif knowledge provided in the NSE.
While there are various models of knowledge thathaurrency in South African debates, there
is a broad tendency to typologise knowledge byttgmii it into its component parts. Hence,
‘subject’” knowledge may be linked to, and distirglngd from, ‘pedagogic’ knowledge. Or,
distinctions may be drawn between ‘procedural’ klemlge, ‘strategic’ knowledge, ‘content’
knowledge and ‘conceptual’ knowledgehe NSE report does not provide a clear account of
knowledge, and EDS policy or guidelines therefore eed to define in greater depth and
detail the tripartite distinction of ‘applied competence’.

6C4 6C5 8N9

R2 There is a particular lack of focus in the NSEesobhnd competences on learning area
knowledge. This is compounded by a lack of claiftyregard to the specialist role and the
modality of its integration with the other rolesoftzontal integration). Broadly, the NSE report
argues for the specialist role being closely alijwéth the purpose of a qualification and
‘containing’ the other more generic, contextuakemlWhat is not clear to providers is how the
balance and mix of roles and competences will terdened by them — what are the parameters
within which they must operate? In addition, thare some ambiguities: how, for example, does
one construct a Further Diploma in Education at N€Mel 6 in which the specialist role is one of
the contextual roles (such as ‘manager’, or ‘demigof learning programmes’)Clarity is
needed in EDS policy or guidelines on the notion dathe specialist role (particularly in
relation to learning area knowledge), and its integation with other roles.

6C2 6C3 6C6 6C9 8N9 8N10 8N11

R3 The role of specialist knowledge in the three neag programmes that make up the
foundation phase (Grade 1 to 3) can easily be maliged by a more generic focus on educator
roles. A consequence of this approach may be thatdation phase teachers who are reflexive
mediators of learning lack foundational and pradtimathematical knowledge which underlies
numeracy and mathematical literacy, and hence rable to ‘teach’ the subject knowledge that
underpins that learning programnibS policy or guidelines should therefore spell outlearly

the extent to which foundation phase programmes shitd address discipline-specific
knowledge.

6C2 8Ni1l

R4 The six educator roles arguably represent, adhessase studies, the aspect of the NSE
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report which is most distant from the reality of &[practice. There is no sense in which any
provider consciously or formally addresses thegale they are set out in the report. For example,
no provider structures its learning programme @nptoposed framework of roles, and those who
gave it some thought immediately found it diffictdt imagine credit-awarding strategies, and
appropriate allocations of notional time. Some fjeakion-bearing programmes do not, for
example, have a specialism, which places the Ng&rtrén a real-world dilemma because of its
emphasis on the design of programmes around thés An indication of the extent of the
problem may be found in paragraph R2 above, irsitmple example given of a Further Diploma
in Education based on the specialist career patclobol management, which is set out in the
NSE report as a contextual role rather than a apsti. This immediately raises the issue of
career pathing as a silent, or at least rathergmniddomponent in the framework. An approach
which foregrounds career paths rather than, oreastlin addition to, educator roles would
certainly have some real-world virtue. At the legéthe programmes we have studied, it is much
easier to map both the qualification-bearing arel ribn-qualification programmes onto career
choices. Programme A, for example, explicitly refés school-based assessors, though it does
not explicitly refer to the assessment specialisnaaareer path. It is easy to imagine, though,
how assessment could be a career path, even iinitiegited system with its emphasis on
summative examinations. Programme B addressesetsrof primary science teachers, another
obvious career path. Programme E, most ambitioasipng the programmes reviewed, refers
broadly to the preparation of its students for \exlge professions’. Programmes | and J
develop school management competence. Another eddareer path, though it is ironically one
for which very little provision is made in EDS praghmes, is that of teacher educator, with clear
opportunities in terms of institutional location ioolleges, universities, non-government
organisations and the departments of education d; dinnnovative steps are taken in this
direction, in schools and across clusters of schdelom the perspective of the departments of
education, the foregrounding of the career compbatso makes sense, since the departments
(especially the support services) tend to be siradt around the ‘career spaces’ of educators —
for example, the foundation phase, or support éarrers with barriers to learning, or school
management — and would therefore find it easy tateeto programme providers who are
similarly orientated.The Department of Education, in its EDS policy, shald consider
foregrounding the notion of educator career paths ather than, or at least in addition to, the
notion of educator roles.

6C6 8N12 8N13

R5 The questioning of the epistemological bases efNIBE — and more generally of South
Africa’s outcomes-based NQF — promotes an etho®ngjoing development of norms and
standards for educators. But it also points to astian that needs to be addressed more
thoroughly — what knowledges are being promotedugin the NQF? Are these appropriate? Are
they relevant? A more radical criticism (raisecttet Reference Group workshop of 29 March
1999) was that the whole enterprise of construciimgutcomes-based NQF should be revisited.
Or, at least, careful attention should be paid é&yutatory bodies to the dangers of outcomes
becoming overly focussed on non-disciplinary cudacin which the competences acquired by
the learner overemphasise practical and reflexorapetences to the detriment of foundational
competences. This strategic criticism was linked toore general operational concern about the
difficulty of taking the NSE roles and competeneesl integrating them or ‘turning them into’
content (of, for example, sciences, mathematicstohy, or music). In order to enable the
translation of roles and competences into learpmogrammesEDS policy or guidelines should

set out much clearer and more detailed indicatorsfaequisite discipline-based knowledge.

6C2 6C3 8N11

R6 Two of the hardest outcomes to achieve appeae teeltical and horizontal integration.
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Horizontal integration because most qualificatians divided by subject department loyalties or
other institutional factors (including the formatiocof provider partnerships) that result in
inhibited integration of the roles and competenaesoss modules. And vertical integration
because of the complexities involved in integratifmyndational, practical, and reflexive
competences. This is particularly so with regardsubject contentEDS policy or guidelines
need to be clearer as to how roles and competenaas be mapped onto subject content.

8N12 8N13

R7 Regulative difficulties are an inevitable partnebving from an ‘in-put’ to an ‘out-come’
approach to qualifications. The NSE restricts ftselproviding a broad conceptual framework
and generic outcomes for qualifications as therpatars for providers. These leave the design of
programmes through which learners can achieve tbag®mes to the discretion of providers
within a system of stakeholder and roleplayer ratjoh. The prominent ‘regulatory roleplayers’
within teacher education include the DepartmeriEadication, SAQA, the ELRC, the Council on
Higher Education (CHE), the National Skills AutigriNSA), teacher unions, critical interest
groups, non-government organisations (NGOs) angrfofit providers. There is a danger that
such a complex system of regulation involving ssmyneleplayers will tend to operate at a very
general, vague and ambiguous level in its desoriptdf outcomes-based roles and competences
with an emphasis on generic roles and competei¢he a generic approach may be broadly
suitable for the foundation and intermediate phattés may not be an appropriate approach for
the more specialist learning areas of the senias@land the FET band. In addition, the need for
specialisms in educational management, finance,jrasnation, human resource development,
programme development, quality assurance, assessimeéman rights, LSEN, among other
possible specialisms, will be obscuréd EDS policy or guidelines, a balance therefore rezls

to be struck between a generic approach to competea (with relative concomitant freedom

for providers) and more detailed guidelines or presriptions, particularly with regard to
specialisms.

6C9  8N9

R8 The programmes generally experience difficultyaddressing all three forms of applied
competence, and in utilising applied and integrateddes of assessment. With notable
exceptions, reflexive competences seem to be inedely addressed, either in the disciplinary
roots of a subject or in the underpinning knowlefliyecontextualised or specialised roles. There
was a tendency to understand reflexive competeasebeing reflective’ - capturing only one
aspect of reflexivity. Also, formah situ assessment of educators in their classrooms, agtin
notable exceptions, is a weak or absent componesg\veral programmes, often because of cost
factors. The lack of attention in some programnoegractical competence, which relates closely
to the integration of theory and practice, oftengéis on the presence or absence of powerful
provider-workplace linkage&€DS policy therefore needs to address as a majorategic issue

the nature, and the intensity, of relationships beteen providers, departments of education
and schools, particularly inasmuch as these relatiships can be brought to bear on the
improvement of assessment practices.

6C7 6C8 6C13 8N14 8N16

Quality Assurance

R9 Despite general agreement on the use of a frankesfobles and competences, there is a
general concern regarding the lack of a nationadlgulated quality assurance system for
providers and learning programmes linked to newnfpof state registration and subsidy. Also,
one provider argued that the NSE report’s focugiims of quality assurance is, paradoxically, on
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‘inputs’ by the provider into the process of getieia quality, in the form of quality assurance
systems and structures. This focus, the providguweat, is at the expense of outputs, in the form
of what the programme ultimately produces as ewidef quality improvement in learning in the
classroom. This viewpoint is supported indirectly the research, which found that the
assessment emphases and practices in several jproggaconstitute a major divergence with
respect to the NSE report and NQF principles gdlgerdhe Department of Education
therefore needs to work in close conjunction with SQA to ensure that a feasible, output-
oriented system of quality assurance is designed @nimplemented, and that state
registration and subsidy of programmes becomes a thing factor in improving quality in
EDS.

6C12 8N23

Programme Design | ssues

R10 The NSE lays great emphasis on the importancew#ldping qualifications and learning
programmes with specific purposes that are groundemstsearch. A serious concern that has
emerged in reflection on the case studies is, hewethe lack of research into schools,
classrooms and other learning sites which shoulthtmeming the design and development of
learning programmes. There is little school or slaem research taking place in South Africa,
apart from the recent President’'s Education Imtea{managed by the Teacher Development
Centre of the Department of Education and the J&idtication Trust). Where research is
conducted in universities, it tends to be divordemm the design and delivery of learning
programmes. Among other providers, research apbesaare often informaEDS policy should
include clearer guidelines with regard to the roleof research and the way it should inform
the design and delivery of learning programmes, asvell as how it will be driven by
strategically earmarked funding.

6C10 6C11 8N18 8N19

Professionalism

R11 Almost all of the programmes have a range of afrias to develop what this Project has
referred to as ‘extended professionalism’. The armgement of critical engagement and
reflective thinking, the promotion of learning Bfgles, the involvement of learners in the design
of their own programmes, and other evidence of vatige approaches to professional
development can be found in the case studies. &ctdhity, however, even when it is relatively
formalised, is not always credit-bearing within walification. South Africa is, according to one
provider, adopting an ‘outcomes-based, civil se&rviapproach to professionalism. Such an
approach should not be at the expense of a mores¢oentising’ strategy which emphasises the
vocational. However, the Department should note that greater ekity is needed in EDS
policy and guidelines on what is meant by ‘extendedrofessionalism’, as well as on ways in
which it might be rewarded.

6C15 8N20 8N21

Equivalence and the Recognition of Prior Learning

R12 The notion of ‘equivalence’ was raised in variouays in the case studies. At one level,
this refers to the inherited profile of a teachepylation among whom similar qualifications do
not equate with similar competence. This is clearlsecognition of prior learning issue which
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works in two directions: a relevant qualificatioamnniot be construed as guaranteeing competence,
and its lack cannot be used to justify an assumptivincompetence. In this sense, the relevant
education qualification value (REQV) framework isg@ably little more than a cosmetic
readjustment of historical injustices. Three progmees explicitly criticised, and were also self-
critical, of the current approach to the recogmitiof prior learning (RPL) among educators,
which is arguably most aptly described as ‘lip sgv Each of these programme teams cautioned
against viewing RPL as an access issue only, wiriigfht multiply admission routes without
fundamentally affecting students’ opportunities @&temption within the programme, or even
from the programme of study altogeth&he Department of Education, in its EDS policy,
needs to address the key NQF principle of recognith of prior learning in its capacity as an
employer of educators who may variously be competébut underqualified, or qualified but
undercompetent; the Department should also consideexercising its influence as a major
roleplayer in the arena of admissions to and credit within qualification-bearing
programmes.

8N3  8N22

R13 At another level, the notion of ‘equivalence’ ogtexss across provider institutions, to the
extent that the recognition by one institution b tmodules or programmes of another is
currently a question of private contract, rathemtlan issue of public interest. The Department of
Education, however, has a vested interest in taigg network of arguably unsystematised
agreements regarding equivalencks a major roleplayer in the arena of educator
qualifications, the Department should consider playig a more active role in the multiple
negotiations that are taking place between providerinstitutions around recognition of
modules and programmes, particularly across the bawdary between institutions which are
firmly located in higher education and those whichare not.

8N8

Conceptual Challenges

R14 The desire of SAQA for the NQF to enhance poriigbithrough the use of
modularisation and unit standards adds to the efgdls created by a holistic and integrated
approach to teacher education. If the NSE desireafbolistic and ‘design-down’ approach to
learning programmes and qualifications is to bdiged, there will have to be far greater co-
ordination among the various roleplayeree Department should promote close co-operation
between SAQA, the relevant SETAs, the ELRC, SACEhe CHE (particularly its HEQC)

and EDS providers, over the rules and criteria thatgovern registration of qualifications
with SAQA, the quality assurance of EDS programmes,and their recognition and
evaluation by the Department of Education.

8N9

R15 There is a strong tendency within the NSE to favoccupational considerations (the
skills needed to do the job) at the expense of exoaxd and professional considerations (the
knowledge and values required by the job). Givext the occupational in education has a strong
bureaucratic dimension, there is a tension betvee#achnical/bureaucratic’ approach which is
likely to emphasise practical competences and aeademic/professional’ approach which will
tend to emphasise the foundational and reflexivapmiences — particularly with regard to the
foundational and disciplinary dimensions of subjaod pedagogic knowledge. An atomistic
approach using modularisation and unit standards design-up approach is likely to favour a
‘bureaucratic’ approach to the implementation afrm® and standards for educators. This will be
in strong contrast to the ethos or culture of thevigers in the case studies whose primary
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orientation is towards an academic and/or professidocus. An ‘academic/professional
approach, conversely, may result in qualificatiavisich, in the worst case, do not improve
occupational performance, or in which practical petence is not thoroughly assessébe
Department, in its EDS policy, should give seriougonsideration to a strategy of co-
operation among providers, and between providers ah the departments of education,
which best supports a holistic approach to the del@pment of educator competence.

8N9 8N20

R16 The bias of the NSE report towards full-time peevice whole qualifications has led to a
lack of discussion of the linkages between qualifans and employment in the Department of
Education, particularly in regard to career andargaprogression. Similarly neglected are the
relationships between the roles and competencetheofNSE report, and similar archetypes
contained in ELRC, Department of Education and SA®Ecies. The dangers of these lacunae
lie in their potential to stimulate a general systefailure to implement the changes described in
the strategic objectived’he Department should consider designing and impleenting an
overarching policy process which integrates careequalifications, professional development
and appraisal issues, and, amongst other possiblenefits, maximises the opportunities for
leverage to drive, attune, reshape and improve ED@ovision.

8N8

| mplementation | ssues

R17 Whether or not the tendency of the NSE reporbigéaucratic’, roles and competences
are central to the working of the proposed appro@bke lack of epistemological clarity about the
roles and competences is compounded by insufficdtention to the practical, financial and
logistical difficulties of providing learning progmmes that offer continuous, formative,
integrated and applied assessments capable ofiemgbat the required practical, foundational
and reflexive competences have been achieved ontextualised and specialised manner. The
NSE commitment to an integrated and applied appré@acompetence and assessment is clearly
the greatest hurdle for compliance. Most providiand this difficult in one way or another,
especially with regard to school-based observatiassessment, though some programmes have
developed creative alternatives. The mode of dsliveas a strong influence on compliance in
this regard, with three of the distance educatimg@mmmes particularly affected. This, however,
is an issue that goes, like many others in thisaeh, beyond the scope of the NSE report and
strikes at the heart of the NQF itself. Put simmpplied competence is a requirement, and
therefore the assessment of applied competence pseeondition, for the awarding of a
gualification. Conversely, the simple logic of tN@F suggests that a programme which does not
assess applied competence cannot be qualificagarify. While for qualification purposes it is
the responsibility of SAQA to implement this logiépr the purposes of recognition of
qualifications for employment the Department of Eation has a clear mandate to ensure that the
gualifications obtained by its educators (and pectipe educators) have more than symbolic
significance. Pragmatic significance would be rdota the extent to which the quality of
education is likely to be improved through a quedifion-bearing programme, and this is directly
linked to the assessment of applied competenceistartte education programme with limited
resources but several thousand learners may, if wahaged, have advantages of scale and
economy, and possible disadvantages in terms opr&gmatic significance of the qualification
awarded. The Department cannot require the implessibfor example, that such a provider
conduct school-based assessment for all learndts itsi current resource3.he Department
should, however, examine carefully a range of possiities for strategic collaboration with
providers to ensure that its own resources (humammaterial and financial) are brought to
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bear on the challenge of applied, workplace-basedssessment, and design and implement a
radical re-arrangement, and/or increase, of teacheeducation funding to EDS programmes,
including universities, technikons and colleges @&ducation.

8N10 8N14 8N16 8N18 8N24

R18 One reason why qualification-bearing programmesnat addressing all of the proposed
NSE requirements is that providers are still bobgdexisting policy (the 1996 COTEP Norms
and Standards for Teacher Education and the Evatuaf Qualifications for Employment in
Education), and by patterns of funding (which contgnificant amounts earmarked for college
of education pre-service programme&)clear policy on norms and standards for educators
which indicates immediate as well as long-term redrements and which is supported by
guidelines for implementation, should be promulgate at the earliest possible opportunity;

it must be noted, however, that such a policy mustarry with it, at various key stages of
implementation, appropriate reallocations of resouces (notably but not only in terms of
EDS funding).

8N10 8N14 8N16 8N18 8N24

CONCLUSION

The focus of this Chapter has been on issues thdikaly to arise if the NSE report, or some
evolved version of the report, is implemented d&poThis gives some idea of the strengths and
weaknesses of the NSE report as a policy docuregnglly importantly, it shows a way forward
for EDS practice. The NSE report is an attempthiows how to implement the outcomes-based
principles of the NQF in close alignment with th&€[E project and other policy initiatives. If
EDS is to develop within the principles and framekgoof an outcomes-based NQF, then the
issues outlined above must be addressed.

It is important to remind ourselves that in eaclhef ten case studies the subject of the study is a
programme that is actually operating, though in s@ases under resource constraints which are
threatening the programme’s existence. It is ingrdrto remember also the many references to
an ‘inimical’ system in which the programmes opeyafeatures of which are the lack of
receptiveness to change in many schools, and tdelyvidisparate competences of teachers
trained in a historically fragmented and unequalpdnsation. One programme team, in this
regard, noted that tHdorms and Standards for Educatassabout individual rather than systems
change, and questioned such an approach.

As can be seen from the earlier chapters, howehere is much that is positive in what these
programmes offer educators, including in some casbeol-based and departmental managers.
There is also a healthy diversity of approachesaandorous examination of issues. With each of
the seven strategic objectives, providers showddnaliarity with and understanding of the
underlying issues. Providers do think about, anydtér address, the development of applied
competence, the integration of theory and practitar assessment practices, programme design
and redevelopment issues, quality assurance, giofedism and workplace linkages. In Chapter
Five particularly, there is ample evidence of déeerapproaches and of reflection on these
approaches. On the whole, although there are nchmtenges facing EDS, there is also a lot of
hard work, research and development taking pland, there are high quality programmes,
provided by committed professionals, available dmoators. This gives one hope that South
Africa may have a reservoir of institutional capaend human resources that is able to address
the challenges.
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The research has gone some way towards definirgg timalltiple challenges that face the EDS
field. It has raised warning signals regarding laok of a clear definition of ‘knowledge’ — in

particular, the lack of clarity on the importancele@arning area or disciplinary knowledge, on
which clear messages are needed from the DepartofeRducation. Another major set of

challenges appears to be conceptual but is actuallgially, related to implementation. These, in
a nutshell, concern the relationships between themd practice, between the symbolic and
pragmatic significance of qualifications, betwedme tdevelopment of applied and integrated
competence and our ability to assess it, and, furstamentally and practically, between the

provider and the workplace. It is in this last dimei®n of the challenge that the Department is
best placed to act.
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ANNEXURE A: RESEARCH SAMPLE
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EDS Project — Sample

Case A Case B Case C Case D Case E Case H Case G CaseH Case | Case J Mol- Wits FDE
teno (English)
Project (Pilot)
(Pilot)
Urban/rural R/U R/U R R U R R/U R/U R/U R/U R/U R/U
Location NCape, NAT ECape NProv WCape ECape NAT KZN NAT NAT NAT NAT
but
program
also
offered
elsewhere
Mode of C C CAS C C DE DE DE DE DE C DE
delivery
Type of NGO NGO Partnership Public- and| University University | College Univers{ Partner- Partner- | NGO Univers-
provider foreign- ity ship ship ity
funded (Univers- | (Univers
college ity and -ity and
NGO) private
sector)
Whole U U U w w w w w w w U w
qualification or
unit standard
Level 5/6 5/6 5/6 5/6 5/6 5/6 5/6 7 6 6 5/6 6
Topic Assess- | Science Whole Maths, General General -{ General — | General School School Lang- English
ment of school science Primary Primary manage- | manage- | uage —
learners development| and ment ment Primary
(Primary) technology
Size Small Small 500 131 90 1000 299 750 100 3500 Small Small
groups at | groups at | educators groups at
a time atime a time
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KEY TO TABLE

Contact mode

Cascade strategy

Distance education mode

Programme offered nationally

Non-government organisation

Programme offered in partnership

Rural coverage

Rural/urbarcoverage

Length of programme is possibly adaptable toiasiandard
Whole qualification

123



ANNEXURE B: RESEARCH INSTRUMENTS

This document sets out the research instrumenigedieirom:

o the 15 October 1998 Research Design Workshop absegquent comment, including the
Technical Support Team comments of 29 October améeting of the pilot fieldworkers on
7 November;

a workshops with researchers held on 12 and 13 Jarlie®9 (literature review and pilot case
study discussions); and

o subsequent work by John Gultig to implement theisias with regard to analytical
categories taken at the workshop on 13 January.1999

These instruments were used by all researcheleiteh case studies conducted between January
and March 1999.

Please note that Section 1 of Instrument 6.3, thelevof Instrument 6.4 and the whole of
Instrument 6.5 are essentially the same framew®akh of these instruments sets out the seven
key conceptual shifts of thdorms and Standards for Educatoeport. These three instruments
did, however, serve different purposes (eg intevirig the programme team, as opposed to
conducting the ‘convergence analysis’) and theeefesch is slightly reformulated in terms of
these purposes.

Shamima Vawda and Paul Musker
Paul Musker and Associates
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INSTRUMENT 6.1: PHASE 1 (OPENING MEETING)
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Phase 1. Opening M eeting Schedule

The following issues should be addressed in theiogemeeting:

description of the purpose of the project;

outline of project activities;

guestions for clarification;

general discussion of the value of the projecthweijual emphasis on the fieldworker’s part
on the possible gains for EDS programmes and tlhielaiement of the standards-generating
process; and

o agreement should be reached on what constituteprkgyamme documentation.

[ Sy
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INSTRUMENT 6.2: PHASES 2, 3,4 AND 5 (PROGRAMME
DESCRIPTION)
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Section One: Group Interview 1 —Interview Schedule

What is your programme trying to achieve?

Why are you trying to do this?

Describe the total programme experience that yluaests go through.

Why are you trying to do it in this way?

Do you think this is the best way of doing it? here, in your opinion, a ‘better way’ that is
not possible in your circumstances?

How do you know whether the programme is successfobt?

How did you go about designing the programme?

How do you go about redesigning and improving tregmmme?

What are the main features of the programme tlaat te success / failure?

G WN =

© O N O

Section 2: Review of Programme Documentation
Suggested programme documentation to request

Programme brochures

Programme descriptions

Course (‘unit of learning’) descriptions

Programme prospectus

Reading lists

Programme fees

Programme budgets (eg expenditure on library ressiir

Learning resources (at least a sample chosen lyrdivider)
Description of what other resources are availaddeliprary)

Assessment system (including moderation practices)
Assessment exemplars (eg examination papers, ngarki,emoranda, marked scripts,
assignments, assessments of observation and otiservetruments)

The review of programme documentation should inelad least the following nine aspects
(which will also provide the heading framework Rart Three of the Case Study Report):

o description of programme mission statement and gos]
[Some programmes may not have a defined missidansént, but the published goals may
be enough and can be added to by reference to @tisementation. However, it would be a
good idea to also describe these goals in terntkeokxit level outcomes which have been
derived from a range of sources, and not simply ghblished goals. It might also be
advisable to consider the role each of the diffecenirse components (materials, assessment,
teaching and learning methods) is playing in tladisation of the goals/outcomes.]

o description of target groups of learners;
[The description of target learners should not kigaastive, but programme staff should be
able to give us information about learning assuntedbe in place and articulation
possibilities. RPL issues would have to be death wi they exist, in this section.]

o purpose of qualification, or purpose of potential gialification;
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[A possible source of further information on thigpic would be funding proposals, or
programme proposals made to academic authorities.]

o design and structure of the qualification or potenial qualification;
[See boxes on pp28-31 (for Unit Standards) and g3 {for Whole Qualifications) of the
Norms and Standards for Educataeport — and please exclude ‘Purpose of qualiioit
which has been dealt with in the previous bulldeaBe note that if a programme cannot
supply explicit statements of exit level outcomd®ey should describe (and we should tease
out by whatever means) these outcomes.]

a curriculum (materials, activities) of the programme

[The course materials and activities should beesggd in close conjunction with the

assessment practices, to the extent that assessrtéet ‘lens’ through which we view the

curriculum.]

description of delivery mode;

description of assessment practices and exemplars;

description of learner support systems; and

description of quality assurance system.

0OD00Oo

Section 3: Group Interview 2 —Interview Schedule

Present the draft programme description and chieekcompleteness and accuracy of Phase 3
description. At the end of Group Interview 2, agregon a deadline for comment (and
presentation of further data) if necessary.

OR
Send the draft programme description two days kefanmoup Interview 2, and suggest that the

interview itself is a last opportunity for the pragyme team to check the completeness and
accuracy of the Phase 3 description.
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INSTRUMENT 6.3: PHASE 6 (GROUP INTERVIEW 3)

NOTE TO RESEARCHERS

PLEASE ENSURE THAT THE PROGRAMME TEAM RECEIVES THISCHEDULE TWO DAYS PRIOR TO
GROUPINTERVIEW 3 TO FACILITATE PREPARATION
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Phase 6: Group Interview 3 —Interview Schedule

Section One: Discussion of theNorms and Standards for Educators
report

TheNorms and Standards for Educataeport contains seven key conceptual shifts incgadin
educator development. In each case, we would dilesk you:

G WN =

How do you understand the shift?

Is it, in your opinion, a useful concept?

Is the shift desirable?

Is the shift feasible in your programme context?

Have you operationalised, or tried to operatiomalthe shift in your programme, and if so
how?

The key shifts are:

1.

The Norms and Standards for Educatoreport suggests that the assessment practices of
an EDS programme must be applied and integrated.

A programme should assess whether learners are tabl@tegrate lforizontally) the
knowledge and skills delivered through the différeourses/modules (and roles) which make
up the teacher development programme.

A programme should assess whether learners aret@lnéegrate \(ertically) the ability to
perform important teaching actions competently (acgpical competence), understand the
theoretical basis for these actions (foundationaihmetence), and reflect on and make
changes to teaching practices (reflective compejeiso that they can be described as
achieving an applied and integrated competence.

The assessment strategy should assess the extenictolearners have the ability teach in
authentic and changing South African contexts

Assessment should leeigoing and developmental

The Norms and Standards for Educatorgport suggests that EDS programme practices
must develop in teachers an applied and integrategaching competence.

The teaching and learning strategy of a programhuwld develop both horizontal and
vertical integration, as well as authentic appiarat

A programme should make links between the differeatirses/modules, and between
different roles, which make up the teacher develemnprogramme.

The Norms and Standards for Educatoneport suggests that EDS programmes should
develop teachers’ ‘subject knowledge’ and ‘phase lowledge’ — the ‘specialist role’.
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Subject knowledge teaching should be an integrdl glathe rest of the programme, and
should not be an ‘add-on’. The contextual rolesuthde integrated into the ‘subject
knowledge’ or ‘specialist’ role. Also, teaching elbgation should be integrated with content
knowledge taught.

. The Norms and Standards for Educatoreeport suggests that programmes should be
conceptualised and delivered in a manner which inggates theory and practice, and
strengthens provider-workplace linkages.

A programme should work closely with schools inasrtb develop learner skills.

Teaching practice should be linked to the reshefgrogramme, and students should be well
prepared for it. Teaching practice, again, showddiriegral to the programme and not an
‘add-on’.

Training should be contextually sensitive.

The Norms and Standards for Educatorgport suggests that EDS programmes — and the
programme ethos — should develop teachers as extemd professionals and lifelong
learners.

Learners, for example, might be involved in progmandesign and implementation, either
formally (for example through decision-making stures) or informally (for example, by
making decisions regarding the nature of theirggsaients).

Student-initiated activity (like involving themsels in tutoring schemes) might be recognised
towards the qualification.

A programme should offer possibilities for ongoimgpfessional development. To this end,
delivery should be flexible enough to allow praciisteachers to attend.

Assignments should be designed to encourage predddring within authentic contexts.

A programme should prioritisand teachcritical engagement, reasoning and reflective
thinking.

A programme should ground teaching in a wider $pe@onomic and political understanding
and awareness.

Programme staff might be involved in policy-makiagd/or other social development
activity outside of their mainstream activity.

A programme should develop an ethos which activerigourages lifelong learning and
ongoing professional development. How does theitiigtn handle recognition of prior
learning (RPL)? Does the institution actively reci-service learners? (Note whether these
are for discrete courses or whether the providsrattempted to run courses that are flexible
enough to accommodate both in-service and preesestudents on the same course - see
Section 8 of the NSE report.)
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6. The Norms and Standards for Educatoreport suggests that EDS programme providers
should demonstrate characteristics that are likelyto make them a self-improving, a
learning organisation.

O

An EDS provider should have a system of coursessaitl review.
o An EDS provider should keep — and use purposefuicords of learners.

7. The Norms and Standards for Educatonmeport suggests that an EDS provider should
adopt inductive rather than deductive approaches tprogramme design.

o An EDS programme should be designed on the basissgfarch, and some or all of this
research should be conducted among target lea@enversely, a programme should not be
designed through a deductive ‘desktop’ exercise.

Section Two: Discussion of principles of programmeénmprovement

8. One fundamental purpose of theNorms and Standards for Educatorgport is to provide
a framework for the improvement of EDS programmes Please, therefore, consider and
discuss the following:

o What have you concluded (if anything) as a progranteam about ways in which the
programme could develop? Please consider at leagoliowing:
= the programme mission statement and goals;
target groups of learners;
purpose of qualification, or purpose of potentialification;
design and structure of the qualification or pasrgualification;
curriculum (materials, activities) of the programme
delivery mode;
assessment practices;
learner support systems; and
quality assurance systems.

Section Three: Discussion of policy refinement animnprovement

9. The Norms and Standards for Educatoneport and other key documents are open to
refinement and improvement over time. Please, thefere, consider and discuss the
following:

o What do you recommend as a programme team in tefitie future development of policy
for educator development and support? Consideradt theNorms and Standards for
Educatorsreport, and include if you wish:

» theSACE Code of Condyct

= theDevelopmental Appraisal Manyand
= theDuties and Responsibilities of Educatagreement.
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INSTRUMENT 6.4: PHASE 7 (‘CONVERGENCE’ ANALYSIS
FRAMEWORK)
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Phase 7: ‘Convergence' Analysis Framework

Introduction

Outcomes-based education strategies are by defirdtbncerned with assessing whether intended
outcomes have been attained, and in their appicati South Africa it is a concern that there
should be an integration of assessment practicts time teaching and learning process.
Consequently, the research approach of this prejdcbe to focus on th@assessment practices
of providers, in the anticipation that it is thispact of the programmes that will yield the gretates
amount of useful data.

But, while a careful analysis of assessment prastis likely to reveal a good deal about the
nature of the provider's programmes, researchdtswiplement this data with specific research
on seven key conceptual shifts which new policyl véfjuire from providers. Consequently we
suggest the following seven areas as key analytieaters for Part Four of the Case Study
Report.

1. To what degree, and in what ways, are the assessmgractices of the programme
applied and integrated?

o Explain how the assessment strategy of the progmasresses the extent to which learners
have achieved thieorizontal integratiorspoken of in the NSE report. In other words, expla
how the programme assesses whether learners &r¢oaintegrate the knowledge and skills
delivered through the different courses/moduledd (amles) which make up the teacher
development programme.

Probes: Describe the different assessment companélhat are their respective
weightings? How are the different roles assessenltfin subject specialism? How
explicit are links to qualification purpose andes®? Who is involved in planning and
implementing assessment procedures? How is thisdon

o Explain how the assessment strategy assessestdm exwhich learners have achieved the
vertical integrationspoken of in the NSE report. In other words, explow the programme
assesses whether learners are able to integratabiliy to perform important teaching
actions competently (a practical competence), stdied the theoretical basis for these
actions (foundational competence), and reflect od make changes to teaching practices
(reflective competence) so that they can be desdrds achieving an applied and integrated
competence.

Probes: Describe the different assessment comporaerd strategies. What are their
respective weightings? (See NSE report for ‘mix'sthtegies assumed as necessary.
Check weighting of, for instance, written vs obsgional; within written check
problem-posing/case-study based vs traditional yesadthin observational check
degree to which learner does own assessment bédedback and/or whether
assessment is against a set of criteria, etc). Exmlicit are links to qualification
purpose and roles? Who is involved in planning @mglementing assessment
procedures? How is this done?).

o Explain how the assessment strategy assessestérg gxwhich learners have the ability
teach in authentic and changing South African cxiste
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Probes: Describe the different assessment comporaerd strategies. What are their
respective weightings? (School-based/school-focusqutovider-situated; case study,
micro-teaching, quality of feedback?) Nature ok#irwith schools (Informal, formal,
role of school-based teachers)? Lecturer experiencgork site? (Are they former
teachers? Do they spend time in schools? How mudbfure of research?)
Recruitment strategies? (Do staff reflect SA contex terms of race, gender,
geographic location, experience?)

Is assessmeiingoing and developmental?

Probes: Explain how the programme balances assaesshdiscrete competence - like
subject knowledge - with integrated competenceke the ability to teach. Explain
how the programme understands and uses summatigefamative forms of
assessment. How is assessment weighted througihdgemme?

Are the educational practices of the provider likey to develop in teachers an applied
and integrated teaching competence?

What does the programme understand by an ‘apptiddraegrated competence’? How does
it link with the purpose of the qualification? (Bein relation to ‘commonsense’ and NSE
understandings.)

How does the programme develop this competencaib€Pinformation from assessment
answers. Probe both horizontal & vertical integnat& authentic application. Probe how
curriculum design proceeds: from purpose or tedllyicas per the NSE report, probe
difficulties in design, who designs, how and wh&hat autonomy do individuals have).

Explain how the programme makes links between itfierdnt courses/modules, and between
different roles, which make up the teacher develpmprogramme. (Is it through

lecturer/course material comments? Or complete seountegration? Or integration at
assessment level? Or joint/collaborative planning?

Does the programme develop teachers’ ‘subject knoetige’ and ‘phase knowledge’ —
the ‘specialist role’ — to the depth and in a manneconsistent with the Norms and
Standards?

Explain how the programme treats the ‘speciali’lia teacher education programmes.

Explain how the ‘specialist role’ is taught in thedgramme. (How many notional and contact
hours? And as a percentage of total time? Distsigubetween subject/content/phase
knowledge and method, and explain the balance leehtreese.)

How does subject/content/phase knowledge teactalagerto rest of programme? (Is it an
add-on? Or is it planned as an integral part ofltprogramme? What is taught? Who
teaches? For instance, is it taught by a univemsitgdemic within the discipline or by a
school teacher? How are learners assessed? Fandasthow is teaching observation
integrated with content knowledge taught? Is cankerowledge also assessed as a discrete
competence? At what level?)

What assumptions are made about entry knowledge leafners? How is this

assessed/checked? What means exist to extend sttadgnts and give developmental
assistance to weak students?
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Is the programme conceptualised and delivered in aanner which integrates theory
and practice, and strengthens provider-workplace hikages?

Explain how the programme works with schools ineor develop learner skills. (How long
is teaching practice (TP)? When does it occur?dpeage of total programme time? What are
its outcomes? How does teaching occur in TP? Has @dssessment occur?)

How is TP linked to the rest of the programme? (How students prepared for TP? Is the
entire course geared to practice or is it treatedra’add-on’?)

How contextually sensitive is training as a whol@®hat is lecturer experience?
Recruitment? Research interests? What are thengddits like — eg mix of local and
international? Up-to-date or dated? Mix of theang #éocal practice?)

Do students choose TP placements or do staff agauliacements? On what basis? Are
students encouraged to involve themselves in tagoschemes etc outside of formal
provision? Are these recognised as credits toweodgpetence? How?

Explain nature of links with work sites. (Only sc®or a wider range of work sites, ie adult
education, industry, etc? How do sites become iredyl through invitation or randomly?
How are schools/sites prepared for TP? What rale/shey play? Are they paid? Any
contracts? Etcetera.)

Does the programme — and the programme ethos — ddep teachers as extended
professionals and lifelong learners?

What degree of say do learners have in programmsigrdand implementation? (Check both
formal decision-making structures as well as natfrassessment. For instance, are many
assignments ‘open’ to student choice and contesatain, etc?)

How much student-initiated activity (like involvinthemselves in tutoring schemes) is
recognised towards qualification (if any)?

Does the provider offer possibilities for ongoingfessional development? How flexible is
delivery? Are course run in times which allow pisiog teachers to attend?

Are course materials used to create spatial fléyibn courses? Are assignments designed to
encourage problem-solving within authentic contexts

Does the programme prioritisend teachcritical engagement, reasoning and reflective
thinking? (Is the focus overwhelmingly skilling & there an emphasis on theorising? Is
theory taught through problem-posing/solving ansecstudy strategies?)

Does the programme ground teaching in a wider sa@ganomic and political understanding
and awareness? Or is the programme narrowly foooisedaching, learning and curriculum?
Is this theory taught through problem-posing/sajvamd case study strategies?)

Does the provider demonstrate an understandingafher education as an activity which
goes wider than formal schooling? Do they traincolaborate in the education of adult
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educators, industrial trainers, etc? Do they hanl@fies with other educational institutions as
well as work-sites outside of formal scholing?

What involvement do staff have in policy-making andother social development activity
outside of their mainstream activity?

Is there an ethos which actively encourages lifgld@arning and ongoing professional
development? How does the institution handle retmgnof prior learning (RPL)? Does the
institution actively recruit in-service learner$®fe whether these are for discrete courses or
whether the provider has attempted to run coutsasare flexible enough to accommodate
both in-service and pre-service students on theeseourse - see Section 8 of the NSE
report.)

. Does the provider demonstrate characteristics thatare likely to make it a self-
improving, a learning organisation?

Does the provider have a formal system of coursestaff review? Who is involved? (Are
any outsiders involved? Are learners involved? Arers’ - schools - involved?) How often
is it implemented? What do its ‘instruments’/praesassess/evaluate?

Does the provider keep records of learners? Angfiblllowed up? How? To what end?

Inductive versus deductive approaches to programmeesign

Has the programme been designed on the basis edrod® Was this research conducted
among target learners? Or was the programme desigme deductive ‘desktop’ exercise?
Alternatively, is there evidence of a combinatidrdeductive and inductive approaches?
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INSTRUMENT 6.5: PHASE 8 (CRITICAL ANALYSIS OF
INORMS AND STANDARDS FOR EDUCATORS) —
FRAMEWORK FOR ANALYSIS
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Phase 8: Framework for Critical Analysis of the Norms and
Standards for Educators Report

TheNorms and Standards for Educataeport contains seven key conceptual shifts incgadin
educator development. These are the same that wgeie as the framework for Section One
(questions 1 to 7) of Phase 6 (the third Grouprineéev). This same framework should be used as
a basis for the critical analysis (Part Five of @ase Study Report) of tidorms and Standards
for Educatorgeport. The focus at this stage is set out in ithee questions set out below.

The seven conceptual shifts will form the basianfesvork for Part Five of the Case Study.
However, each of the five questions should be el each of the seven conceptual shifts.

The first three questions clearly refer to Phag&®up Interview 3). Questions 4 and 5 will be
answered on the basis of the programme descrigfftvases 4 to 5) and the ‘convergence
analysis’ (Phase 7).

How is the shift understood by the programme team?
Is the shift perceived by the programme team ta bseful concept?
Is the shift perceived by the programme team tddserable?
Is the shift feasible in the programme context?
0 Has the provider operationalised, or tried to op@nalise, the shift in the programme, and if
so how?

= O 0 N O

The key shifts are:

8. The Norms and Standards for Educatorgport suggests that the assessment practices of
an EDS programme must be applied and integrated.

o A programme should assess whether learners are tablategrate Iforizontally) the
knowledge and skills delivered through the différesurses/modules (and roles) which make
up the teacher development programme.

o A programme should assess whether learners aret@lméegrate \ertically) the ability to
perform important teaching actions competently (acgical competence), understand the
theoretical basis for these actions (foundatioraihmetence), and reflect on and make
changes to teaching practices (reflective compedeso that they can be described as
achieving an applied and integrated competence.

o The assessment strategy should assess the extehnictolearners have the ability teach in
authentic and changing South African contexts

o Assessment should lmegoing and developmental

9. The Norms and Standards for Educatorgport suggests that EDS programme practices
must develop in teachers an applied and integrategaching competence.

a The teaching and learning strategy of a programhwuld develop both horizontal and
vertical integration, as well as authentic appiaat
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10.

11.

12.

A programme should make links between the differeatirses/modules, and between
different roles, which make up the teacher develapinprogramme.

The Norms and Standards for Educatoneport suggests that EDS programmes should
develop teachers’ ‘subject knowledge’ and ‘phase lowledge’ — the ‘specialist role’.

Subject knowledge teaching should be an integrdl glathe rest of the programme, and
should not be an ‘add-on’. The contextual rolesuthde integrated into the ‘subject
knowledge’ or ‘specialist’ role. Also, teaching epgation should be integrated with content
knowledge taught.

The Norms and Standards for Educatorseport suggests that programmes should be
conceptualised and delivered in a manner which inggates theory and practice, and
strengthens provider-workplace linkages.

A programme should work closely with schools inasrth develop learner skills.

Teaching practice should be linked to the reshefgrogramme, and students should be well
prepared for it. Teaching practice, again, showddirtiegral to the programme and not an
‘add-on’.

Training should be contextually sensitive.

The Norms and Standards for Educatorgport suggests that EDS programmes — and the
programme ethos — should develop teachers as extent professionals and lifelong
learners.

Learners, for example, might be involved in progmandesign and implementation, either
formally (for example through decision-making stures) or informally (for example, by
making decisions regarding the nature of theirggsaints).

Student-initiated activity (like involving themsels in tutoring schemes) might be recognised
towards the qualification.

A programme should offer possibilities for ongoimgpfessional development. To this end,
delivery should be flexible enough to allow praicigsteachers to attend.

Assignments should be designed to encourage presddring within authentic contexts.

A programme should prioritisand teachcritical engagement, reasoning and reflective
thinking.

A programme should ground teaching in a wider $pe@onomic and political understanding
and awareness.

Programme staff might be involved in policy-makiagd/or other social development
activity outside of their mainstream activity.

A programme should develop an ethos which activerigourages lifelong learning and
ongoing professional development. How does theitiietn handle recognition of prior
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13.

14.

learning (RPL)? Does the institution actively reci-service learners? (Note whether these
are for discrete courses or whether the providsrattempted to run courses that are flexible
enough to accommodate both in-service and preesestudents on the same course - see
Section 8 of the NSE report.)

The Norms and Standards for Educatorgport suggests that EDS programme providers
should demonstrate characteristics that are likelyto make them a self-improving, a
learning organisation.

An EDS provider should have a system of coursessaifl review.

An EDS provider should keep — and use purposefuldcords of learners.

The Norms and Standards for Educatoneport suggests that an EDS provider should
adopt inductive rather than deductive approaches t@rogramme design.

An EDS programme should be designed on the basiesafarch, and some or all of this
research should be conducted among target lea@ensersely, a programme should not be
designed through a deductive ‘desktop’ exercise.
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